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THE ROLE OF RELIGIONS IN THE CONSTRUCTION OF IDENTITY
PROCESSES IN A GLOBALIZED SOCIETY. AN EXPERIMENTAL
STUDY IN THE SCHOOLS OF PUGLIA

Alberto FORNASARI

Department of Education, Psychology, Communication, University of Bari “Aldo Moro”, Bari, Italy

Abstract: Religious diversity plays a significant part in relationships between cultures. They have a profound effect
because religions have represented and still represent central factors in human history. Embodied in the various
cultural contexts, they substantiate the traditions, the thought, the behaviour of the people for whom it is difficult to
establish a positive and enriching inter-cultural dialogue even if it is not possible to establish an inter-religious
dialogue. To achieve this dialogue it is necessary also at an educational level to have the commitment to work to
develop new open attitudes and also new acceptance towards religious diversity. It is evident that the confrontation
and conflicts between the different historical forms of religion does not derive so much from nature and content of
religions but is due exclusively to an incorrect interpretation of religious education. Working on religious education
in terms of interculturalism means precisely to highlight the strong categories, supporting and qualifying the human
experience from a pedagogical perspective. For young people of today intercultural widespread skills are necessary
to be able to interpret the pluriverse world in which relations between different religions are asked to live together.
How can we configure relations between the various religions today? How are religions changing in our time,
characterized by profound changes? How can we interpret the great transformations that shuffle cards, areas and
identities, breaking the traditional ties between religion and culture? These are some of the most significant
questions which the religious dimension poses today. On this basis the Laboratory of Intercultural Pedagogy of the
University of Bari "Aldo Moro" in collaboration with the Multicultural Section of the Pugliese Regional Council
Library has launched an experimental project involving 14 high schools from Puglia to monitor the perception that
more than 400 young students have of the religious phenomenon and its effects at a cultural level.

Keywords: culture; religions; identity; globalization, migrations; intercultural dialogue

1. INTRODUCTION

How can we configure relations between the
various religions today? How are religions changing
in our time, characterized by profound changes (Roy,
2009)? How can we interpret the great transformations
that shuffle cards, territories and identities,
breaking the traditional ties between religion and
culture (Fornasari, 2010)? These are some of the
most significant questions which the religious
dimension poses today (Sabbatucci, 1990). The
burst of cultures and religions of “the others”
(Pannikar, 2008), in our daily lives is making
necessary a process, that cannot be postponed, of
understanding the value the sacred assumes in the
lives of countless men and women; it also urges
those involved in education to rethink for a
training  program  that includes, beyond
denominational or religious membership, or non-

membership, the knowledge of religion and religions
(Saggioro, 2009).

The role of religion is in fact central to the
construction of collective and individual vision of
reality (Asad, 1993), as it is in the process of
identification and distinction of individuals and
groups throughout history and in different spaces.
Religious differences have a large weight in
relations between cultures. They have a profound
effect because religions have represented and still
represent central factors in human history
(Salvarani, 2006). Embodied in various cultural
contexts, they give substance to traditions,
thoughts and behaviors of people, making it
difficult to establish a positive and enriching
cultural dialogue if there is not also an inter-
religious dialogue (Fornasari, 2014). To achieve
this dialogue it necessary a commitment to work,
also on an educational level (Pajer, 2003) to
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develop new attitudes of openness and availability
toward religious differences. It is evident that the
confrontation and conflicts between different
historical forms of religion, do not come so much
as a result of the nature and content of religions,
but only due to an erroneous interpretation of
religious education (Pedrali, 2002).

These are behaviors totally antagonistic to the
dimension of good, to the availability to absolute
which characterizes the religious dimension
(Santelli, 2003). Working on religious education
in terms of interculturalism means precisely to
highlight the strong, supporting and qualifying
categories, the human experience in pedagogical
perspective (Sirna Terranova, 2007). Young
people today need intercultural spread skills in
order to interpret the pluriverse world in which
they are called to live. The construction of these
skills comes through the ability to emotionally and
cognitively decentralize their own point of view,
and recognize the others' equal dignity and right to
exist (Bertolini, 2001). Only knowledge can deconstruct
the stereotypes that often accompany the
perception of another religion's acting and, at the
same time, loosen the defense sometimes uncritical
and dogmatic of their own religion viewed as
opposed to that of others (Carozzi, 2008).

2. THE ROLE OF RELIGIONS IN THE
CONSTRUCTION OF IDENTITY
PROCESSES IN A GLOBALIZED SOCIETY

J. Delors, in Education, a treasure, writes:

the school should help young people to understand
who they are. Only then they will be able to put
themselves in the others' shoes and understand their
reactions. Developing this empathy at school
produces fruit in terms of social behavior for life
(Delors,1997).

For example, by teaching young people to
adopt view of other ethnic and religious groups,
can help to avoid the lack of understanding the
leads to hatred and violence among adults.

It should be assumed that many consider
religion and religions an intangible heritage of
humankind: against rumors about religion's end or
crisis, advanced secularization, but also against
impromptu sacred return fashion, we should keep
in mind that historically each human group has had
their own beliefs and symbolic systems, that every
action is given but also refers to motives, ideas and
tensions that do not necessarily relate to the
political, economic and ideological sphere, but to
what we could generally define the relationship
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with the sacred (Saggioro, 2009). Neither philosophy
or culture, but constant reminder of an irreducible
transcendence to the world that founds the order of
the world: how to think then of religion in the
social order? Could it be brought back within the
framework of other symbolic systems (the
culture)? Could it develop in its own space (in
private, or in a community of believers) without
conflicting with other symbolic systems?

Samuel Hunghinton's theory of clash of
civilizations (Hunghinton, 2011) does not help to
understand these movements that shuffle cards,
territories and identities breaking the traditional
ties between religion and culture. What happens
when, as claimed by Oliver Roy, religions come
off from their cultural roots? Or more simply, how
could it happen that religions have become the basis
on which appear to be based the reclassification of
identities (Roy, 2009)?

In the last quarter of the twentieth century two
theses faced each other: one that saw secularization
as an ineluctable process, a condition and at the same
time a consequence of modernity; the other that saw
and greeted the return of the religious, seen as a
protest against an alienating and illusory modernity
and also as different access to modemity itself.
Should secularism be imposed against religion (as in
France) even at the expense of individual freedom, if
necessary, or the revival of religion should be seen as
a manifestation of diversity, wealth and human
freedom? It is however appropriate asking a
preliminary question: do the increasing visibility of
religion, its increasing influence on the media and
politics match with a real increase of practice and
devotion? If this dimension is undergoing a crisis,
could we attribute the genesis of this weakness to a
lack of commitment in intercultural education
linked to learning the history of religions? And
what should be understood by the history of
religions? Definitely, it is not the series of facts or
dates related to single religions; it is not a
qualitative comparison between religions to decide
which is better and which is worse; it is not an
ideological thinking system designed to destroy
religions or to attack places of worship.

The history of religions is a scientific
discipline system and its field of study is the
analysis of the religious fact in its context of
rootedness, in definitions of identities and its
relationship with what is different. It involves
critical analysis, heuristic and philology of
documents and thus the understanding of
historicised dynamics and correlations, understanding
of plots among peoples and values systems, of
answers given through the story from various
cultural backgrounds to different historical, social
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and psychological needs, answers to life's
questions concerning the reason why we are in the
world, and also understanding how to relate to a
natural reality felt as alien toward the human self,
symbolically identified in personifications of
divine or spiritual type, or generally sacral.

In the university the research has intercepted
the many questions above trying to provide
possible models of education to the teaching of
religions that allows a plural vision, respectful of
diversity. In the magazine “Method and Theory in
the study of religion” of the North America
Association for the Study of Religion (2005), there
is a monographic section about teaching on
religions in South America; in 2008, Numen, the
magazine of the International Association for the
History of Religion has dedicated a theme issue to
the teaching about religions; in Italy, Studies and
Materials of the History of Religions has entitled
the 2009 theme section “Teaching the history of
religions in Europe between school and
university”. In 2007 have been published the
Toledo Guiding Principles on Teaching about
religions and beliefs in public schools, the main
purpose of which is to provide member states of
the OSCE with legal and pedagogical policies to
promote the knowledge and study of religions as
part of intercultural education.

In 2008 the Council of Europe has published a
white book on intercultural dialogue (Living
together as equal in dignity) accompanied by a
legal instrument in the form of a recommendation
to Ministers of Education: Dimension of religions
and non-religious convictions in intercultural
education (Recommendation no. 12, Strasbourg,
December 2008): another significant signal of
european interest for these educational themes.

In fact, intercultural education cannot avoid
dealing with religions, nor give up the proposed
models of education toward religious pluralism.
An example for all is the Syllabus of Bradford
(Salvarani, 2006). Since September 1995 the
Interfaith Education Centre, in collaboration with
the school council, has initiated the promotion of a
common course of religion in about 200 city
schools, based on the comparative study of 6
religions, those most present on site.

3. THE NAMES OF GOD: TEACHING
INTERCULTURAL ROUTES FOR THE
KNOWLEDGE OF THE OTHER. AN
EXPERIMENTAL STUDY IN THE
SCHOOLS OF PUGLIA

Puglia, a land of exodus and landing, has
always seen as a priority in its territory to raise

awareness of cultural diversity, by promoting
intercultural dialogue (Fornasari, 2014). The
action-research project here reported comes from
the commitment and planning capacity of the
multicultural section of the Puglia's Regional
Council Library, Laborator of Intercultural
Pedagogy (coordinated by this writer), University
of Studies “Aldo Moro”, of Bari, and its research
group “Religions in Dialogue” in agreement with
the Regional School Office for Puglia.

The projects that involved 14 High-school
Institutes of the region and 400 students, represents
the continuation of a series of intercultural
activities carried out over the years. Following the
round table on the theme: “The names of God: the
Islam contribute toward interreligious dialogue”,
held in December 2008 to close the european year
of intercultural dialogue; following the course
entitled “Educational Research Methods: the
research-action”, held at some schools during the
2008-2009 academic year, having as its object the
development of a host agreement and IFLA-
UNESCO directions for School Libraries,
Multicultural Services and set up of the
Multicultural Shelf.

Following the Protocol of Understanding
between the Regional School Office for Puglia and
the University of Studies of Bari — Laboratory of
Intercultural Pedagogy — Department of Education,
Psychology, Communication, and the Regional
Council of Puglia — Library and Documentation
Service, Council of Institutional Communication
on issues related to the enhancement and
promotion  of  multi-intercultural = message
throughout the region.

The research-action project illustrated aimed to
consolidate the network with the parties presented
so far, in order to continue what has been
materialized till now.

The project proposal was created with the
intention of emphasizing certain core themes in
various religious traditions and to develop
appropriate educational tracks in favor of
interreligious dialogue for schools, referring to the
opportunity to consult the Multicultural Shelf
available at the multicultural section of the
Regional Council Library, constantly updated to
magazines and foreign newspapers. The aims of
the project were to exploit the following core
themes (meeting the difference as richness and
resource, deconstruction of ethnocentric and
xenophobic views, intercultural awareness and
openness to interreligious dialogue) present in
various cultural and religious traditions, in order to
develop appropriate intercultural educational
routes for schools participating in the project.
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The project's aims are to: encourage student
interaction to “enrich each other” and prepare the
future citizen of the world; understand the richness
of the contribution of religions in social and
cultural development; recognize the value of texts
and reference journals for the correct interpretation
of the facts; strengthen the sense of belonging to
their ethnic community and deepen their cultural
specificity.

The project's objectives are: developing the
understanding of conceptual elements of the
thought of various religions; developing the
understanding of the role of religion in social and
cultural development in different social groups;
developing the ability to recognize the contribution
of religion in its values system; understanding the
richness of the contribution of religions on the
cultural level, comparisons between cultures, to
grasp the different and common elements in
multiplicity; analyzing the similarities and
differences between religions in order to develop
respect for their own and others' religions and
cultures; education to the concept of
cosmopolitanism; socialization in the group-class
through chosen texts.

The  Methodology  of  the  project
(Dottrens,1991) has been the following: for the
secondary school classes, grade II, the project
proposed: reading and analysis of thematic printing
review, of journal articles and monographs of
interest (about integration, migration, relations
between different faiths) through an updated
thematic dossier “Terminus”; lectures, workshops,
film forums; meetings with field experts,
compiling an on line anonymous questionnaire
trying to understand ... How can we configure
relations between the various religions today? How
are religions changing in our time, characterized
by profound changes? How can we interpret the
great transformations that shuffle cards, territories
and identities, breaking the traditional ties between
religion and culture?

3.1 Methodology. The semi-structured
questionnaire built on research based on data
matrix has provided, through the closed multiple
choice answers, a series of quantitative data
successively analyzed with the SPSS software
(Barbanelli & D’Olimpio, 2007). SPSS is a
software package used for statistical analysis in
social science. It is also used by market
researchers, health researchers, survey companies,
government, education researchers, marketing
organizations, data miners, and others. The
original SPSS manual (Nie, Bent & Hull, 1970)
has been described as one of "sociology's most
influential  books" for allowing ordinary
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researchers to do their own statistical analysis. In
addition to statistical analysis, data management
(case selection, file reshaping, creating derived
data) and data documentation (a metadata
dictionary was stored in the datafile) are features
of the base software (Vertecchi, 1992).

SPSS Statistics places constraints on internal
file structure, data types, data processing, and
matching files, which together considerably
simplify programming. SPSS datasets have a two-
dimensional table structure, where the rows
typically represent cases (such as individuals or
households) and the columns represent
measurements (such as age, sex, or household
income) (Wright, 1997). Only two data types are
defined: numeric and text (or "string"). All data
processing occurs sequentially case-by-case through
the file. Files can be matched one-to-one and one-
to-many, but not many-to-many (Fox, Long, 1990).
SPSS Statistics (Aragona, 2013) can read and write
data from ASCII text files (including hierarchical
files), other statistics packages, spreadsheets and
databases. SPSS Statistics can read and write to
external relational database tables via ODBC and
SQL.

Instead, the texts relating to open-ended
questions were analyzed with the Atlas.Ti
software. ATLAS.ti is a computer program used
mostly, but not exclusively, in qualitative research
or qualitative data analysis (Vardanega, 2008). The
purpose of ATLAS.ti is to help researchers
uncover and systematically analyze complex
phenomena hidden in unstructured data (text,
multimedia, geospatial). The program provides
tools that let the user locate, code, and annotate
findings in primary data material, to weigh and
evaluate their importance, and to visualize the
often complex relations between them. As regards
the qualitative dimension, this writer has made
reference to the grounded theory (GT). Grounded
Theory (Tarozzi, 2008) is a systematic methodology
in the social sciences involving the construction of
theory through the analysis of data. Grounded
theory is a research methodology which operates
almost in a reverse fashion from social science
research in the positivist tradition. Unlike positivist
research, a study using grounded theory is likely to
begin with a question, or even just with the
collection of qualitative data. As researchers
review the data collected, repeated ideas, concepts
or elements become apparent, and are tagged with
codes, which have been extracted from the data.
As more data are collected, and as data are re-
reviewed, codes can be grouped into concepts, and
then into categories. These categories may become
the basis for new theory. Thus, grounded theory is
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quite different from the traditional model of
research, where the researcher chooses an existing
theoretical framework, and only then collects data
to show how the theory does or does not apply to
the phenomenon under study. Once the data are
collected, grounded theory analysis involves the
following basic steps: coding text and theorizing.
In grounded theory research, the search for the
theory starts with the very first line of the very first
interview that one codes. It involves taking a small
chunk of the text where line by line is being coded.
Useful concepts are being identified where key
phrases are being marked. The concepts are
named. Another chunk of text is then taken and the
above-mentioned steps are being repeated.
According to Strauss and Corbin, this process is
called open coding and Charmaz called it initial
coding. Basically, this process is breaking data into
conceptual components. The next step involves a
lot more theorizing, as in when coding is being
done examples are being pulled out, examples of
concepts together and think about how each
concept can be related to a larger more inclusive
concept. This involves the constant comparative
method and it goes on throughout the grounding
theory process, right up through the development of
complete theories (Baldacci, 2001).

Grounded theory method does not aim for the
"truth" but to conceptualize what is going on by
using empirical research. In a way, grounded
theory method resembles what many researchers
do when retrospectively formulating new
hypotheses to fit data (Trinchero, 2004). However,
when applying the grounded theory method, the
researcher does not formulate the hypotheses in
advance since preconceived hypotheses result in a
theory that is ungrounded from the data. The
questionnaire was structured in eighteen questions,
in addition to social-graphic data, and has been
compiled online using a Moodle platform.

4. RESULTS OF THE RESEARCH

Reported below the results of the research for
the qualitative part:

Gender

Male 61%

Female 39%

Age

15 33,4%

16 9%

17 38,3%

18 19,3%

High School Typology

Liceo 38,3%
Technical 61,7%

Do you think that religions affect cultures?

Yes 92,5%
No 7,5%

Do you think our country (Italy) is secular or
religious?

Secular  29,5%

Religious 70,5%

In your opinion, in Italy, to profess a religion other
than Catholic or being atheist, results in social
exclusion?

Yes 24,8%

No  75,2%

In today's society, in your opinion, how important is
the role of religion?

Much 10,8%
Fairly 41,8%
Few 39%

Unimportant 8,4%

Do you know people of other religions or atheists?

Yes atheists 59,3%
Yes of other religions 35,3%
No 5,4%

Do you know the difference between the concept of
religion and that of religious fundamentalism?

Yes 66,3%

No 33,7%

Do you think that the recent events related to the
attacks of Paris and violence against women
registered in Germany should be considered as
phenomena caused by religious beliefs or religious
fundamentalism?

By religious beliefs 26,3%

By religious fundamentalism  73,7%

Do you think it would be interesting to study the
history of religions in school, or you feel better to
study the history and the doctrine of the Catholic
religion?

History of religions 84,8%

Hist. and doctrine of the Catholic Relig. 15,2%

Do you think that it is appropriate for sacred symbols
to be displayed in public places?

(ie. schools, courts, offices)

Yes 50,7%

No 49,3%

How would you define your family?
Believers that practicing ~ 44,3%
13



Alberto FORNASARI

Believers that not practicing 51,7%
Atheist 4%

If you practice a religion, how much its values affect
your behavior and your lifestyle?

Major impact 8,8%
Fairly 31,8%
Little impact 34%

No impact 25,4%

Do you consider our country (Italy) as one open to
religious pluralism?

Yes 61,5%

No 38,5%

5. RESULTS OF THE RESEARCH

From research and quantitative analysis
emerges that young teenagers (aged 15-18 years
old) selected as champion of the research (400),
have parents of Italian nationality in 93,7% of
cases. In 92,5% of cases, they believe that
religions influence very much cultures, primarily
by transferring the values of religions in lifestyles
(48,5%) and also defining what behaviors are
considered just or not just, therefore affecting
ethic. Among the 7,5% who say that religions do
not influence cultures, 59% think that one thing are
values transmitted by religion, but another thing
are rules and values of the society. For 70,5% of
the selected champion, Italy is a Country defined
as “religious” (where religion is the main
component of identity) and not secular. The
students participating in the research claim that
Christian and Islamic are the main monotheistic
religions spread on our national territory, that for
75,2% to profess in Italy a religion other than
Catholic or to be atheists is not a cause of social
exclusion, that for 52,6%, religion has a role of a
certain importance in the society and of little
importance for 39%. 59,3% know people that
profess to be atheist and 35,3% know people of
other religions. 66,3% know the difference
between the concept of religion and that of
religious fundamentalism; they also think (73,7%)
that recent news media related to the attacks in
Paris and violence against women in Germany
should not be considered motivated by religion,
but caused by religious fundamentalists. For
84,8%, in the Catholic religion the role of women
is more equal to that of man compared to that
(7,3%) of women in Islamic religion. For 84,8% of
the selected champion, it would be interesting
studying at school the history of religions, and
only for 15,2% it would be interesting studying the
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history and doctrines of the Catholic religion. For
50,7% it is appropriate to display sacred symbols
in public places (such as schools, courts, hospitals,
offices); it is not appropriate for 49,3%. This is a
signal of how this issue essentially “split” into two
parts the selected champion. 51,7% define their
own family as believer but non-practicing, while
44,3% define it as practicing believer, and only 4%
as atheist. For 34% the values of the professed
religion (if any is professed) have little impact on
their behavior and lifestyle, no impact for 25,8%,
enough for 25,4%, and major impact only for 8,8%
of the selected champion. For 92%, people who
profess a religion other than Catholic have the
right to pray in special places of worship. At the
conclusion of this project emerges a particularly
interesting picture of how young people in Puglia
perceive the religious dimension and how, in their
opinion, it affects the cultural dimension. A series
of responses provide a picture of an increasingly
secularized youth, aware of historical processes that
shaped the current framework of our Country but
less attentive to the intercultural dimension
desirable in a globalized society.

The distrust toward “the other” religions and
the fact that a third of the selected champion
ignore the difference between religions and
religious fundamentalism, appears to be a matter
on which we should meditate and, above all,
operate through educational processes that
(Pourttois, 2007), with increased incisiveness, may
build those basic intercultural skills necessary to
become cosmopolitan citizens (Mounier,1962)
with a 'well done' head, as Morin hoped.
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Abstract: The primary focus of this paper is placed on education in the multicultural context of the Republic of
Macedonia. This paper focuses on higher education in the country, and the level of implementation of requirements
brought about by the Ohrid Framework Agreement (OFA). The higher education circumstances are also brought
into correlation with the educational aspects at both primary and secondary schools in the Republic of Macedonia.
In the country, “mixed” schools are perceived as arenas with more frequent interethnic conflicts and higher level of
stereotypes and prejudices. Teachers, parents and even pupils are ambivalent when it comes to direct contact. They
believe that interaction is a source of interethnic tensions and conflicts with ethnic dimension. Yet at the same time,
they are aware that interaction is the best way for pupils to get to know each other and learn to function together.
Examples from the author’s experience in working on several projects regarding interethnic integration in
education and intercultural competence will be used in the discussion of the subject matter. Additionally, this work
will look at the legal frame referring to the education in Macedonia and see how it organizes the objectives and

outcomes in respect to some general values, such as cultural diversity, creativity, democratization of culture.
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1. INTRODUCTION: BACKGROUND AND
THEORETICAL PARADIGMS

1.1. Background and theoretical paradigms.
In any society, educational system is closely
related to societal needs because of the symbiotic
relationship that exists between them. Educational
system in a country is shaped by the political,
economic and cultural-ideological sphere that
make up its environments. Population changes,
demographics, languages in the society,
technological advances, and social movements are
some of the environmental factors that influence
the functions of education. Educational
institutions are places where socially constructed
attitudes towards other ethnic groups are either
formed or reassessed and its values are in a way
shaping the ethnic interaction. When discussing
essential components of coexistence of different
communities two notions are indispensable:
multiculturalism and interculturalism.

Multiculturalism  emphases the cultural
diversity in which the priority is placed on the
preservation of one’s own cultural identity and
acceptance of the other’s and/or developing
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tolerance towards it. Interculturalism, implies
dynamic process of building relations between
different cultures and ,,sharing cultural expressions
via dialogue and mutual respect (Beska et al,
2006:17).  Hence, interculturalism  implies
multiculturalism and at the same time it represents
its upgrading and strengthening: parallel living
side by side should be directed towards mutual
interaction with each other and connection with
one another. When performed in plural ethnic,
linguistic,  religious and  socio-economic
environment, education should be directed towards
developing intercultural skills, values and attitudes
of all participants in the educational process, thus
finding the optimum ratio between cultural
diversity and social cohesion.

The Intercultural component in education is
crucial in the Republic of Macedonia' in which the
coexistence of different cultures representatives

' The Republic of Macedonia is a multicultural state
that recognizes all the members of different ethnicities
by its Constitution. According to the latest census of
2002, the population consists of: 64.2% Macedonians,
25.2% Albanians, 3.9% Turks; 1.9% Serbs; 2.7% Roma
people; 0.8% Boshnaks.
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has deep historical roots, whereas the inclusiveness
and integration in education are indispensable for
building long-lasting sustainable society. One
particular research (Gurin et al., 2002) identified
three ways of exposing students to diversity in
institutions of higher education: structural
diversity, informal interactional diversity, and
classroom diversity (Figure 1).
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Fig.1 Diversity in Higher Education Institutions

They define structural diversity as the
numerical representation of ethnic students’ groups
in a University, which is conceptualized as an
essential but insufficient ingredient for meaningful
inter-group interaction. This component in the case
of Macedonia is reflected in the Ohrid Framework
Agreement (OFA) principle of equitable
representation of the students and the academic
staff.” Classroom diversity, on the other hand, is
contained within the structure of a course and
includes content, knowledge about diverse groups
of people and interracial interaction with
classroom peers. This implies an approach were
policy makers are giving special attention to the
topics of multiculturalism, interculturalism and
diversity in their curricula. Gurin et al. (2002)
further propose that informal inter-group contact
and classroom diversity will likely confer the
greatest benefit of ethnic diversity on students’
educational gains and civic development.

Thus, this theory supports the argument that an
ethnically diverse university significantly enhances
students’ intellectual development in several ways:
openness and understanding of diversity, higher
levels of academic development, increased
intellectual engagement, and enhanced critical
thinking and intellectual self-concept. These
findings not only suggest that exposure and
interaction with diverse peers are educationally
significant, but they also support a well-established

2 1n 2001 The Republic of Macedonia was struck by an
ethnic conflict, which brought an 8 month unrest in the
region. The conflict expressed the grievances of the
Albanian community as a marginalized group within the
country, the aim being to improve its participation in the
society. The signing of OFA in August 2001, put an end
to the above-mentioned conflict and introduced formal
mechanisms for resolution of conflicts on national and
local level.

premise regarding students’ development, that is,
that interpersonal interaction with peers is one of
the most powerful educational resources in higher
education (Astin, 1993; Kuh, 1995). Having in
mind the above mentioned propositions, it is
feasible at this stage of reforms of Higher
Education (hereinafter HE) to assess the
institutional approaches and readiness of the
Universities (including primary and secondary
schools) in the Republic of Macedonia to address
the issue of diversity, multiculturalism and
interculturalism.

2. METHODOLOGY

2.1. Overview of methodology. From the
methodological aspect, the analysis largely focused
on the use of normative and comparative methods,
especially in the part were the existing legal
framework and policy documents are analyzed. At
this stage it is important to analyze the content of
the relevant legal norms in the domestic legislature
and practices in a variety of Universities in the
Republic of Macedonia. It must be noted however,
that in many areas there is a lack of information
about this issues. The analysis was conducted on
the basis of an inclusive and consultative process
with relevant stakeholders. The methodology
includes the following instruments: (1) desk
research was one of the essential instruments for
analysis as the basis on which the capacity of
higher education to implement de facto the norms
provided by the legislation is assessed; (2)
questionnaire conducted with lecturers from State
Universities, SEEU, Policy makers and University
managers; (3) focus groups with Albanian and
Macedonian students from the SEEU.

Additionally, reports from several projects, in
particularly the USAID Intercultural Integration in
Education Project (IIEP) in the Republic of
Macedonia carried out by the Macedonian Center
for Civic Education are also used to shed light on
this complex issue at the level of primary and
secondary education.

3. LEGISLATIVE AND POLICY
FRAMEWORK IN EDUCATION IN THE
REPUBLIC OF MACEDONIA

3.1. The language battle. In this part of the
paper we will focus on the legislative and policy
framework regarding language of instruction in
education with a special focus on the higher
education institutions in the country. This is due to
the fact that the opportunity to educate oneself in
one’s mother tongue from primary school to
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university level has been a burning issue in the
country for several years, especially with regards
to the Albanians which constitute the second
largest ethnic group. As such, this issues
constitutes the backbone of multicultural education
in the country. At the general level of education,
the Constitution of the Republic of Macedonia
guarantees the right of education in one’s mother
tongue in the primary and secondary school level.’
OFA however, has brought dramatic changes at the
level of higher education by requesting with article
6.2 that “State funding will be provided for
university level education in languages spoken by
at least 20 percent of the population of Macedonia,
on the basis of specific agreements.” The process
of introduction of the right of use of mother tongue
for non-majority communities in HE institutions
was one of the corner stones of the heated political
debates since the independence of the Republic of
Macedonia in 1991. This has also triggered the
need for the opening of a University where
Albanian will be the primary language of
instruction. We can distinguish between two
periods of development of the policies on
language-use in HE in Macedonia:

- The first period runs from 1991 to 2001
and is characterized by a policy of monolingual
HE model with Macedonian being the primary
language of instruction primarily and a limited use
for minority languages in HE institutions.

- The second period from 2001 onwards
which implies incorporation of the OFA principles
in the legislative framework and is marked by the
use of other languages (Albanian) in HE settings
due to the constant demands of the Albanian
population for utilization of the Albanian language
in tertiary education. (Muhic and Memeti, 2016).

The legislative framework in the time frame
following the independence of the country (1991-
1998) guaranteed non-majority community
language instruction in primary and secondary
education. However, despite strong demands from
the representatives of the Albanian political parties
HE was not open for languages of the non-majority
communities until 1997. The changes came with
the Law on Languages at the Faculty of Pedagogy
“St. Clement of Ohrid” in Skopje.* This was the
first law which stipulated the principle of
multiculturalism and language diversity in HE, by

3 Paragraph 3, Article 48 of the Constitution of the
Republic of Macedonia

* Law on Languages in which studies are held at the
Faculty of Pedagogy “St. Clement of Ohrid” in Skopje,
(Official Gazette of the Republic of Macedonia 5/1997)
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prescribing the possibility that other languages
beside the Macedonian language can be language
of instruction HE institutions. This Law sanctioned
the right of the students who were studying in
programs at the Pedagogical Faculty aimed at
training of teachers for pre-school, primary and
secondary education to study in language of the
non-majority communities in the Republic of
Macedonia. The Law stipulated a form of
conditionality were in order to activate such
programs a minimum of 20 students belonging to
certain non-majority community has to enroll.
These provisions were later included in a special
Law on Higher Education adopted in the year
2000. According to the Albanian population in the
country, this simply confirmed the monolingual
model of instruction in the HE institutions and
caused additional grievances, which came from the
fact that the teaching in the mother tongue was
limited strictly to the Pedagogical Faculty in
Skopje.

In the year 2000 with the initiative of the
OSCE High Commissioner for National Minorities
a new Law on Higher Education introduced
several novelties in the area of introduction of the
languages of the non-majority communities in
higher education. Namely, it stipulated the
possibility for founding of universities without
state finance where Albanian language would be
the main language of instruction. In addition, the
Law created the new institution, the Board of
Accreditation responsible for accreditation and
evaluation of University programs. As a direct
result of this law, in 2001 the South-East European
University was founded as a private, non-profit
University with five department with a flexible use
of language of instruction Albanian/ Macedonian/
English depending on the number of enrolled
candidates in a specific program.

4. INTERCULTURAL EDUCATION
CONCEPT

4.1. Declarative aspects vs the real picture.
On January 14, 2016 the Ministry of Education
and Science of the Republic of Macedonia
officially accepted the newly developed Concept
for Intercultural Education as an official document
of MoES. The Concept was drafted by an expert
group established by the organization Nansen
Dialogue Center (NDC) Skopje in partnership with
the Ministry for Education and science and the
financial support of the Ministry of Foreign Affairs
of the Kingdom of Norway. The concept for
intercultural education is based on the research of
the current situation and conditions in many mono-
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ethnic and multi-ethnic schools in rural and urban
environments in R.M. with the goal of perceiving
the intercultural dimension in primary and
secondary education. This Concept offers
approaches, positive practices and experiences for
cross curricular support of intercultural values
through the official and hidden curriculum. Even
though this document focuses only on primary and
secondary education and does not imply
responsibility for HE institutions it is still a highly
important document because the role of these
institutions is essential through building pupil
competences in multiculturalism and diversity as
future students and members of the society as well
as for the application of similar mechanisms in
higher education settings.

The Policy paper aimed at initiating government
strategy towards integrated education system
entitled Steps towards Integrated Education in the
Republic of Macedonia, prepared by the Ministry of
Education and Science with the support of the
OSCE Office of the High Commissioner on
National Minorities emphasized the need to
overcome the ethnic alienation and encouraging
interaction between all stakeholders in the
educational process. Greatly a result of this
endeavor as well as the overall atmosphere in the
country and the aim to fulfill the principles agreed
upon in the OFA, the concept of interethnic
education has been introduced in certain programs
within the Pedagogical Faculties throughout the
country. Courses ranging from Comparative
Religious Systems, Basics of Democracy, through
Ethics and on to multiculturalism have been offered
at most State and some private Universities in the
country. We would like to underline that in all those
cases, the courses directly dealing with or involving
the term Multiculturalism are without exception
elective courses, while the majority of the other
above-mentioned courses are core courses within
which the professors bring in topics of diversity,
intercultural competencies, conflict resolution,
stereotypes, etc.

In terms of the survey and interviews we have
conducted with staff from both private and state
Universities in the country, aiming to see what
kind of practices are implemented by higher
education institutions regarding the curriculum,
professional development of teachers, and
education materials, some of the more interesting
results were the following ones. Although
throughout this research we have concluded that
those universities which have a course in
multiculturalism offer it without exceptions at an
elective level, professors have generally given
confirmative answers regarding their attempt to

incorporate topics of diversity and intercultural
cooperation in their classes.

Do you incorporate in your
lectures topic related to
multiculturalism, diversity, inte...

9%
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64% S—_— 17 Sometimes
Fig.2 Results

From the 35 respondents from both private and
public universities in the country and representing
most ethnic groups we have received the following
results (Figure 2).

This set of answers leaves a far more
optimistic picture as per the developments in
higher education by showing that most universities
do incorporate themes of multi/intercultural
cooperation and diversity, thus discussing sensitive
topics and raising the awareness among students
from predominantly Teacher Training/Pedagogical
Faculties, i.e. those who will be able to transmit
the massage further in their multicultural
classrooms. This is however also a sign that class
discussions pertaining to the plethora of these
complex issues is almost always unstructured and
never a part of the core course. In other words,
bringing these issues in the lectures is usually a
result of teachers’ dedication and willingness to put
forward such topics in from of the students.

In our interviews with decision makers, we
managed to discuss several items with the former
Rector from the State University in Bitola and Pro-
Dean at FPAPS from SEEU. The former
representative has confirmed his believe in the
power of OFA to allow equal representation of
other ethnic groups in higher education as well as
equality in the use of languages. However, an
alarming issue is raised in the response that the
majority of the University staff does not fully
comprehend the concept of intercultural
competencies, an issue that was also brought up to
the surface during my engagement in the Project
for Interethnic Integration carried out across all
educational levels in the Republic of Macedonia.
Two focus groups were conducted one were
language of instruction is Albanian and one were
language of instruction is Macedonian at SEEU. In
both groups there was positive attitude regarding
initiatives for knowing each other. They were keen
to have more courses such English were joint
groups are created and had a chance to interact. In
parallel, they are willing to be exposed through
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curricula to the topics of multiculturalism,
diversity and interculturalism.

The circumstances at the elementary and high
school level however, point to the still existing and
burning issues regarding intercultural competencies
of teachers and the developments of these qualities
among the student population as well. One of the
major problems is the division among
ethnic/language lines, which results in the majority
of schools being segregated. Although mixed school
do exist in the country, students of different
ethnicities (primarily Macedonian/ Albanian) attend
classes in different shifts or are separated in
different buildings. The percentage of these mixed
schools is also rather low compared to the
monocultural school environments. Hence, there are
26% of primary schools (age 6-14) (Macedonian /
Albanian / Turkish / Serbian) that is 86 out of 332,
and 30% of secondary schools (age 15-18)
(Macedonian /Albanian / Turkish) that is, 29 out of
99. During the execution of the 5 year USAID
project on Interethnic Integration in Education
administered by the Macedonian Center for Civic
Education some of the initial findings from the field
were that the mixed schools are predominantly
perceived as arenas with more frequent interethnic
conflicts and higher level of stereotypes and
prejudices. Although aware that interaction is the
best way for pupils to get to know each other and
learn to function together, teachers, parents and
even pupils are ambivalent when it comes to direct
contact fearing it to be the trigger for possible
interethnic tensions. Having this in mind, the IIEP
project took serious initiatives in including the state
educational institutions on a mission to an
improved, inter ethnically integrated education in
the country, including the Ministry of Education
and Science, the Bureau for Development of
Education, the Center for Vocational Education and
Training, the State Education Inspectorate, as well
as the teachers, administrative staff, local
municipalities and parents.

One of the major problems in implementing
culturally responsive teaching in the classroom is
the lack of properly educated staff that already
suffers from stereotypes and bias or lack of
knowledge as per the implementation of topics that
deal with the issue of intercultural communication
and diversity. To this end, among some of the
bigger contributions that came out of the IIEP
project are the several manuals and practicums,
especially the one on Integration of Multicultural
Learning in Primary and Secondary Education. The
main objective of the IIEP is to help the primary
and the secondary schools to implement activities
that develop the interethnic integration in education
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(IIE) values of the students. This means that the
teachers have clear guidelines on how to approach
and discuss these sensitive topics, while the students
have the opportunity to gain the competencies they
need for a life in a multiethnic society, in the spirit
of mutual understanding, peace, respect for others,
and acceptance of differences and right to equality
for all.

4.2. Conflicting narratives. Yet, two decades
after some of the major reforms took place in the
educational system in the country, there are still
many conflicting narratives. The Macedonian side
argues that a lot has been done to provide equity in
education, yet the Albanians still argue that certain
major issues have not been tackled or else they
have been only superficially treated. The financial
discrimination, the lack of Albanian classrooms
and the fact that the existing ones are overcrowded
as well as the numerous typological and contextual
mistakes in the schools books are only part of the
problem emphasized by Albanian professors and
the foreign Minister of Education. Albanian
professors argue that the discriminatory politics are
not over yet and that the multicultural premises in
the country including the education, are
predominantly declarative. In other words, they
believe that there are a number of obstacles
towards the realization of everyone’s right to study
in their own language. Some Albanian professors
argue that in Skopje for instance, in the
municipalities predominantly inhabited by the
Macedonian population, Albanian professors are
not hired, and the infrastructural conditions are far
from perfect (Bajrami, 2017).

One of the most troublesome arena of conflicts
came about with the Strategy for Integrated
Education in the Republic of Macedonia, a
document drafted in 2008 by the Ministry of
Education of the Republic of Macedonia and a
direct result of the recommendations of the
OBSCE High Commissioner for National
Minorities. One of the main pillars of this strategy
was the learning of the Macedonian language and
the languages of the other ethnicities in the
country. The primary recommendation was that all
other ethnicities should start learning Macedonian
in elementary school as early as possible and
before the 4™ grade of studies when Macedonian
becomes compulsory, while the Macedonian
children should learn at least one language of the
other ethnicities living in the country on elective
level. The strategy remained a sheer document that
did not see the realization of its full potential,
greatly due to the political manipulations of its
content.
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5. CONCLUSION

It is evident that there is a gentle balance
between promoting diversity and encouraging
integration among different communities through
national education policy in the country. Through
its education policy, the role of the policymakers is
to provide opportunities for different groups to
maintain aspects of their culture while building a
society in which different communities are
structurally included and to which they feel some
degree belonging. The primary and secondary
education in the country suffers from segregation
and lack of extracurricular activities that can bring
pupils together. Above all, the sensitive themes
pertaining to history are not harmonized, thus
exposing the pupils of different ethnic groups to
different narratives. Additionally, higher education
institutions are the nucleus of the community and
are the central agents of socialization and social
cohesion. Universities in the Republic of
Macedonia can be an important channel through
which to promote social cohesion and address
community issues of inter-cultural, inter-religious,
or inter-ethnic relations. Thus, if education policy
is not sensitive to the issue of social cohesion and
does not incorporate the perspectives of variety of
communities, it can divide and alienate the non-
majority communities in the country.

Moreover, there are still disagreements both
among the general population and among the
political parties in the country as per the
interpretation and success of the implementation of
OFA. That said, OFA specifies merely three items
pertaining to higher education. These refer to
uniform standards for academic programs, state
funding for university level education in languages
spoken by at least 20 percent of the population of
Macedonia, and the principle of positive
discrimination in the enrolment in state universities.
While the latter two items have been fulfilled to a
great extent, the first one referring to uniform
standards in academic programs is still not fully
implemented. This problem, as noted earlier, exists
in the primary and secondary education as well.

The status of language of instruction in HE is
an important component that can affect both the
learning and the achievement of the students and
thus have an impact on the quality of educational
opportunities including equity on the labor market.
In the Macedonian model after the independence
HE was offered only in Macedonian language. It
took more than 10 years to permit education in
languages other than Macedonian. While this
concession satisfied the demand for mother tongue
education in Albanian language it did not account

for difficulties that communities less than 20 %
have in enrolling and attaining success due to fact
that they, with an exception to the primary and
secondary education, are not allowed to continue
their education in their mother tongue. With
regards to offering a revised, culturally sensitive
curricula, we have noted that most of the state
Universities in the country, including SEEU as a
private-public enterprise do introduce topics of
multiculturalism, interculturalism, diversity,
stereotypes, prejudices and conflict resolutions in
their subjects (though predominantly at the
Teacher Training/Pedagogical Faculties). Those
universities which offer a course specifically called
Multiculturalism or Multicultural education do so
only at an elective level and never offer it as a core
course.

Most of the interviewed professors have
confirmed that they do incorporate interethnic
theme in their classes even if these are not directly
tied to that subject arca. Most of the University
staff interviewed for this research agree with the
importance and positive strength of OFA in
enabling the use of mother tongue in higher
education. However, those who expressed their
disagreement mainly diagnose the problem in the
still undefined status of the Albanian language in
the country, the Laws pertaining to accreditation,
which they argue, are still predominantly in
Albanian and the solely normative level at which
things are being fulfilled without any practical
application. Additionally, there is an almost equal
split between staff who went on certain
professional training regarding intercultural
sensitization and those who have not had such an
opportunity. This highlights the need of increasing
such trainings and making them part of the
professional development of the university staff
instead of letting it be a merely private decision for
someone’s additional training in the field of
intercultural competencies.

Finally, we have noticed that most of the time
lecturers confirm that the way in which they
introduce topic of diversity and intercultural values
is through talking about different cultures,
traditions and holidays. This, runs the risk of
having a shallow understanding of cultures
combined with the notions that cultures are not
dynamic, but rather fixed, unchangeable
phenomena which do not transform nor develop.
The Four Levels of Integration of Ethnic Content
developed by Banks and Banks clearly discusses
this problem. This particular approach to a
curriculum transformation would be what Banks
and Banks (2010) call the contribution approach.
Such an approach, they argue
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often results in the trivialization of ethnic cultures,
the study of their strange and exotic characteristics,
and the reinforcement of stereotypes and
Misconceptions (2010:240).

Moreover, this approach also tends to focus on
the lifestyles of ethnic groups rather than on the
institutional structures, such as racism and
discrimination, that significantly affect their life
chances and keep them powerless and
marginalized (Banks and Banks, 2010:240). A
different approach to diversity through debates and
discussions on various daily phenomena in the
world might be a better approach to treating these
issues and sensitizing the students.

From the analysis we can conclude that there is
a need for training of the teaching staff regarding
some key topics such as intercultural
communication skills, cultural sensitivities, history
of different ethnic groups in society, etc. A lecturer
who is well-trained in these issues can end up
being very helpful in maintaining harmony among
the different ethnicities in the classroom and
University setting as well as in the community.
Such training can be easily obtained in short term
courses, programs or workshops organized by the
Ministry of Education and other relevant
institutions. Additionally, activating systematic
changes at the University curriculum level, and
introducing courses which deal with issues of
interculturalism at a core level is a necessary future
step. It must be noted however, that the parallel
system of education enabled by the laws in the
country, is bringing new generation of lecturers
who have rarely interacted with peers from
different ethnic community. This is a system
deficiency which requires on the part of the
educational institutions a more serious engagement
in enhancing the intercultural skills of the future
teachers through trainings and through instructing
them as per how to deal with the issues of diversity
and the topics of interculturalism in the classroom.

And while a number of issues remain to be
tackled, as educators, we must remain alert and
aware, that multicultural education must help all
students, especially those of the so-called
marginalized groups or sub-state nationalities in
achieving and experiencing academic success. This
in itself would not count as sufficient, unless in the
process, students were also taught how to develop
skills and attitudes needed for positive interaction
free of biases and stereotypes. Educating students
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in this manner is of utmost importance for bridging
the already existent gaps in today’s polarized
world.
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Abstract: The national curriculum in Romania has designed a communicative profile of the preschool children,
focused on grammatical and textual competences, in accordance with Bachman’s model (1990). Starting from a
previous study (S. Lesenciuc, 2012a), we illustrated that the sociolinguistic aspects are approached inadequately
within the structure of contents related to Language and communication area of expertise. The sociolinguistic
competence, that is the ability to adequately communicate in various contexts, irrespective of the language, dialect
or sub-dialect, is important for the further school achievements. Should this competence be developed during the
preschool age, it adds to the minimum set of attitudes, behaviors and knowledge, necessary for developing the
intercultural communicative competence in children. Based on the need of curriculum development in early
education in Romania (the last National curriculum was approved in 2008) within Language and communication
area, in order for us to update the results of the previous research, we studied the awareness of curriculum change
in educators. We used a survey based on questionnaires filled-out by all preschool units of the multicultural city of
Brasov as well as a group interview designed through the Delphi technique. Following the research findings, this
paper aims to create a framework for designing the sociolinguistic competence within the Language and
communication area. The framework is in accordance with the communicative profile of preschool children and
aims at achieving further developments of intercultural communicative competence, consonant with the
Developmental Model of Intercultural Sensitivity (DMIS) drawn by Milton J. Bennett (1993).
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1. INTRODUCTION. THE ROMANIAN
MONOCULTURAL CURRICULUM

In Western European countries, the issue of
integrating intercultural dimension into national
curricula is up to date in terms of design. The
implementation is not always in accordance with
the real need of diversity. Through this dimension,
the national curricula deal with concrete problems
faced by Western societies, of emigrants and of
cultural (ethnic, religious) minorities. This aspect,
reflected in many academic studies, is
characterized by the difficulties of changing the
national curricula. The same feature characterizes
the Romanian society, too. The intercultural
dimension was formally included into an
educational policy document, the National
Curriculum, but the multi-, cross-, and intercultural
issues are dealt with optional of facultative classes,
more often taken by students and teachers not as

seriously as the topics need. Moreover, Romania
has slowly aligned itself with the intercultural
challenges. This slowing down maintained
Romania in a partial shadowed area regarding the
institutional openness towards Others. Even if the
subsequent theoretical approach covered a large
gap regarding the intercultural issues of the
Romanian national curriculum, the Romanian
education system is mnot well prepared for
openness, diversity and tolerance. It is
characterized by openness towards intercultural
dialogue within the high education, in response to
the necessity of managing the real need of
universities’ internationalization. But this openness
is not sufficient. An intercultural curriculum
should embrace openness at all education levels
(especially in the compulsory education, pre-
primary, primary, and secondary).

To discuss about the appropriate openness a
high degree of visibility of Romanian education
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system abroad, internationalization of study
programs, foreign students attraction, increasing
the number of contacts and collaborations with
partner institutions abroad, maintaining the
attractiveness of the educational system, and,
especially, the stimulation of the individual
involvement (and the involvement of schools) in
international cooperation would be at least
required. Following the implementation of policies
that focus on openness towards multicultural
issues, the effects on the intercultural dimension of
the Romanian education system would be
consistent. Under other auspices, one can only
discuss about the openness towards the Other
without the Other being nearby. That is to say, the
intercultural dimension is formally invoked to
consolidate a monocultural curriculum, as long as
the Other is lacking (uninterested to be present).

The real openness can only be achieved by
adopting an intercultural curriculum, by modeling
identity taking into account the Others, by trying to
know the Other in his cultural functionality, and by
continually questioning the validity of means of
knowledge, and of proper self-image. A mimetic
bureaucratic ‘integration’ of the intercultural
dimension in national curriculum (at every level) is
not enough. The international experience and
lessons of history are also necessary. The issue of
curriculum redefining is not a simple exercise of
alignment with certain standards, but an exercise
of suiting to a concrete and relevant multicultural
reality, especially for European countries. In this
respect, the curricular consequences of the
Bologna Declaration (1999) can be materialized
into a modern curriculum, meaning the curricular
redesign  or redefinition on intercultural
coordinates. From these reasons, a proper
curricular design based on principles that reflect
the intercultural reality, such as the principle of
cultural selection and hierarchy, for example, is a
fundamental direction. Moreover, the education
system has to provide the necessary conditions for
the development of the communicative competence,
including its intercultural dimension.

2. THE NEED OF CHANGING UP TO THE
TOP

2.1 The curriculum for the pre-school
education. If higher education, for example, is
characterized by an international openness through
mobility programs, study programs, research
grants, and conferences, pre-university education
remains part of the monocultural project of the
national curriculum for compulsory education,
defined as
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the set of educational processes and learning
experiences the student enters during his/her
schooling; the set of regulator school documents, in
which are recorded the essential data about the
educative processes and the learning experiences
that the school offer to the student (Government
Decision no. 231/ 2007).

Within this framework, the intercultural
dimension means taking into account only the
internationalization of norms and values at the
level of post-compulsory education (ISE, 2015:9).
With a view to the educational profiles of the
graduating students of different levels of
compulsory education, the “manifestation of
openness towards empathy, diversity, alterity and
interculturality” (ISE, 2015:15) is present among
social and civic competencies, and “reception and
interpretation of concepts, ideas, opinions, feelings
orally or in writing expressed, depending on needs

and interests, in various contexts, including
intercultural communication” (ISE, 2015:16)
among communication in foreign languages

competences, starting with the 10" grade.

The current preschool curriculum (3-6/7 years)
(2008), apparently centered on competencies, in
line with D’Hainaut perspective:

the focus of the curriculum must be the student, not
the content (...); when it comes to curriculum
content, we must understand that it is not about
enunciations of subjects to be taught, but about
goals expressed in terms of competencies, ways of
student’s acting or knowing, in general
(D’Hainaut, apud CIP, 2008:9),

is in fact centered on objectives. It refers to
issues concerning the intercultural dimension in a
different manner. The general objective “to know
the elements of social and cultural environment,
that position the human element as a part of the
entire environment” (CiP, 2008:40; 49; 57; 66), is
related to the experiential area “Sciences”. It
operates at different levels of study, within the
framework of behavior regarding the recognition

of local elements (socio-cultural, economic,
historical, religious, intercultural etc.).
Two important aspects arise here: the

curricular design in Romanian education is not
coherent in relationship with the intercultural
openness; and the development of intercultural
skills is not carried out within the appropriate
experiential or study areas. From our perspective,
in line with the perspective of Wiemann et al
(1997), the intercultural skills or competences are
conditioned by interpersonal skills or competence.
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For an intercultural openness of the National
Curriculum and, implicitly, for an adequate design
of intercultural skills or competence, they should
be developed within the experiential areas related
to communication. We justify our option in
relation to a Romanian perspective, that belongs to
Professor Grigore Georgiu from the National
University of Political Studies and Administration,
whose main subject of teaching is ‘Intercultural
communication’:

This competence is defined as the individuals’
ability to communicate effectively with interlocutors
belonging to other cultures, based on acquired
skills of social relationships, of understanding and
adaptation to different cultural backgrounds (...).
Good communication is not just transmission of
information, but also a mutual understanding of
Other’s wishes and needs. The competence of
intercultural communication implies, therefore, the
acquisition of complex capabilities that can be
distributed into several levels: linguistic, perceptive,
cognitive, affective, attitudinal, and behavioral
(Georgiu, 2010:125).

In our case, the appropriate design should be
related to the experiential area Language and
communication, where the linguistic and
communicational skills are developed in the native
language — the knowledge of Other should start
with the self-knowledge, from the ethnocentric
stage in Milton J. Bennett’s model (1993/1998).
Moreover, the intercultural skills should be taken
into account from the preschool age, in a coherent
and convergent manner (from bottom to top, from
the preschool curriculum to the post-compulsory
one, from general to particular) and in accordance
with the principle of adequacy to the context (the
necessity of intercultural openness of the curriculum
in the new European and international context).

2.2 The development of communication skills
in pre-school education. Previous research. The
current curricular framework was adopted in 2008 by
the Ministry of Education, Research and Youth based
on the educational dynamics in the period 1999-
2006. Through this document, a set of experiential
areas were taken into account, as “integrated
cognitive fields” (Vlasceanu, apud CIP, 2008:9):
aesthetic and creative; man and society; language
and communication; sciences and psycho-
motricity. Language and communication area
“covers the mastery of oral and written
communication, and the ability of understanding
verbal and written communication” (CIP,
2008:10), i.e. it is designed on coordinates that
differ from competencies subsumed in
communication competence. The curricular

coordinates are components of one single form of
communication act: the verbal one. Verbal
communication understood as a set of habits
belonging to the members of a linguistic
community or as a sum of conventions specific to
that community is correlated with a part of human
communication. Within the projective limits of the
curriculum for preschool education, oral
communication is prevalent in relation to the
written one. We can summarize, in other words,
that the preschool curricular framework in
Language and communication area predominantly
focuses on producing effects on the interlocutor.
Starting with this design, three of four general
objectives (GO) of the area are directly related to
oral communication and the last, to written
communication (CIP, 2008:27): GO1: developing
the capacity of oral proficiency, comprehension
and correct use of verbal structures, meanings
orally expressed; GO2: teaching a correct oral
proficiency, from phonetic, lexical and syntactical
perspective; GO3: developing creativity and
expressivity in oral communication; GO4:
developing the capacity of understanding and
transmitting intentions, thoughts, and meanings
conveyed through written language. The four
general objectives have been divided into 19
specific objectives that are directly related to
communicative competences, or that exceed the
Language and communication area.

Since 2008, we have been studying the
possibility of developing strategies to improve
communicative skills to preschool aged children
for future school integration, for effective
development and management of children
acquisitions for socializing. In 2012 we took into
account the possibility of developing the skills of
children communication in their native language,
in accordance with the age particularities and with
the subsumed competences in communication
competence: grammatical, textual, illocutionary
sociolinguistic, strategic/nonverbal (S. Lesenciuc,
2012a). Through that study, we aimed to identify
the directions of development of communication
skills/competence of preschool children for future
school integration. Furthermore, we intended to set
up the communicative profile of preschool age and
to compare the educational effects produced by the
application of the curriculum to the educational
effects resulted from the projection of a strategy
designed to develop the communicative competence.

We have used the assumption that there is a
distinction between the current design of training
in Language and communication area and the
design based on competences subsumed in
communication competence. We have built the
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research instruments in accordance with the
correct, adequate and efficient communication
requirements in the preschool child’s daily
activities (in the kindergarten, in family, outside
the familiar frameworks). In this respect, we have
changed the assessment sheets/forms based on the
model of communication competence proposed by
Lyle F. Bachman (1990), correlated the items with
the subsequent competences and identified a
prevalence of grammatical competence in
relationship with other competences. Consequently,
we proposed Language and communication
curriculum structure, based on Bachman’s CLA
model (1990). The research results were published
in the most important Romanian journal in
preschool education issues, Revista invatamadntului
prescolar si primar, 1n0.3-4/2012 (S. Lesenciuc,
2012b). Later on, we focused on the research of
the appropriate ways for curricular reform, on
identification of the awareness degree of the need
for curricular development in preschool education
(within language and communication are) and,
more precisely, on the comparative analysis of
evaluation instruments. We also did a comparative
analysis of information gained through quantitative
and qualitative analysis and we proposed the
general  framework of  forming/developing
communication competence, in line with the new
society trends and with the preschool child need
for future adaptation to the dynamics of society
and knowledge (S. Lesenciuc, 2014). The research
resulted in a series of residual data, not properly
used till now, regarding the sociolinguistic
competence. The purpose of this paper is to use the
residual data of the 2014 research regarding the
sociolinguistic competence for motivating further
development of the intercultural competence
within the national curriculum for compulsory
education.

3. RESEARCH DESIGN

Through the previous research we intended to
identify the communication skills/competence
directions for preschool children for later school
integration and, based on results, to identify the
degree of awareness of curricular change in
preschool education, starting with Language and
communication area. One of the quantifiable
results of the first study (S. Lesenciuc, 2012a) was
the communication profile of preschool children
related to the set of competences subsumed in
Bachman’s CLA model (1990), that served
afterwards for the analysis of the standard
evaluation instruments and of the designing of the
general framework of forming/developing the
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communicative competence and, implicitly, of
curricular design. In this respect, the research was
carried out, in a first phase, on a group of 31
teachers of preschool education from Brasov, with
more than 10 years of teaching, one of each of the
31 kindergartens from Brasov. In the second
phase, the research was applied on a group of 10
teachers with more than 10 years of experience
from the school unit of origin (experts). The
research carried out based on a standard research,
transversal, done in three phases: quantitative,
qualitative and mixed (quantitative-qualitative), on
a questionnaire survey (for the first group) and a
group interview, structured and done through
Delphi technique (for the second group).

4. THE RESEARCH OUTCOME

The research results have been the subject of
other papers, but data that were used aimed strictly
at identifying the awareness of curricular
development in preschool education. A series of
research data, so called residual data even if they
are important in the curricular design, has
remained unused so far. Among the most
important data on preschool communication
profile are those related to the sociolinguistic
competence.

4.1 The sociolinguistic competence. The
sociolinguistic competence (SLC), or, as Bachman
(1990:85) defined it in communicative language
ability (CLA) model, the linguistic pragmatic
sociolinguist competence, refers to the ability of
appropriately communicate, despite language, dialect
or speech (A. Lesenciuc, 2017:74). In general, the
current model of communication competence
includes the sociolinguistic competence (sometimes
defined as a socio-cultural competence too), as
follows: Hymes (1967; 1972), Canale & Swain
(1980), Canale (1983), Van Ek (1986), Bachman
(1990), Celce-Murcia et al. (1995), Celce-Murcia
(2008)  etc. Initially, the sociolinguistic
competence aimed only at recognizing the
sociolinguistic rules of language use, i.e. the ability
to use language in different sociolinguistic
contexts, to communicate within limits imposed by
a subject of discussion or to use the appropriate
grammatical forms for different communicative
functions in different sociolinguistic context (i.e. in
Canale & Swain model, 1980). Subsequently, Jan
A. Van Ek (1986) discriminates between
sociolinguistic competence, that is the awareness
of the ways in which the forms of language are
selected depending on context, relationships
between the communication partners,
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communicative intentions etc., and sociocultural
competence, meaning the use of the particular
framework of communication, depending on the
cultural context (Coperias Aguillar, 2008:60-61).
Lyle A. Bachman brought the two directions
together, into a sociolinguistic competence
regarding the control of the language use
conventions in relation to the context (social,
cultural, linguistic) of communication. In Bachman’s
terms, the sociolinguistic competence refers to the
sensitivity to dialect/variety, sensitivity to register,
sensitivity to naturalness that is the way in which
elements of language are formulated and
interpreted not as linguistic accuracy, but as the
sense of native-like way, and cultural references/
figures of speech (Peterwagner, 2005:94-97).

In terms of sociolinguistic competence level at
preschool age, the Romanian studies usually treat
projective aspects of curricular documents within
the Foreign languages area. The starting point is
the operational stage of child development, and the
focused area is composed by language functions
and level of formalism in language. Other studies
highlights reflect the role played by child’s
parents/family in influencing his language.
Children are heirs of certain dialects or speech
styles and they use a restricted or elaborate code in
communication depending on their parents’ level
of education, their different social backgrounds.
They have a particular sensitivity to register and
naturalness depending on their home education,
called in Romanian ,,cei sapte ani de acasa” (good
family upbringing during early childhood).
Important studies, such as Labov’s (2001:416-417)
emphasize that in school “children must learn to
talk differently from their mothers” as a first
consequence of adaptation to a certain level of
language or, more precisely, as a proof of
sociolinguistic communication skills.

4.2 Level of sociolinguistic competence at
preschool age. In our proposal of redesigning the
training and evaluation instruments within
Language and communication area, we drafted,
based on the following structure of competence:

Table 1. The structure of sociolinguistic competence
(based on Bachman, 1990:85 and Peterwagner,
2005:94-97 perspectives)

aspects regarding the ability of
adequate interpreting of cultural

cultural references and figures of speech, of
references understanding particularities of certain
and figures cultural settings, of extending
SLC of speech meanings given by a particular culture

to particular events, places,
institutions, rituals etc.

sensitivity to
naturalness

aspects regarding the way in which
elements of language are formulated,

understood and interpreted, not in

terms of linguistic accuracy, but in
terms of native belonging to a particular

language, dialect, subdialect etc.
aspects regarding the variations within
a single dialect or subdialect,

highlighted through identification of
registry variations (formal, informal)

sensitivity to
register

sensitivity to
dialect
observable behaviors of preschool children, as
follows:

aspects regarding the identification of
dialect variations

Table 2. Observable behaviors associated with
sociolinguistic competence in preschool
SLC1: Understand and express
appropriately his/her belonging to a
community: family, city, country
SLC2: Understand and express the
specificity of certain secular or

cultural religious feasts, of their specific
ituals
references I —
dfi £ SLC3: Understand communication
IVl IS © particularities of his/her
SpeeCh classmates/relatives of different

ethnic background (if applicable)
SLC4: Understand the specificity of
certain secular or religious feasts with
respect to different ethnic classmates
or relatives (if applicable)
SLCS5: Use language elements in
accordance with his/her family
speech habits
SLC6: Use appropriate patents’ or
grandparents’ specific sentences (if
applicable)

SLC7: Understand differences
between standard language used in
kindergarten and language used in the
family
SLC8: Identify the peculiarities in the
language used by his/her classmates
(if applicable)

SLC9: Use appropriately the
politeness formula
SLC10: Salute in accordance with the
communication settings
SLC11: Appropriately suit his/her
communication to the formal register
SLC12: Appropriately suit his/her
communication to the informal
register

SLC
sensitivity to
naturalness

sensitivity to
register

Sen(slligl\; 1(2, to Not for Romanian'

Using a five-step Likert scale for measuring
the communicative behavior, as follows: 0 — never;
1 —rarely; 2 — sometimes; 3- often; 4 — always, we
have found that, at the initial stage, the
sociolinguistic competence (SLC) reaches values
of 1.79 in the control group, respectively 1.98 in
the experimental group. After the implementation
of the ameliorative program, the final score of
sociolinguistic competence in the control group
has reached the value 1.96 (an increase with 0.17,

' On the territory of Romania, there is a single dialect
used, the Daco-Romanian one.
27



Simona LESENCIUC, Adrian LESENCIUC

based on training in accordance with the
curriculum design within  Language and
communication area), while in the experimental
group has reached the value 2.47 (a significant
increase, with 0.49). The increase of 0.49 points in
sociolinguistic competence is the lowest in
relationship with other competences. The highest
increase was 0.75 for grammatical competence. A
first direct observation concerns the fact that
cultural references and figures of speech are
difficult to train, because differences in score were
insignificant after the application of the
ameliorative program. The sensitivity to register
can be trained by play exercises (the final stage
score in the experimental group was with 0.39
points higher than in the control group). A second
direct observation is that, in the final stage, the
control group has the lowest score for the
sociolinguistic competence, the only one with a
value less than 2.

Studying the awareness of the need for
curricular development, we found that the teaching
staff in preschool education in Brasov is not
familiar with the term of ‘sociolinguistic
competence’ and does not well understand the role
of this competence. Being trained within the limits
of a monocultural national curriculum and
professing in accordance with such a curriculum,
the teaching staff from the experimental groups
received the openness to  sociolinguistic
competence  with  reluctance. Only after
understanding the components of this competence
and the observable behaviors associated to them,
teaching staff assessed the communicative profile
of the preschool children within the current
curricular design and attributed him the score 1.61,
a value close to that one gained from experimental
results and very far from the value 3.74, allocated
to grammatical competence (S. Lesenciuc,
2014:34). It is worth mentioning that, after
becoming aware of the role of sociolinguistic
competence within the general communicative
profile, more than a half of the first group of
teachers (subjects) brought to the forefront the
necessity of developing the sociolinguistic
competence, that were really not valorized in the
current curricular framework. The results differed
in the second group of subjects. The group of
experts, subjected to the group interview, allowed
us to conclude:

In order to compensate the level of developing the
subsumed competencies in Bachman’s model, the
experts considered necessary to develop with priority
the illocutionary and strategic competences during
school time. They distanced themselves in the first
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case from the opinion of the respondents from
Brasov kindergartens, who considered the focus on
sociolinguistic competence necessary. Experts
considered that, given the cultural background of the
Romanian preschool education, the development of
sociolinguistic competence is not a requirement of
the system, but a subsequent adaptation to a
transnational cultural context (S. Lesenciuc, 2014:39).

In the preschool children communicative
profile drawn by experts, the sociolinguistic
competence has not been capitalized in the same
manner that in the other group, but its development
is necessary. The design of all competences,
subsumed in communicative competence, is
argued by the expert group, as it results from the
excerpt from the Group Interview Stenogram:

D.M.: Final conclusion?

M.B.: It’s needed.

G.V.: It’s needed, starting from the family’s culture.
D.I.: Interculturality is important, but we have no
objectives.

M.L.: Intercultural competence is developed within
Man and society area, through tolerance, openness
towards foreigners, but we discuss about
sociolinguistic competence. It is not included within
general goals, but we can also refer to GO3.

L.G.: No.

M.L.: From my perspective, it is much broader than
what is expressed through GO3. In conclusion, it does
not exist, but we need it.

As a conclusion of the interpretation of
residual data concerning the sociolinguistic
competence, we can affirm that there is a
predominance of some competences in the current
curriculum, as follows: grammatical (GO2 and
GO4), textual (GO4), illocutionary (GO1) and
nonverbal/strategic  (GO3) competence. The
sociolinguistic one is completely neglected. This
finding, in relation to a set of curricular documents
that still produce effects within Romanian
preschool education, is completed by the lack of
knowledge (and awareness) of formative valences
of sociolinguistic competence. The real preschool
children communicative profile highlights the lack
of valorization of sociolinguistic resources and the
last rank in the hierarchy of competences
subsumed in communicative competence. In
addition, in the estimative profile of preschool
children communication the sociolinguistic
competence has the same last rank in the
hierarchy. All these conclusions, resulted from
data not yet exploited and valorized, regarding the
interpretative convergence according to the role of
sociolinguistic competence, have only one
pertinent explanation, from which we started the
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argumentation of the present paper: the national
curriculum is monocultural and its intercultural
dimension is  formal, inappropriate  and
incoherently applied.

5. WHAT CAN WE DO? CONCLUSIONS

The simple reconfigure tion of the real
preschool children communicative profile, the
reconfiguration of the observation sheet/form for
the assessment of preschool children in terms of
real communicative competence development,
even the redesign of Language and communication
area within the national curriculum based on
competences (and not on general and specific
objectives) are insufficient under these conditions.
Also, piloting a new curricular design in Language
and  communication  area  meaning  the
communicative competence and not general and
specific objectives, even the curricular reform
implementation in the Romanian preschool
education, would produce positive results but
would still be insufficient in the effort to train
according to the realities of the multicultural world
we live in.

The easiest way to solve this problem is to
become aware of the real need to develop the
national curriculum on intercultural coordinates.
Once aware of this aspect, and implicitly once the
sociolinguistic competence is designed in the
curriculum for preschool education, we can debate,
at other education levels: primary, secondary, and
high-school, on models of forming/developing the
intercultural competence, appropriate to the
Romanian culture. In line with the proposed
openness  through  the  development  of
sociolinguistic skills in preschool education, an
appropriate model could be the one proposed in
1993 by Milton J. Bennett, entitled:
Developmental Model of Intercultural Sensitivity
(DMIS). The experience of the difference in this
model aims at changing the set of standards, from
the personal one (or of the culture of origin) to
those of the context of producing intercultural
communication, meaning the phases of denial,
defense and minimization (the ethnocentric stage),
respectively of acceptance, adaptation and
integration (the ethno-relativist stage) (Bennett,
1998:26). The association between the necessary
sociolinguistic profile and the model of developing
the intercultural communicative competence
proposed by Bennett is not accidental as long as
sociolinguistic competence is based on the concept
of linguistic/cultural sensitivity and Bennett's
model primarily focuses on intercultural
sensitivity. Moreover, Bennett’s model has been

successful in some intercultural projects, such as
those of Intercultura Foundation®, within a cultural
environment (Italian) not very different from the
Romanian one, taking into account the cultural
values in Hofstede model (1980/2001).

Consequently, the redefinition/redesign of the
national curriculum on intercultural coordinates
required by the natural setting of multicultural
Europe can be achieved only if the linguistic/
cultural sensitivity is coherently developed,
without gaps, starting with preschool education. In
this case, the optimal solution is the sociolinguistic
competence development within Language and
communication area.
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Abstract: Our contribution wants to deepen four aspects of the artistic experience: a) Art is a “language” and, as
such, it shares characteristics, conditions and potentialities of all other languages. Therefore, we can consider it as
a special type of “communication”; b) In particular, and perhaps even in a stronger way, artistic communication is
based on use of “pieces” of reality (objects, concepts, shapes, sounds, movements, etc.) associated with the idea that
they «can be seen as expressing, or representing something else» (Griswold 1994, it. transl. 1997: 25); c) Artistic
communication appears as a phenomenon with strong relational implications: artwork is born as necessity to
restore a non-superficial link between people; d) This particular urgency of sociability takes form in a typical
communicative dynamic able to be “translated” in a totally own way, easily crossing linguistic barriers of any
particular culture. Examples of empirical applications of these principles in a particular intercultural context, (the

Bologna's prison) are shown.

Keywords: artistic communication; denotation and
communication, pre-cultural background

1. “ARTISTIC” COMMUNICATION

“Art is a communication and signification
phenomenon, and as such can be examined”
(Calabrese, 1986:VI). The most distinctive features
of the artistic language must be identified, in our
opinion, in both the way of using symbols (i.e.
codes) and interpreting them (in recipients), as
well as in a special type of “noise” related to
“interpretive filters”. Recent currents relate the
communicability of an artwork to its inner
qualities, in its functioning mechanisms, in
particular to its symbolic nature. In this case, the
discriminatory aspect of the artistic act would be
the particular “symbolic action”, which «is a
peculiar way to “talk”, that sets it apart from
common as scientific language» (Calabrese, 1986:16).

Mead has already said that what distinguishes
human from animal communication is exactly the
use of symbols itself. In fact, “animals communicate
through “natural signs” without requiring any
interpretation, but a mechanism of stimulus-
response” (Gattamorta, 2006: 110); men instead,
using “significant symbols”, cannot understand
(through instinctive reaction) complex meanings
that require “interpretation”.

For our investigation it is functional to adhere
on the distinction (more or less accepted by all)

connotation; sense and signification; intercultural

where there are two broad categories of symbols
that work according to “closed” or “open”
trajectories. Now, we can agree with Jiranek
(1987:80) when he states that «all of the contents of
art are open systems». In other words, we can say
that the artistic symbol can be identified as one
arrangement, process, system in which the “back”
ends in a certain vagueness, with a not obvious,
forced and not even unique connection between
signifier and signified. The artistic language reaches
a level of “opening” wider than normal and daily
interpersonal communication. In the language of art,
therefore, is exacerbated one of the components
present in any communication processes, we often
forget: communication is always (at various levels)
an “unlikely” process to come out. As such it is the
result of several “translations-traditions-betrayals”
of a life, the communication cannot be compared to
a simple “transport” of “informative” material and
therefore it implies a particular “performative”
activity of the reader.

It is obvious to everyone that human
communication dynamics are mostly built on the
most powerful symbolic system by the referential
point of view, namely verbal language: unlike
animals, humans are able to “give each thing its
name”, therefore indicating with pinpoint accuracy
every aspect of material or imagined reality.
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Nevertheless, it is equally clear that non-verbal
languages continue to maintain their effectiveness
and, often, their central role in human
communication dynamics, provoking the question
of why men continue to use non-verbal communication,
“since they have the ability to use, to communicate,
something much more elaborate and complex as
language” (Attili & Ricci-Bitti 1983:10).

The most immediate answer to this question
comes from everyday experience: “The different
forms of non-verbal communication are more
effective and reliable in expressing emotions,
attitudes and interpersonal relationships” (Gili &
Colombo, 2012:291). The need to use non-verbal
languages emerges also in situations where the
referentiality (that is, the will to indicate something
clear and precise, with an intentionality in turn
clear and precise) is not the most appropriate
strategy: we want to say that there are situations
where clear intention collides with the ambiguity
or the polysemic richness of the object or with the
opacity of our conscience or our will.

Whatever the motivation for the use of non-
verbal languages (which are the main codes of the
artistic communication) they present themselves as
irreducibly more polysemic than the verbal ones:
the only exception is the poetic (or creative)
language that attempts precisely to get rid of any
residual burden of referentiality.

2. NOISE AS A RESOURCE

The opportunities for a creative misunder-
standing are offered voluntarily by the author, who
sows (we will deepen it) the story of “blanks” to be
filled, and the code itself, as well as the used terms
can multiply these alternative readings. We now
ask, what are the dynamics by which these
opportunities are normally used by the reader?
What logic such a process is permitted or provided
by? Linguistic, psycholinguistic, logic and
sociology are supported effectively by a useful
distinction between connotation and denotation.

Jauss, with the School of Konstanz, considers
reception as an “updating of outdating”, which
happens «whenever the reader fills in the blanks»
(Iser, 1978/1987:249). These exact “blanks” are
the ones that work “as a kind of hinge on which
the whole text-reader relationship rotates” (Iser,
1978/1987:249). Along this direction of textual
analysis, Umberto Eco (1979: 52) uses the popular
metaphor of “lazy (or economic) mechanism that
lives on the surplus of meaning introduced by the

recipient”.
From the foregoing, it is evident that the
artistic ~communication always requires a
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significant and decisive intervention by the reader
(on this it is based what is called “reception
theory”). With the intervention of this “second
author” increases the likelihood of misinterpretation,
of misunderstanding, of ‘“noise”. Gadamer (1960,
it. transl. 1995:177) notes that “when two men
meet and communicate with each other, they
always represent two different worlds, two points
of view and two images of the world that compare
each other”. For this reason, it is comprehensible
that the two poles of a communicative relationship
can start out from inhomogeneous codes and that
this limited ability in the use of codes can generate
misunderstanding. However, it happens the same,
(and this is what we are more interested in) “to
other emotions and feelings, such as love or
affection, or to the experience that can come out
from artistic expressiveness” (Gili, 2007:156).

For this reason, since «the works of the
imagination are in the form of complex networks,
consisting of repetitions and variations, they are
full of what information theory brands as “noise”»
(McGann, 2001/2002:193). First of all we will
focus on what are the basic principles of this
theory and then we will report how the noise
becomes an indispensable resource in artistic
communication.

For the mathematical theory of information of
Shannon and Weaver, noise must be considered as
the whole factors that threaten, hinder, imperil,
distort communication. Therefore, the maximum
of “informativeness” of a message depends on
whether the code is the most possible unique and
unambiguous one and it implies a “closure”. As a
result, between information and noise there is a
relationship of inverse proportionality: “If this
model can answer to the communication among
machines, it is much more problematic when it is
applied to human communication” (Gili, 2007:180).

In fact, here approaching the heart of our
interest, “for many other types of human
communication, information and noise are not
contradictory or opposite terms” (Gili, 2007:181).
Iser (1971/1989:46) had already realized that in
some cases you might voluntarily “decrease the
denotation of a message/text in favour of a greater
connotation”. Such specific cases are identified in
the aesthetic communication, in literary, musical
and artistic works, where ambiguity and polysemy
are not only a limit, but also a wealth: they
stimulate and require the “productivity” and
“interpretative cooperation” of the recipient. We
are, therefore, in the presence of

a derived and latent meaning, a “double meaning”,
that the issuer can show or hide while the recipient
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can discover and affirm beyond the original
intention of the issuer (Gili, 2007:182).

Artistic communication flows carefully avoiding
the two opposite banks of in one side the
“obvious” and in the other the “incomprehensible”.
There is the constant risk of moving too far from
the ideal line that is the only terrain in which
artistic communication can exist. In fact there are
limits beyond which the ambiguity of a message
becomes pure noise and it does not communicate
anything. While, there are also limits beyond
which the displeasure kills aesthetics, because it
resets the “interest” of the reader and it leads to a
simple and immediate consumption.

Art is therefore a “controlled noise” useful to
get out of what you already know. Basically this is
what distinguishes it from scientific discourse or
everyday conversation, which perceive the noise as
a problem, essentially with a negative meaning.
Now, the operation of the imagination, as the
writer Alberto Moravia called it, can be clear and
rational, but it is always a bit ambiguous; however,

science is not so: if it states one thing, it is that and
that’s it. This is the kind of language that ensures to
the literary work the ambiguity which art can not do
anything without (Camon, 1973:21).

3. DENOTATION AND CONNOTATION

If, therefore, any cultural object “tells a story”
(Griswold, 1994/1997:26), we must say that the
reconstruction of the story is not a mechanical
process, or a predictable and unique one. In fact,
many factors are involved in offering possible
variants, variations, deviations. Among them, first
of all, the polysemic richness of the terms used and
the particular way they are ordered by.

Especially after the analysis of de Saussure, it
has become a custom to consider the denotation as
a sort of “first degree of signification” that has
«universal characteristics (the same meaning for
everyone) and objectivity (the referents are true
and they do not offer themselves to evaluations)”
(McQuail, 1987/1996:32), an immediate, unambiguous
and explicit symbol.

The connotation, however, concerns the
second level of meaning, the accessory one,
implicit, unspoken in the word: “The circle of
other meanings that can be brought into relation
with it” (Marothy 1980/1987:120) and finds its
breeding ground in the “reaction of the lived
experience” of the reader in the impact with the
text. In other words, the reconstruction of the
connotative meaning of a symbol asks the receiver

to risk his/her existential experience. The
expression “the lemon is yellow” is essentially
denotative: the lemon is yellow for all, regardless
of previous experience. The only cultural
precondition is the conventional sharing (typical of
a social group) of the use of the term “yellow”
arbitrarily connected to that particular type of
interpersonal visual perception. The expression
“I'll see you at the bar” is, instead, essentially
connotative: to understand it, in fact, we need to go
fish out the particular experience of “that” bar, an
experience shared by sender and receiver. If not,
the latter would be forced to walk the denotative
way and he would find himself at all the bars of
the city in search of the sender.

The connotation, therefore, is an evident
strategy of synthesis of interaction between the
individual level and the collective one: in fact, it
consists of an “internal rooting” (his/her own
experience, history and memory, tastes and
inclinations) but also and simultaneously an
“external rooting”, that is the story, the sensitivity,
the beliefs of the socio-cultural context in which
one is likely to operate and evaluate. This rooting
takes the cases of “collective imagination”. It is
interesting to note that with the passage of time,
even the external rooting tends to become internal,
to be perceived therefore as a personal, individual,
own feeling of things.

4. THE READER AS CO-AUTHOR

Recently, art sociology has applied to aesthetic
fruition what in the field of mass media
communication has been called the “reception
theory”. Starting from the studies of the
Birmingham School, the interest of scholars
focuses on the fact, previously underestimated, that
the outcome of communication is strongly linked
to the “activity” of the recipient. This trend quickly
found fertile ground in the field of art, ready to
receive it favourably. In fact, for a long time they
were aware of the fact that «every work of art,
once completed, exists as entity endowed with
meaning, regardless the personal life of its creator»
(Schutz, 1976/1996:103).

In the artistic field, this “risk” of
communication, however, is perceived, in different
times and different ways, such as an “opportunity”,
as a resource: and so we should not be surprised
when a discerning reader discovers, “in the writings
of others, perfections that stand outside of those
which the author has put and wanted, and lends
them richer meanings and images” (Montaigne,
1580/1982:148). More recently Ingarden denied
that the interpretation of the author should be a
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valid yardstick, claiming the existence of a
transcendence of the meaning of the work
compared to the intention of the author himself
(Borio and Garda 1989: 21); and so the public can
find what it wants into the work, even what the
author did not want: “It is a betrayal, of course, but
a creative betrayal (Escarpit”, 1958/1977:108).

Every time we re-read a text, we re-actualize it
and every time we become “authors” of a “creative
misunderstanding” able to charge certain cultural
products of “meanings that, in another time and in
another place, they could never have” (Sorce Keller,
1996:62). It is interesting, now, to try to deepen the
dynamic by which this process takes place and how
it can remain inside a virtuous perspective.

Let us now note the useful distinction proposed
by Franco Crespi concerning two terms normally
considered synonyms: sense and meaning. This
distinction, in the artistic field, can clarify many
controversies that have marked the history of art,
regarding the “communicative” function of the
artworks. According to Crespi, the term sense must
be wunderstood as directionality, a sort of
primordial thrust congenital to human nature that
perceives the inevitable and confused urgency,
over that of an end, also of a purpose. When
something is given, sense is given. This push is
pre-cultural and informs any subsequent action.
The meaning, instead, is a cultural translation, and
thus a reduction of the complexity of the original
sense that is worthwhile in a given environment,
historically and geographically defined.

Through this distinction, the true meaning of
disorienting aporia of Igor Stravinsky contained in
Conversations with Robert Craft could be, finally,
understood: “The music does not mean anything”.
It is licit, perhaps, to consider music as a language
incapable of meaning (because then the
referentiality of ordinary communication, that of
the road signs, would be enough), but
extraordinarily pregnant of sense: and man is “an
animal that inevitably has sense” (Rigotti &
Cigada, 2004:25).

5. ART AS INTERCULTURAL POTENTIAL

Beyond the romantic stereotype of the loner
and unsociable artist, the creative attitudes, in the
texture of the concrete collective life, “are
perpetually in search of social frameworks and
tend to create “sociality” (Duvignaud, 1967/
1969:62) and the artwork can be represented as an
expression or “a nostalgia for a lost communion, as
forbidden dream incessantly revived by an
irrepressible  desire for emotional fusion”

34

(Duvignaud, 1967/1969:62). For the same reason
the artist can be seen as the man who

seeks and sometimes finds in the painting, in the
execution of masks, in the music or in the dance,
the means to express his sense of isolation [...] an
indication of a virtual participation, not yet realized,
of which the individual, despite himself, is the
source and the matrix (Duvignaud, 1967/1969:54).

Following this perspective, we could consider
the artistic production as a communicative
dynamic that strives to build interpersonal bonds
of a particular type, capable of depth regardless of
the direct and mutual knowledge of the
participants. Interpersonal bonds able to feed

that experience of the other that takes place always
in the aesthetic practice through those moments of
the primary identification such as admiration,
shock, emotion, crying, laughter, and that only an
aesthetic snobbery can take to vulgar (Rondini,
2002: 155).

Only from these considerations is it possible to
reestablish also the sense of those creations that are
incomprehensible at first sight, justified only by
that “violent dissatisfied need of participation”
(Duvignaud, 1967/1969:54), which can be
translated into religious, magical, political and
especially artistic practices. Artistic communication,
as well as having its own peculiar dynamic of
meaning, seems also to have a very specific ability
to facilitate or create links, relationships, sociability.

One of the risks of contemporary sociology,
and the classical one as well, is to construct social
reality analysis systems that can function perfectly
well without contemplating human action, if not as
a mechanism responsive to inviolable laws: the
comtian dream of a “social physics” which,
appropriately “oiled”, removes the error from the
system. The outcome is that the social is no longer
conceived

as the place where the human lives. The human is
increasingly seen as a character, impulse, stress,
disturbance, external “noise” with respect to system
of the behaviour, mechanisms and rules that
“make” the society (Donati, 2006:22).

Especially in the field of aesthetic and creative
disciplines,

it is a serious mistake to believe that the
objectification of value judgments can be achieved
by eliminating the subject of assessment, simply
starting from the object. This is possible only with



INTERCULTURAL POTENTIAL OF ARTISTIC COMMUNICATION

reference to the predispositions of the “primary
experience” (Zenck, 1989:105).

It is useful, at this point, to wonder about the
properties of this “primary experience”, nowadays
very shabby. But what is it about? How and where
can we find this supposed “primary experience”?
For Crespi this level of experience is critical to the
distinction between man and animals. In fact, the
loss of the instinctual automation caused by
thinking marked the definitive break between the
two natures. But, since then, this ability to “think”,
to consider their own experience and not just to
live it, compels man to act in a totally own way:

He is from the beginning constitutively the being
that arises questions: “Who am 1?7, “Where am I
going?”, “What do I do?”, “What is the meaning of
life?”, “What is there after death?” and so forth
(Crespi, 2005:6).

If this is the level at which a man becomes
such, then you can also review the concept of
culture and art in relation to this perspective.
Therefore, culture can be considered as a set of

response mode, by sensitive men, to the central
deep questions that confront the human groups with
the consciousness to exist. Those questions are how
to deal with death, the meaning of tragedy, the
nature of duty, the character of love — these
recurring problems, that are, I think, cultural
universals, must be found in all societies where men
have become aware of existence (Bell, 1977:428).

And so, if scientific knowledge allows
undeniable progress on the path of mastery over
nature, existential problems remain the same. Even
though attempts to answer vary from context to
context, all cultures “understand” each other, since
they arise in response to common situations” (Bell,
1977:428).

Another aspect to be conceived in this
“primary experience”, particularly important for its
influence on the aesthetic or, more properly,
artistic dynamic, is finally detected by Duvignaud
where he questions the motives of the creative
impulse, or “imaginary”. The perpetuation of such
“extravagant” dynamic is justified by the
consideration that

if our substance was really given to us, and we had
it on hand, undoubtedly we would not project
ourselves beyond what limits us. But we are
insufficient to ourselves (Duvignaud, 1967/1969:134).

This “failure” is then regarded as an act not
cultural, but a structural one and as primary

impulse inherent in man to “project” himself
beyond what limits him: the “transcendence”. In
other words, at this point there is a humanly
unavoidable dynamic, an essentially anthropological
question. In this perspective, let us now look at the
last of these general considerations: how is
possible to “outsource” this “primary experience”?
Can we consider art as the “least inappropriate”
language for this particular type of communication?
We must keep in mind, how Crespi does while
analysing the thought of Mead, that if it is true that
language plays a key role in the formation
processes of individuality, it is equally true that
“the character, ultimately unobjectifiable of the I,
shows a limit to the ability of linguistic definition”
(Crespi, 2005:141). Perhaps, just the intention and
the artistic endeavour should be placed in this final
and total “unobjectifiability” of human experience
through the linguistic definitions.

For J. Marothy, if language, writing,
conceptual generalization are a great achievement,
they can also become a source of strong ambiguity
where they claim to exhaust the described object.
It is clear, however,

that the “information” contained in the words brings
to the surface only some fragments of a certain
object and of our relationship with it; a lot of
human meanings remain in the sensory channels,
conceptually not  generalized, immediately
undecodable (Marothy, 1980/1987:120).

Even artists, in the vast majority, are aware of
this dynamic. For the poet Giuseppe Ungaretti, for
example, experience has shown that between the
word and what it actually means there is always a
huge gap, even when it seems minimal:

Language corresponds badly with what you have in
mind and with what you would like to say: sure, it
does not correspond, if not quite roughly.
Therefore, I would say that I was looking for the
least inaccurate approximation, reduction, as far as
possible, of that unavoidable gap (Camon, 1982:11).

For many scholars, it is this “least inaccurate
approximation” to the  experience that
characterizes the artistic communication. The
artistic expression, therefore, intervenes where
ordinary communication demonstrates clearly its
limits. It compensates an ‘“unavoidable gap”
between “perception” and “expression” that seems
to irreducibly characterize human experience.

Taking into account the above mentioned, you
can go through all the available communicative
ways and use increasingly sophisticated and active
codes and channels, but in the end, when it comes
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to outsource the experience “it is frequent to name
the connotation of such experiences as
“unspeakable”, “ineffable” or “indescribable”
(Braga, 1985:121); and yet, despite this obstacle,
“our intelligence is organized in a way that we
attempt to represent the unrepresentable”
(Sloterndijk, 2003:106). In this condition of
“linguistic suffering”, poetic language

is what tries the most to escape the need to
determine, often using words with different
meanings from the current ones, relying on the
evocative power of sounds and using the power of
allusive terms in unusual contexts (Crespi, 2005:24).

This is, perhaps, the peculiarity and the great
opportunity offered by the “artistic communication”
compared to any other “ordinary” way to
communicate.  Artistic = communication, in
conclusion, is offered to the fruition of
contemporary man as a tool for encounter, among
the many available, between people of different
cultures and traditions, as an opportunity for
dialogue that exceeds linguistic constraints, thanks
to its unique and structural communicative
dynamic “open to the sense™: it is, if we reflect, an
extremely valuable opportunity in an age that
“forces” us to deal globally with diversity.

6. THE COMMON GROUND: THE HUMAN

Anthropology, with Lévi-Strauss, argues that
the thousands of existing languages are largely
mutually unintelligible, but also that, at the same
time, “it is possible to translate because they all
possess a vocabulary that refers to a universal
experience (also if differently cropped by each
one)” (Lévi-Strauss, 1993/1997:80). With this
statement we fit in the camp of those who, from
the classical thought, were called “universals”, so
much discussed in the modern thought: there
would be a universal experience, “differently
cropped”, but after all directed toward the same
“sense”, or directionality. Even some current of the
linguistic share this “wide” setting:

Every language projects its own interpretative
network on experience, on the world. And yet the
extensive production practice shows the possibility
of “building” the same sense, using different
languages ... the sense lets itself reformulate in
another language, even if there is no question of an
operation taken for granted (Rigotti & Cigada,
2004:37).

Our proposal is to use the opportunity of a
“large mesh” signification that, leaving much
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responsibility to the receiver (the famous “gaps”
identified by Iser in the artistic texts), at the same
time permits appealing to what is common to all,
to what we may call Auman, that everyone is able
to call up as a dowry received before each
subsequent cultural construction. It is in resting our
feet (even unconsciously) on this common ground,
that each of us can experientially experience in
him/herself the capacity to enjoy works from
cultures, ages, contexts far removed from our own:

This discussion leads to the conclusion that there is
a human nature that transcends the culture. This
idea does not enjoy good press among the human
sciences (Boudon, 2008/2009:52).

Yet, when we recognize that we are able to
understand the reasons for attitudes so distant from
our cultural setting, and also from what we believe
“rational” (as magical practices or the many
modern superstitions, for example), we have to
admit that “what is common among all people, we
have” (Boudon, 2008/2009:53): art (cultural
product) maintains its value inasmuch as it reflects
the structural values that underlic and precede
every culture.

We could empirically verify the existence of
this  “pre-cultural background” common to
mankind in a situation characterized by strong
cultural differences: a listening guide to the
Seventh Symphony of L.V. Beethoven introduced
by reading a poem of E. Montale within the Dozza
prison of Bologna, on February 4, 2013. The
inmates who participated were Italian in least part:
the majority of them belonged instead to foreign
ethnic groups (Eastern European, Asian, South
American, North African) and to different
religions (Muslim belief, Catholic, Buddhist, non-
believers). Even the Italian language represented a
not indifferent cultural barrier for some.

We centered carefully our exposure on to two
experiences common “among all men” (to use the
expression of Boudon), effectively photographed
by Montale in his poem “Maybe one morning,
walking”: the first experience 1is that of
“reflexivity” proper to the human race (“... I'll
turn...”); the second is the experience of the
“fragility” or even of the “inconsistency” (“...
nothing at my back...”). The passage from the first
movement of Beethoven’s symphony to the second
one, and then the passage from the second
movement to the third one exemplified in a highly
efficient manner, beyond the great cultural
provenance differences, the presence and the
comprehensibility of these two elementary and
universal experiences, through the essential
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mediation of the teacher. Participants were able to
share “what is common among all men”: artistic
language is able to bring out this elementary
experience in a particularly effective way. The
investee subsequent discussion certificated in an
extremely convincing manner this intercultural

dynamics: a

confirmation that all cultures

“understand” each other, since they arise in
response to common situations” (Bell, 1977:428).
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1. INTERCULTURAL COMPETENCE -
EPISTEMOLOGICAL PERSPECTIVE

Within the actual context where the
globalization process undergoes a continuous
expansion the shaping and development of
intercultural competence is necessary for the
citizens of every country. In a world that is more
and more changeable, in the context where the idea
of giving up traditional internal frontiers keeps on
being promoted, where the individual is raised and
educated in an a priori multicthnic country,
intercultural competence becomes a key-competence.

The intercultural competence represents the
ability to communicate efficiently and properly
with the representatives of other cultures, to
empathize and act efficiently when concerned with
them. As a result, it is related to knowing their
language, but also the significances of non-verbal
language, as well as essential cultural symbols but
also understanding the value system.

Intercultural competence is made up of four
components: knowledge, empathy, self-esteem and
cultural identity. Knowledge is concerned with a
different culture, but also with the behavior of
persons belonging to this community. Empathy
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involves understanding feelings and needs
belonging to persons that are different, that are part
of other cultures. Self-esteem refers to knowing
own desires, as well as strengths and weak points,
and cultural identity refers to knowledge own culture.

The concept of intercultural competence
regards a whole of knowledge, abilities, capacities
and behaviors, that wused harmoniously and
complementary, allow the individual to solve some
situations of intercultural interaction (Dasen ef al.,
1999). Constatin Cucos (2000:43) considers that,
we have three constitutive elements in the case of
intercultural competence: knowledge, capacities
and attitudes. Knowledge deals with: initiation
within the close social environment and in the
nature of social relations, implemented in
interpersonal and intergroup areas; acquiring the
axiological context of own culture and foreign
cultures, accepted as a result of continuous
influences counted as acculturation and knowing
the way of interaction of intercultural terms with
the purpose to avoid ethnocentric, discriminatory
and xenophobe tendencies. When we speak about
capacities, we speak about: appreciation of
reasoning (their beneficial or maleficent nature, of
cohesion or  separation, constructive  or
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destructive); the analysis of the way of
manifestation of self-stereotypes or hetero-
stereotypes and of ways in where these influence
behaviors regarding representatives of foreign
cultures; an efficient self-analysis and self-control
of personal and situations and behaviors, with the
purpose of a subsequent correction of unfavorable
manifestation in the intercultural social environment;
adapting the message to the sociocultural context and
intercultural communication.

As far as the attitudes we relate to: enhancing a
correct, civic position, fighting ignoring actions
and behaviors, diminishing of importance and
discriminating heterogeneous cultures, promoting
tolerance and reciprocal cooperation.

Hans Jiirgen Liisebrink (2005:10) considered
that we can speak about two aspects, a cognitive
one and an emotional one of intercultural
competence. There are persons that are brilliant in
one of these aspects, but an important role is
played by intercultural experience, too. That is
why, besides these two aspects, we also have a
behavioral element. When defining intercultural
competence, Wiseman (1995) brings in three
dimensions: cognitive competence, emotional
competence and operational one. Cognitive
competence involves the ability of initiation into
the culture and language belonging to the person
that is interacted with, the ability to understand
history,  institutions, = worldviews,  customs,
traditions, norms and rules of relationship. The
emotional competence makes us think of the
ability to intercultural adaptation through involving
emotional and motivational competences, to the
availability to empathize. This refers to a whole of
attitudes, like: respect, knowledge, open-minded
features, valorization and curiosity towards the
other that every individual should develop and
manifest in confrontation with the others.

As far as the operational competence is
concerned, this involves the ability to prove a
certain  behavior, to experiment positive
intercultural behaviors, to combine verbal or non-
verbal behaviors, to tolerate the other’s presence,
to find and to use to the best ways to adapt in
situations of intercultural interaction, to efficiently
relate (Cozma, 2001). As a result, we can say that
intercultural competence can be assessed at
cognitive level (concerns the capacity to realize
and understand different aspects/situations, to
relate adequately and efficiently), at emotional
level (it is concerned with attitudes, degree of
emotional involvement, desire and motivation to
properly and efficiently communicate with the
others and at behavioral level (it refers to abilities,
energetic attitudes manifested within behaviors, in

order to efficiently relate in intercultural
interactions). Liisebrink considered that shaping
intercultural competence involves certain stages.
These are: ethnocentrism, as an excessive appraisal
of own cultural identity usually, accompanied, by
not admitting real values from other cultures; the
attention paid to a foreign culture and to its
representatives; comprehension or capacity to
properly read values and symbols of other cultures;
accepting or a certain tendency to respect cultural
differences, even the fundamentally opposed to
own axiological standards; appreciation or respect
for other cultural values or standards, up to a
certain form of identifying with them; intentional
adoption of values, cultural standards and systems
of symbols of the other (Liisebrink, 2005:69).

Byram and Zarate (1997:18-65) considered
that there are five distinct categories contributing
to the shaping of intercultural competence, as it
follows: attitudinal (like curiosity, an open attitude
towards subduing stereotype traditions about other
groups and about own group); knowledge on social
groups, ,,products” and their experiences, taken
from own culture or acquired from the others’
culture and are concerned with general processes
of social interaction at the macro level but also
micro level; abilities of interpreting and relating
(like preference to a proper analysis of a document
or an event originating in a certain culture or
proper explanation and relating with events
generated by own culture); abilities of interaction
and discovery (among which the capacity to
receive and acquire new elements and experiences
belonging to other cultures, to deal with
knowledge, attitudes, abilities in limitative
conditions and real interactions) and abilities of
reflection and critical assessment, relying upon
criteria, perspectives, experiences and “products”
from own culture and others.

2. NECESSITY OF AN INTERCULTURAL
EDUCATION AND DEVELOPING AN
INTERCULTURAL COMPETENCE

Intercultural education must be regarded as a
response to the new global context. This must
involve an intercultural pedagogy that can be
realized by taking into consideration ,,the dynamic
character” of cultures. This is a must of the
European Union. In the United States and Canada,
multicultural education turned actual at the
beginning of the 70’s, in those times being
published the first scientific articles concerning
this topic. In the same period, the first educational
solutions regarding multicultural challenges also
appeared in Australia. Later on, the concept of
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multicultural education started to appear in
Anglophone countries. In Europe, approaching this
concept happened mainly in countries where
immigrants were dominant (France, Germany,
Belgium and The Netherlands). In the 50°s-60’s, a
particular attention was paid to overcoming
linguistic problems in schools. On the one hand,
there were measures to learn the languages of host
countries and on the other hand, there were
conditions for preserving and developing the
students’ and pupils’ native cultures, promoting
the idea that returning to their own country was
possible any moment. In the 70’s, in some
countries, there were launched new specializations,
due to an increasing number of foreign children in
schools like Auslinderpddagogik (Pedagogy for
foreigners) in Germany or Pédagogie d’accueil
(Familiarization Pedagogy) in France.

From the 90’s, The European Council
approached the issue of interculturality from the
educational point of view but also from the
political one, while the interactions between
different cultures were regarded as beneficial to
cooperation and solidarity, avoiding dominance,
conflicts and isolation. After 1989, The European
Council intensified its cooperation with Central
and East Europe, helping countries from this
region develop, taking into account human
fundamental rights and those of national
minorities. In collaboration with The European
Union, UNESCO, The World Bank, OSCE,
UNICEF and Foundations for an Open Society
from different countries, was launched the project
Education for Democratic Citizenship, a huge
project that involved rights and responsibilities in a
democratic society, encouraging and facilitating
the youngsters’ participation in such process.
Intercultural education, as a political objective,
was launched in several European states of the
European Union, like Italy (the Ministry
Memorandum concerning Intercultural Dialogue
and Democratic Coexistence, 1997) or Finland
(The Program for Global Education, 2007). Some
directing tendencies appeared in Austria, Ireland,
Italy, The Netherlands, Slovenia encouraging
schools and other institutions to elaborate projects
regarding familiarization with other cultures,
promoting traditions.

The years 2000 represented a study of the
principles of intercultural education within The
European Union texts, there were eclaborated a
series of specific methodologies for implementing
them de facto in school pedagogy. Thus,
Recommendation 12 (2002) introduced in a separate
annex the pedagogical objectives and education
methods for a democratic citizen ship, within

40

intercultural dialogue, recognition and respecting
differences and building up a tolerant, respectful
climate represented main concepts. The same,
Resolution 7 (2003) underlined as main topic
regarding the youth education the promotion of
intercultural dialogue (DGIV/EDU/DIAL, 2004:15-
16).

In the UNESCO report on education in the 21st
century, instruction is represented as relying upon
four basic elements: the capacity to know, to do,
live together with the others and the ability to
exist. These four complementary roles cannot be
dissociated and they convey towards the idea of
the individual emancipation as an ability to
participate to a complete citizenship in an open and
democratic  society. Intercultural education
corresponds to the third pillar of education: the
capacity to live with the others. This is considered
a very important element of education, a vital
element in developing a harmonious society. It
refers to the capacity to live next to the others, “by
developing how to know the other, his history,
traditions and spirituality” (Delors, 1996:18).

The actual situation from Europe, determined
by migratory groups, that significantly changed the
structure of European population, by the European
Union expansion and geopolitical changes, by the
intensity of controversies and debates upon
systems of values, a growth in discrimination and
racist incidents, impose a particular care to
intercultural dialogue. In this respect, cultural
diversity and social cohesion acquired a particular
place in political agendas and national
governments from FEurope had to introduce
intercultural education as a separate element or
integrated in public policies.

3. DIDACTIC ASPECTS OF
INTERCULTURAL EDUCATION

As a determining factor in the educational
process, school plays a fundamental role with
respect to intercultural competence. The instructive
- educational process must be oriented not only
towards creating a proper environment for personal
self-development, but also towards defining an
environment bringing intercultural and
multicultural  educational  experiences.  The
adjustment, accompanied by the sensitivity of every
individual regarding a foreign context and his
capacity to change the reference system,
unavoidably leads to shaping intercultural
competence (Bennet, 1993: 21-71).

Beacco J. C. claims that intercultural education
is a condition for democracy and ,,education in
foreign languages is an ideal place of anchoring”
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(Beacco, 2005:217). Intercultural education is seen
by Trim J. as the only means towards a lasting
European peace, because

the best protection towards any form of racism and
xenophobia is ensured by knowledge and direct
experience of the other’s reality through an
improvement of communication capacities (Trim,
2001:7).

Acquiring knowledge on national and
universal culture, developing correct attitudes,
manifesting open-minded attitudes and availability
of communication and civilized interaction with
owners of any culture, developing cooperation
abilities to solve common issues, all are important
aspects contributing to the development of
intercultural competence.

Intercultural competence involves a civic
dimension, those forms of behavior allowing every
person to efficiently participate to social and
professional life. The civic dimension include
aspects like: democratic citizenship, use of
knowledge, abilities, wvalues and attitudes
necessary to promote inclusion, justice and
sustainable development, respecting rights and
liberties that are fundamental to humans. In this
respect, redefining the concept of citizenship is an
essential part of intercultural discourse, regarding
new horizons and ways to practice a participatory
democracy locally, nationally, European and
internationally. In this respect, educational
systems, mainly school have major roles and
responsibilities. =~ The  student must  be,
constructively and positively educated in relation
with the notion of diversity; to manifest respect for
own rights, but also for the others’, no matter the
ethnical origin, the language, the culture, the
religion, the gender, the age or their social status;
to respect social and cultural traditions, rejecting
any kind of intolerance, extremism or racism; to
prove responsibility for the self and for the ones
around, for society and environment; to wield
actively and responsibly own rights, respecting the
others’ rights, too; to praise diversity; to prove
tolerance and inclusive attitude; to practice and to
promote human values in everyday life, like:
respect for personal dignity, fighting against
prejudices and discrimination of any kind, against
poverty and marginalization.

4. RESEARCH METHODOLOGY
4.1.Meaning of Research. The research

aimed at examining Cross-Cultural Sensitivity
among 65 students from "Ovidius" University in

Constanta, Romania. Constanta is a Romanian city
located in the Dobrogea area, a territory situated
between the Danube and the Black Sea. There is a
multiethnic and multicultural space in which many
ethnic minorities, such as Turks, Tartars, Russian -
Lipovans, Armenians, Greeks, Italians, Roma, are
living together with the Romanian majority. The
area is considered an intercultural model in the
Romanian space, thanks to the harmonious
coexistence of the ethnicities living here.

The study aimed at examining the different
levels of student understanding of the concept of
Cross-Cultural Sensitivity. In addition, the data
were collected to determine whether there is a
relationship between the results and the
demographic factors that are frequently mentioned
in the literature.

4.2. The objectives and the hypothesis of the
research. The Objectives of Research were: Ol.
identification of psycho-individual and social
factors that mediate the formation and
development of Cross-Cultural Sensitivity; O2.
comparison of two groups of students, different
from the point of view of the specialization they
are studying, regarding the level of Cross-Cultural
Sensitivity, from the point of view of Cultural
Integration, Behavioral, Intellectual Interaction,
Attitude Toward Others, Empathy.

The Hypothesis of Research were: H1. There
are significant statistical differences in the level of
Cross-Cultural Sensitivity from the point of view
of Cultural Integration, Behavioral, Intellectual
Interaction, Attitude Toward Others, Empathy,
between the two groups of distinct students who
participated in the research; H2. There are no
significant statistical differences regarding the
level of Cross-Cultural Sensitivity of students that
have participated in the research in correlation
with sociological variables of ethnicity and
religious confession.

4.3. Methods and research tools. The study
was conducted by applying a questionnaire on
Cross-Cultural Sensitivity, known as the Inventory
of  Cross-Cultural Sensitivity (ICCS). The
questionnaire was adapted after the Inventory of
Cross-Cultural  Sensitivity and Cross-Cultural
Sensitivity Scale (CCSS) proposed by Pruegger, V.
J. and Rogers, T. B. in the study "Development of
a scale to measure Cross-Cultural Sensitivity in the
Canadian context", published in 1993 in the
Canadian  Journal of Behavioral Science
(Pruegger, Rogers, 1993:615-621).

4.4.The group of participants. The group of
participants is made up of students from "Ovidius"
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University of Constanta, Romania, who study in
two distinct specializations, namely: International
Relations and European Studies (IRES), from the
Faculty of History and Political Sciences and the
Pedagogy of Plastic and Decorative Arts (PPDA),
from the Faculty of Arts. We mention that the
students from the specialization International
Relations and European Studies (IRES) learn,
according to the curriculum, the following
subjects: Introduction to the Study of International

Relations, Introduction to European Studies,
History of Europe in the 20th Century,
International  Relations  Theory, History of

European Integration, EU and War against
terrorism, Dimensions of security in the Balkans,
Contemporary political ideologies, Geopolitics,
Totalitarian regimes in the 20th century, Atypical
threats to world security, Foreign policy and
diplomacy, Current trends in world politics,
Globalism and globalization. We believe that
studying of these subjects has an important role in
the intercultural education of the students. As far
as the students of the Pedagogy of the plastic and
decorative arts (PPDA), they are going through a
much smaller number of subjects, which we can
say that contribute to their intercultural education.
These include: History of Culture and Civilization,
Education of Plastic Creativity in Interdisciplinary
Context, Postmodern Aesthetics.

The study was attended by 31 students from
the International Relations and European Studies
(IRES) and 34 students from the Pedagogy of
Plastic and Decorative Arts (PPDA). We consider
that the results are significant, as the degree of
participation of the students from the two distinct
specializations was over 50%.

4.5. Results. The results of the research
regarding the first hypothesis that has been
formulated, demonstrate that there are statistical
differences between the two groups of distinct
students who participated in the research, when we
relate to Intellectual Interaction and Behavioral.

Fig.1Representation on Behavioral of IRES and PPDA
students
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B PPDA students

B |RES students

Fig.2. Representation on /ntellectual Interaction of
IRES and PPDA students

Thus, PPDA students are more open if we relate to
Behavior (53%, compared to 47% in the case of
IRES students), and IRES are more open in terms
of Intellectual Interaction (56%, compared to 44%
in the case of PPDA students).

Regarding the other aspects that we have
analyzed: Cultural Integration, Attitude Toward
Others and Empathy the results of research are
somewhat similar. Thus, the results of the research
show that the students from PPDA specialization
are more open than IRES students to the issue of
Cultural Integration. The difference is not very
high, meaning that if PPDA students registered a
51%, the percentage of IRES students was 49%.

M PPDA students

M IRES students

Fig.3 Representation on Cultural Integration of IRES
and PPDA students

Regarding Attitude Toward Others and
Empathy the results of the research were similar
and show that the students from IRES
specialization are more open than PPDA students.

m PPDA

M [RES st

Figure 4. Representation on Attitude Toward Others of
IRES and PPDA students
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The difference is not very high, meaning that if
IRES students registered a 51%, the percentage of
PPDA students was 49%.

H PPDAstudents

B |RES students

Figure 5. Representation on Empathy of
IRES and PPDA students

Two sociological variables were considered
important in the realization of this research,
namely: ethnicity and religious confession. Thus,
regarding the students from the Pedagogy of
Plastic and Decorative Arts (PPDA), we mention
that 67% were Romanians, 6% Russian -
Lipovans, 3% Greek, and 24% did not declare their
ethnicity. When we relate to the religious
confession, 79% are declared themselves as
Orthodox Christians, 3% as Old Orthodox
Christians, 3% Catholics, and 15% did not declare
their belonging to a religious confession.

On the other hand, regarding the students from
International Relations and FEuropean Studies
(IRES), we mention that 73% of Romanians, 9%
Tatars, 6% Germans, 3% Russian-Lipovans, 3%
Aromanians, 3% Turkish and 3% Gagauz. When
we relate to the religious confession, 75% have
been declared Orthodox Christians, 13% have been
Muslims, 6% Catholic and 6% Agnostic.

Ethnicity - PPDA students

Fig.6 Cross-Cultural Sensitivity of PPDA students in
correlation with ethnicity

If we are to relate to the ethnicity the results of
research show that there are statistical differences
regarding the level of Cross-Cultural Sensitivity of
PPDA students that have participated in the
research. Thus, ethnic Greeks have recorded, by
comparison, the lowest scores in terms of Cultural

Integration and Behavioral Scale, the Russian-
Lippovans  students have registered, by
comparison, the lowest scores in terms of
Intellectual Interaction and Empathy.

B Cultural
Integration

Ethnicity - IRES students

B Behavioral
Scale

Intellectual
Interaction

B Attitude
Toward

Others
¥ Empathy

Scale

Fig.7 Cross-Cultural Sensitivity of IRES students in
correlation with ethnicity

Regarding the level of Cross-Cultural
Sensitivity of IRES students in correlation with
ethnicity we can see that the lowest scores, by
comparison, were recorded on Cultural Integration
and Intellectual Interaction about Gagauz, and on
Behavioral and Empathy about Aromanian people.
Instead, the highest scores, by comparison, were
registered by Turkish ethnicity, with regard to
Intellectual Interaction and Empathy.

Correlating Cross-Cultural Sensitivity of PPDA
students that have participated in the research in
correlation with religious confession, we can
appreciate: the highest scores, by comparison, were
recorded on Cultural Integration and Attitude
Toward Others by students who did not declare their
belonging to a religious confession and the lowest
scores, by comparison, were recorded on Intellectual
Interaction and Empathy cores by those who
declared their confession to Old Orthodox Christians.

RELIGIOUS CONFESSION - PPDA

Figure 8. Cross-Cultural Sensitivity of
PPDA students in correlation with religious confession

The interpretation of the data obtained
regarding the correlation of Cross-Cultural
Sensitivity with the religious confession among the
IRES students shows that the persons who
declared themselves as Orthodox Christians and
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Catholic had, by comparison, the lowest scores on
Cultural Integration and respectively Behavioral,
and the persons who declared themselves Muslim
have recorded, by comparison, the highest scores
on Intellectual Interaction, Attitude Toward Others
and Empathy.

RELIGIOUS CONFESSION - IRES

50
42,5

38

Figure 9. Cross-Cultural Sensitivity of
IRES students in correlation with religious confession

5. CONCLUSIONS

Under the impact of modern civilization within
the globalization context, we are permanently
influenced by other cultures. In this respect, they
necessity of intercultural development is a must.
Shaping intercultural competence needs conceiving
and unfolding a coherent series of educational
events that could generate knowledge apprehension,
forming abilities and attitudes, proving an openness,
flexibility, tolerance towards traditions, values,
others’ norms. In this respect, a fundamental role is
played by the educator, who must guide the shaping
of future personalities in relation to the expectancies
of a multicultural society. We are witnesses of a time
where diversity is growing, b ringing opportunities and
challenges. As a result of numerous transformations,
the contemporary world cannot be characterized and
regarded only through the point of view of cultural
homogeneity. We are mainly facing heterogeneous
societies, and in this context, it is mandatory the
shaping of abilities of intercultural communication
and intercultural competence, that are the key for
developing and maintaining sustainable democratic
societies. These, too can be developed by promoting a
quality education. The results of the research show
that the first hypothesis was partially validated,
meaning there are statistical differences in the level
of Cross-Cultural Sensitivity, only from the point of
view of Behavioral and Intellectual Interaction,
between two groups of distinct students who
participated in the research. In terms of the second
hypothesis, it was partially validated. The results of
research have shown there are no very significant
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statistical differences regarding the level of Cross-
Cultural ~ Sensitivity of students that have
participated in the research in correlation with
sociological variables of ethnicity, but there are
significant statistical differences regarding the level
of Cross-Cultural Sensitivity of students that have
participated in the research in correlation with and
religious confession.
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Abstract: We live in a new “era of migrations”: today, with a disruptive impact, migrations are once again one of
the most visible and controversial factors that change our societies. For some it is the dawn of a new world,
characterized from meétissage and universal brotherhood; for most people, it is the beginning of an invasion.
However, who are the immigrants? Immigration is always a matter of boundaries: who is “we”? Who is “they”?
The receiving society has the power to define, classify and construct the social category of immigrants intended as
foreigners coming from poorer countries, who are allowed to stay in a temporary way and to certain conditions:
therefore, immigrants are those coming from poor countries or from countries whose culture is perceived as very
different from ours. In (brutal) summary, we can say that the definition of immigrant is closely linked to our mental
boundary, which appears to be mobile and porous. A negro is perceived as immigrant, while a wealthy Arab as a
friend: the “wealth has the power to bleach”. So, if the phenomenon is constituted “simply” by the passage from the
“poor” to the “rich” side of geography of a world terribly unequal, from a cultural point of view there are deep and
multiple implications. In this paper we analyze the relationship between migration and immigration, complementary
in the sociology of Abdelmalek Sayad and of Pierre Bourdieu, to attempt a definition of “cultural pluralism”

capable of holding at least three perspectives: intercultural, multicultural and transcultural.

Keywords: community; intercultural context,; transculturalismo, universal brotherhood

1. INTRODUCTION

Migrations are always part of the history of
mankind, if it is true that “we all have African
origins”. The archaeological research, the Homeric
poems, the biblical evidence, tell us about
individual and group movements, trades, peaceful
colonization and cruel invasions: experiences “of
movement” that have built the history of human
civilizations. =~ The permanence, laboriously
conquered during the Neolithic age, was never
absolute: the movement of populations, in its
various forms and with different outcomes, has
always accompanied the formation of stable
societies.

Today, again and with a disruptive impact,
migrations present themselves as one of the most
visible and controversial factors of change in our
societies. In urban spaces, into the labor market, in
classrooms, in places of religious meeting and in
circuits of illegal activities, are under way
replacements and mixtures of old and new
protagonists. And the newly arrived are almost
always poorer than those previously established, as

well as different by language, physical appearance,
habits, beliefs and religious practices. The
widespread perception is that of a disruption of the
social order. For some, it is the dawn of a new
world  characterized by  métissage  (or
miscegenation) (Callari Galli, 2005; Nouss, 2006)
and by universal brotherhood; for most, it is the
beginning of an invasion.

It is possible that in a few centuries ours and
the past one will be remembered as the centuries of
migrations. Although it has always been a constant
feature in history, the migration phenomenon has
grown more and more thanks to the development
of means of transportation and of communication
networks. Leaving to historians the long-term
evaluations, we see as useful some social sciences
considerations that attempt to understand and face
a momentous phenomenon.

In view of such a breadth, the prediction is that
such a phenomenon is distinctive of our time.
Therefore, the social scientist poses a number of
questions particularly about the causes of
migration, the inclusion of migrants in countries
where they move and the processing of their
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cultural identity. Above all, he has the objective to
deconstruct prepackaged ideologies on this topic,
rereading in a critical view all the popular lexicon
based on an emergency policy promoted by
predators of hand-stitched boundaries.

In 2015, migrants represented a total of about
3.3 percent of the world's population: in figures,
about 243.6 million out of more than 6 billion
human beings (Caritas and Migrantes, 2015);
while in the UE-28 area, migrants are 35.2 million,
an increase of 3.6% compared to 2014.
Considering the distribution in different countries,
76,2% of foreign residents is hosted in Germany
(21,5%), United Kingdom (15,4%), Italy (14,3%)
and France (12,4%). As of January 1, 2015, in
Italy resided 60.795.612 inhabitants, including
5.014.437 foreign citizens (8,2%) of which
2.641.641 women (52,7%). Compared to the same
data in 2014, the foreign population has increased
of 92.352 units (+1,9%).

According to numbers, we are talking about a
small quantity of humanity, but the perception is
dissonant compared to the data, because certain
aspects such as, the concentration in specific
areas, the rapidity of the formation of new
migration streams and dramatic modalities of a
(large) part of arrivals, increase the sense of loss
and threat.

2. MIGRATION. ASSOCIATED CONCEPTS

But, who are the immigrants? This represents a
first problematic node: it is not easy to define who
the immigrants are or, more precisely, who among
the foreigners should be classified as such. The
immigration is always a matter of boundaries: who
is “we”? Who is “they”? With “we” normally we
indicate not only the natives, but also “our
friends”, or foreigners that we favorably welcome
as residents and possible future fellow citizens;
with “they” we intend to refer to strangers in the
strict sense of the term, who we are willing to
admit only temporarily, but that, in principle, we
would never want to see settled in our cities and,
least of all, we would never like to see among full
citizens. The recipient society has the power to
define and classify, to construct the social category
of immigrants intended as foreigners coming from
poorer countries, authorized to stay in the country
temporarily and at certain conditions: the rules, as
well as the common sense and the daily language,
contribute to demarcate the social boundaries
related to immigrants. Customarily, we define
“immigrants” only part of the foreigners who
reside and work in our country. British or French
people are not “immigrants” and the same is true
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for Japanese or Koreans even if they would be
included into the conventional definition of
immigrant adopted by the UN: “a person who has
moved to a country other than the country of
habitual residence, and living in that country for
more than a year”. The same is true for the term
“extra communitarian”, a legal concept that has
become almost synonymous of “immigrant”, with
paradoxical consequences: it does not apply to
Americans, but applies to Romanians. Therefore,
are immigrants those coming from poorer
countries or from countries whose culture is
perceived as profoundly different from ours. In
(brutal) summary, we can say that the definition of
immigrant is closely linked to our mental
boundary, and this one appears to be mobile and
porous. A negro is perceived as immigrant, while a
wealthy Arab is perceived as a friend: the “wealth
has the power to bleach” says Ambrosini (in
Ambrosini & Abbatecola, 2009:13).

The immigration is not only a matter of
populations movements, but is a far more complex
matter that involves the policies of the receiving
States, mainly related to the modalities (implicit or
explicit) of categorizing more or less acceptable
foreigners, the reactions of the society toward the
newly arrived and, of course, of the migrants
themselves. So, if the phenomenon is constituted
“simply” by the passage from the “poor” to the
“rich” side of geography of a world terribly
unequal, from a cultural point of view there are
deep and multiple implications.

We need to highlight that the phenomenon of
migration determines consequences, often heavy,
both on countries of origin and those of arrival:
migration and immigration, complementary in the
sociology of Abdelmalek Sayad (2002), mutually
refer to each other as a total social phenomenon: in
fact, to each immigration within a society there is
always an emigration from another society.
Relationships  between human Dbeings are
transformed by migration, from the arrival and stay
of migrants (while in departure countries
relationships are transformed by their departures
and prolonged absences), renewing the
cohabitation and coexistence of social groups and
individuals in the territories and communities. The
countries of origin (the “poor side”) see
undermining their present and potential human
capital, since those leaving are often children and
young people, therefore, the workforce and
(potential) intellectual strength, and the brain
drain is a further nefarious consequence on already
poor countries.

Observing the reality of contemporary
migration, the analysis of Sayad results to be still
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perfectly current: Sayad studied the Algerian
migration into France during the 70', which was a
mass migration from a predominantly rural society
to an urban and industrial society; now as then, the
migration phenomenon manifests itself as a direct
result of colonization; now as then, it has as a point
of arrival those countries representing rigorous
models of nation-states, representatives of that
“imperialism of the universal” mentioned by Pierre
Bourdieu (1998).

In addition to excessive economic and social
commitment, the receiving countries need to
perform a cultural conversion, anything but
superficial, which expects and requires the
potential renegotiation of shared meanings and of
traits, at times profound, of the collective identity.
The matter of cultural pluralism is central to reject
the ethnocentrism and all forms of discrimination,
encouraging an ethic of recognition and respect for
differences. But that of cultural pluralism is a
broad paradigm that “contains” at least three
perspectives:  intercultural  (Hannerz, 1996),
multicultural and transcultural (Welsh, 1999).

The intercultural perspective has strongly
insisted on issues related to diversity and
otherness; however, where emphasis is put on the
differences between groups there is the risk of
creating even more distance between them and,
involuntarily, this can start processes of
segregation and ghettoization. Thus, the cultural
barriers remain and this may result in the
reaffirmation and strengthening of stereotypes.

The process of recognition and enhancement of
otherness, can lead to useless and often harmful
essentialisms and to an exasperated idealization,
by minorities, of the culture or of the country of
origin (the idea of authenticity, produced by
nostalgia of “pure origins”, is another consequence
of this phenomenon, which should be revised and
superseded). Therefore, despite good intentions,
the intercultural dream may prove
counterproductive and can lead to exasperate
cultural conflicts rather than help their resolution.

Beyond the difficulties faced in spreading the
intercultural project, it would be good to ask
ourselves whether at the basis of the good
intentions of the intercultural proposal we should
proceed today, as suggested by Demetrio, with “a
change of paradigm, a different concept of the
culture and of relations between cultures”
(Demetrio, 2003). Currently, in response to its
highlighted inadequacy to explain the complexity
of current phenomena, the traditional notion of
“culture” needs some revision. Especially in social,
anthropological and psychological sciences we can
increasingly hear speaking of transculturality and

transculturalism. These new concepts put emphasis
on the dialogical character of cultural influences,
tending to a conceptualization of the interaction
where nothing is ever completely “other” (foreign
and stranger) and, therefore, help to understand the
processes of formation of the multiple identity of
the subject (both as individual and community) in
all their complexity.

The question that strongly rises and pretends
an overbearing response relates to the very idea of
“culture” that must be subtended by a pluralist
society, in intercultural species: in the absence of
such a response, we would leave ample space for
aporias and paradoxes.

The illuminated West has identified in the
concept of multiculturalism its modern utopia: the
multicultural society is (or should be) hospitable,
oriented to accept otherness, available to
“embrace” the difference. The multiculturalism
and its direct development, the interculturalism,
have shown to be weak because anchored to a
conception of culture characterized by social
homogenization, ethnic  consolidation  and
intercultural demarcation (Welsh, 1999:194);
while the real experience, with multiple cultural
interconnections increasingly dense and complex
of the process of globalization and
transnationalization, show all the fragmentation of
the social mosaic, revealing as impossible the
concept of close cultural systems that have always
lived and have always been fed by hybrids and
exchanges.

Already in the 40's of the 20th century there
was a talk about fransculturation when it became
necessary to overcome the concepts of
acculturation and deculturation (Ortiz, 1940;
Malinowski, 1982). Today, in cultural studies,
particularly in colonial and post-colonial context,
the word transculturation has overcome the
original uni-directionality to construct a model of
mutual interaction (Pratt, 1992; Pratt, 1995): is
therefore appropriate to see in the transculturation,
intended as a cultural multidimensional exchange
model, a forerunner of today's concepts of
transculturality and transculturalism.

The modern reality, profoundly and evidently
marked from the transnationalization (expression
that anthropologists prefer to the generic one of
globalization), therefore requires some sort of
“fine-tuning” of the notion of culture, mainly from
the point of view of flexibility. The endless
contaminations in the fields of economics, finance
and politics, forming the modus operandi of late
capitalism, affect the culture introducing a
continuous alteration of meanings and cultural
identities: the transnationalization did not produce
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the homogenization of culture, creating a kind of
“diffused indistinct”; instead, with the variety of
phenomena that accompany it (migrations,
movement of knowledge, of ideas and products), it
became characterized by a noticeable increase of
cultural diversity, which however takes a new
shape compared to the past because dense
interconnections and increasing deterritorialization
make it always harder to categorize different
cultures as “discrete units”. The particular
articulations of local and global in today's
societies, gave rise to new cultural forms, modern
and plural. To explain the formation processes of
these «migrant modernity» (Schulze-Engler,
2002:65-79) and of virtual community identities,
cultural expressions produced by the globalization
(Appadurai, 1996), become therefore necessary
new conceptualizations and models of cultural
interaction.

The concept of transculturalism elaborated by
Welsch is operative other than descriptive and,
recognizing Nietzsche as a precursor, focuses on
the cultural fertilization at different levels: from
the macro level of the societies — whose cultural
forms today are increasingly characterized by
internal differentiation, complexity and
hybridization — to the micro level of individual
experience, where the personal and cultural
identity almost never corresponds to the civic and
national one, which, instead, is more and more
marked by multiple cultural connections.

At least theoretically, the transcultural model is
a hypothesis that can be pursued both at global and
glocal (Robertson, 1999) level, representing that
sort of “third way” proposed as an alternative to
other models that have shown (more or less
covertly) to be assimilationist. But, to overcome
this temptation we cannot avoid to rethink the
matter of boundaries, to be intended, in fact, not in
a political sense, but cultural and ideological.

To try to accomplish this necessary task of
removal of barriers, it is necessary reasoning about
the theme of culture and, particularly, on the theme
of diversity.

We tend to consider “cultural diversity” that
sort of conceptual container where keeping
differences related to religion and geographical
origin: this approach is often taken to the extreme
and there is the tendency to link to each immigrant,
or group of immigrants, a “culture” that each one
brings with himself, as if it were a static ballast.
This baggage 1is considered more or less
problematic — or more or less a resource —
depending on how it is perceived the culture of the
country of origin. This perspective, which seems to
be dominant, has a limit inherent to the static
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nature attributed to the culture, instead of
considering it, more properly, as a process subject
to change that evolves in close connection with the
context.

It is clear that the culture of any social group,
of any size, among other things includes nations,
ethnic groups, cities, neighborhoods, labor
organizations, gender and generational groups
(Barrett, 2013:15-41): from this perspective we
can observe how everyone can simultaneously
belong to more than one culture intended as such,
and we could even think that, in the same space,
not all cultures live together harmoniously
(Maffesoli, 2004).

The diversity of the world is infinite, and the
cultural diversity has always existed as human
condition (De Sousa Santos, 2011:9-22) that, in a
globalized world characterized by the migratory
phenomenon happily defined as the “total social
fact” (Sayad, 2002), today manifest itself very
much evidently.

The  modalities of approaching the
relationships with diversity, or to use a more
correct lexicon according to Simmel “to the other
and to the otherness” (Simmel, 1908), are
configured with mixed feelings typical of such
relationships into the sociological
conceptualization of Simmel's interpretative
categories of distance and proximity, difference
and similarities. The stranger, although belongs to
the community in which he is placed, is defined by
this relationship of distance and closeness,
originating mechanisms of acceptance or rejection.
Therefore, the ambivalence of the sociological
category of the foreigner, in the relationship that
he builds with the other, is bearer of a change of
the consolidate social space.

The social sciences, starting from issues
related to the settlement of those arriving, have
initially examined migrations in view of an
immigration economy and of the process of social
and national integration (Rea, Tripier, 2003). The
social anthropology of Anglo-saxon matrix has
privileged the notion of social networking (Hfily
et al., 2004) and the transitional dimension of these
nets, highlighted by the French approach, has
stressed the comprehension of a transnational form
of migration based on communities of itinerancy
(Tarrius, 1989; Escofier, 2009). Therefore, the
significance and characteristics of contemporary
migrations require to understand ways of
“collective existence” among migrants and the
subjective dimension of the experience of the
communities of itinerancy, where individuals are
united by their passage through Europe and by a
changeable transmigration, which ends up favoring
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the métissage and soliciting multiple systems of
belonging.

As already remarked from the aforementioned
Abdelmalek Sayad, from marginal research object
within humanities and social sciences, today
migration is fully entitled as a fundamental
research object, to question ourselves about the
social bond and relationship with otherness,
whereas the other, bearer of an objective difference
with his arrival and his stay, brings with him social
stories that must be “re-known”, “re-processed”
and deepened, along with those structures that
characterize the person: social structures, traditions
and religions, political and mental structures .

The wandering of migrants, the transmigration
of people and social stories between worlds and
cultures, involves some changes and is at the same
time mutual fecundation of diversity that enrich
one another (Le Quéau, 2007). However, the
wandering requires a meeting space (Cambi, 2006)
between different sensitivities and cultural
heritages, partially negated by a society that is
afraid of otherness, where the meeting becomes the
narration of two or more otherness (Tarsia, 2007).
The theme and the experience of the narration,
which has become a significant element of
contemporary culture and social practice where
multiple people share a common history, was
established as a fundamental approach to the
relationship with different cultures (Della Porta et
al., 2000; Melucci, 2000). If social research cannot
neglect and ignore the social history of people,
similarly there is no observation and understanding
of human relations that can ignore the spaces
through which people transit and live, considering
the relationship with ourselves and with each other
within the relation with the living space (Kern,
2007; Augg, 2009).

All element “make up” the broader concept of
culture.

3. CONCLUSIONS

At the time of the first struggles of “sans
papiers” (undocumented) migrants in France,
Jacques Derrida affirmed that the migrant is a sort
of key: an “outside” element “to the inside” that
can only watch from the keyhole the society and
the culture where he would like to be introduced,
while he has already abandoned the comfortable
pocket into which he had been cared for. With the
metaphor of the key, Derrida presented the
emigrant-immigrant as suspended in a limbo (that
with the door that does not open) and bearer of a
deep and double break: stranger twice, in his
country of origin and in the country of adoption, he

does not belong to any places, he cannot deeply
identify himself in either of the two cultures.
Stateless, not by choice but by imposition, he is an
evanescent figure, whose presence in the
countries of immigration is measured simply in
terms of a dreary accounting (on one hand,
economic benefits determined by the presence of a
worker without rights and, on the other hand, risks
inherent in the presence of a representative of
cultures “different” from each other). And, as
added by the French philosopher, if in power the
key is a bridge, an element able to connect two
spaces otherwise closed and unconnected, in
practice, in our falsely open societies, it becomes a
rather uncomfortable sign of a bulky presence,
witness of a permanent incapacity.

It was back in 1997. Derrida was speaking of
that hospitality that France, a country historically
of immigration, no longer seemed able to
guarantee. While sensing the discomfort of a
twofold inadequacy, his thoughts originated from a
crucial assumption: the emigrant-immigrant-key
had come to the threshold of the door and had to
be welcomed. The door had to be open: the
immigrant had made a choice and needed help to
take off his condition of emigrant.

Spurred by the political necessity of the
moment, Derrida went to ignore in his speech the
other side of the coin: that of the society of origin,
which, having suffered disruptions caused by the
massive departure of its members reacted rejecting
them, stigmatizing their absence as treason. Then,
Darrida, and with him much of the more
progressive European thinking, ignored the double
negative connotation of the above-mentioned
limbo: the immigrant-emigrant not only is not
accepted in the country of immigration, but he is
also rejected by the country of emigration and
sentenced to an impossible mental schizophrenia
between two equally hostile worlds. From this
uniqueness of reflection resulted an undeniable
gap, which marked and still mark most of the
studies and representations of the phenomenon: so
abundant is the literature on immigration, so
insufficient, if not totally lacking, the literature on
emigration.

Probably, the promotion of a transcultural
habitus (inter- more than multi-) offers the
possibility to our West to watch the otherness no
longer as a threat, but as a potential asset. This
consideration, which concludes this text, looks at
the issue of migration “from below”: it is not about
ideologically avoiding to assess the phenomenon
as an effect of the relationship between dominant
and recessive, instead, much more modestly, it is
about watching the migrant for what he deeply is:
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my similar, who, just like me, is a “human being
that needs help”.
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1. INTRODUCTION

The refugees have become the epitome of that
extraterritoriality in which is rooted today’s
precariousness of the human condition, the primary
cause of the fears and anxieties of modern man.
Fears and anxieties that create a popular feeling of
anger and fear towards refugees (Bauman,
2004:192).

In the situation of the refugees there are added
in an extremist form and, therefore, more obvious,
the characteristics of the liquid-modern life, such
as the permanence of transience, the failure to
define a social role, social-political vacuum in
which they live. But migrants are also the
metaphor of the  exclusion and "refusal" of a
society that cares, too often only in words, about
human dignity. The pedagogy needs to rethink
with new categories the processes of globalization
and, above all, to reconsider how the principles of
democracy and freedom can now be implemented
in a world that have no longer certainties and
dimensions of territorial national states.

2. INTERCULTURAL PEDAGOGY

The reflection on the education is questioned on
matters of relief that concern the complex of the
social, political, cultural and economic trials of the
complexity and the globalization today. To measure

with the category of the formation, postpones after
all to a job of analysis that looks at the subject and
the anthropological, cultural and linguistic horizons
in which the subject grows, it develops, it is formed.
In this job of analysis it cannot escape that the
sceneries of the contemporaneity strongly express
the contradictory condition of being, for a verse,
radically innovating, and, for the other verse,
extremely conflicting and dramatic (Cambi et al.,
2001).

In this phase of our history, characterized by
the loss of certainties, from the more and more
strong and evident economic pushes, from the
processes of breakup and from continuous
tensions, from the multiplicity of messages and
behaviours that go from attestations of great
actions generosity of destructive and fierce
violence, to undertake in to delineate and to try to
sustain a possibility of communication and
information in perspective intercultural would
seem fanciful. Ours is a time of conflicting
dynamics: often dark, hostile, marked by diffused
conflicts, but also crossed by desires of agreement
and collaboration. In this context the theme of the
interculturality is set, object of pedagogic search
not only, but also psychological, sociological,
anthropological, politics. The pedagogic search in
our country seems to have considered the matter
intercultural later in comparison to others and it
has done it with a critical-theoretical cut.
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In the last fifteen years the Italian pedagogy,
however, seems to have detained on the analysis
and on the interpretation of dynamic intercultural
putting in evidence as the education, in the fullness
of its meanings both marked by the opening,
innovation,  overcoming of barriers and
confinements, tension to the personal and social
improvement.

All aspects that arise in intercultural dynamics
mark and qualify them: intercultural thinking
contrasts with rigid and dogmatic thought;
intercultural behaviours are opposed to separation
behaviour, exclusion towards the other, of the
different one. Intercultural education has been
configured as the irreplaceable choice to reinforce
the meanings of coexistence. A road not all in
descent sights the dynamics that our time imposes.
L.Santelli Beccegato writes:

We are processing more and more aware that the
reference to the other does not concern just the
next, like, the next, but also involving the absent,
those who do not, it's just full of negativity and
dangers. An elaboration difficult to achieve, fraught
with obstacles not only on the cognitive level of the
complexity of recognizing what is specific, peculiar
to different realities and what appears as a recurring
and permanent, but also on an emotional level with
the effort we have to do to overcome the sense of
insecurity triggered by the unknown (Santelli
Beccegato, 2007:13).

Interculturality is not a spontaneous attitude;
indeed spontaneous is the fear or real fear of
difference. Interculturality is instead something to
build and support based on knowledge and social,
ethical convictions, pedagogical, detailed policies,
through rigorous analysis and a clear-cut design
effort. Interculturality does not mean to belong to
more cultures without recognizing it in any one. It
is precisely the sense of personal identity that
allows one to recognize in the other, whatever its
origin, equal dignity, equal rights and duties.
Addressing the issue of 'foreign' does not mean
introducing a generic internationalism where
everything flattens out and becomes confused.
It means clearly understand the dynamics, skills
and individual and collective limits; it means
knowing the history of their country and of others
countries, to know what has been done over time
and what you still want to accomplish and
understand how development and progress,
because they are truly such, involve exceeding,
slow and difficult, of particularism and
oppositions. The school is the institution which,
perhaps more quickly than others, tried to gear
towards these issues by reflecting on the aims and
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how to achieve them, and considering updating
skills of its workers.

The issue of intercultural education is located
just inside this controversial dialectics, becomes
the emblem perhaps more significant and demands
attention of the educator by profession, the
politician, the man of the school, the same public
opinion, as a place to crop up opposing positions,
now a cultural and political openness, now
entrenchment of fundamentalism, fundamentalism,
nationalism.

The pedagogical path then begins to know how
to properly formulate questions related to one's
own time: what are the ways in which identity can
be sustained to achieve personal and social
equilibrium, capable of overcoming distrust, fear
of the other a stranger? Recognize and understand
what and how to do because the current dynamics
does not constitute leakage and conflict but can be
seen as opportunities for growth and development
in the multi- and cross-cultural perspectives is the
most difficult task for anyone, single subject or
institution assumes responsibility for education
and training.

It appears with clear evidence the focal role of
the school and fundamental education agencies on
this issue. In fact, the school can become a place
where pluralism, peaceful coexistence and
democracy are experienced, provided that this
institution comes out of the monothematic,
monolinguist, ethnocentric and monoculture
educational, cultural and pedagogical model.
Placing himself as a centre of formation to free
investigation, dialogue, confrontation,
participation, co-implication, the school may, in
young people, to bring out and hear live the values
of the person, of otherness, of diversity, plurality and
intersubjectivity.

In this model open to the plurality of subjects,
languages, knowledge, of social representation
systems, it exerts a major role the cultivation of
creative thinking that recalls the same problem of
knowledge, not to be thought of in terms of
cultural transmission but autonomous construction
of cognitive models. On the other hand, the same
John Dewey, the philosopher of American
democracy, already in 1916, the work Democracy
and Education, had put forward a detailed proposal
for the requirements of a democratic coexistence
of a human melting pot like the American people,
focusing on training and school (Spadafora, 2001).

The hypothesis of the School of Laboratory of
Democracy is hypothesized in this logic, which, as
it is easy to see, is replicated with different cuts not
only in intercultural education models, but also in
the same international oriented policies as the
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nodal issue of peaceful coexistence between
peoples, to promote investment in "human capital”.

3. PRECARIOUS LIFE OF IMMIGRANTS:
FEAR AND INSECURITY

According to the High Commissioner for
Refugees United Nations (UNHCR), there are
between 13 and 18 million "victims of forced
emigration" (Bauman, 2004:192) that attempt to
survive beyond the borders of their countries of
origin (not counting the millions of internally
displaced in Burundi and Sri Lanka, Colombia and
Angola, Sudan, and Afghanistan, condemned the
vagrancy by endless tribal wars). Of these, over 6
million are in Asia, 7 million to 8 million in
Africa; there are 3 million Palestinian refugees in
the Middle East. And this is definitely a
conservative estimate. Not all refugees have been
recognized as such, and only few of them were
lucky enough to see themselves included in the
records of 'UNHCR and under his protection.

The refugees have become, in a sort of caricature
copy of the new power elite of the globalized
world, the epitome of that extraterritoriality is the
root of today's precarité of the human condition, the
root cause of modern man's fears and anxieties
(Bauman, 2004:191).

Another key theme of the thought of Zygmunt
Bauman, one of the more open intellectual discussion
and human interaction with the living reality, it was
the relationship with the "other" and therefore also
with the stranger'. Especially during the last
migratory crisis that has spread through Europe since
the Arab Spring and the civil war in Syria, Bauman
was always an intellectual in the first line for the
reception of refugees and migrants fled in horror. He
also refugee, after escaping the Nazi savagery taking
refuge in the Soviet Union in 1939, survived the
Holocaust precisely, has not spared criticism against
the Israeli government of Netanyahu and
employment policy of the West Bank, move,
Bauman, suicidal for Israel, which, according to the
Polish intellectual, would never lead to peace in the
Middle East. In this regard, Bauman said:

These migrants, not by choice, but terrible fate,
remind us how vulnerable are our lives and our

'z Bauman, born in Poznan in Poland in 1925, has lived
and taught in Leeds, England, and was known around the
world for being the theorist of postmodernism and the so-
called "liquid society", he explained in a specific cycle of
his non-fiction production, from "liquid love" (2004) to
"liquid life" (2006).

well-being. Unfortunately, it is human instinct to
blame the victims of the misfortunes of the world.
And so, even if we are absolutely powerless to rein
in these extreme dynamics of globalization, we
reduce it to download our anger on those who come
to relieve our humiliating inability to resist the
precariousness of our society. And in the meantime,
some politicians or aspiring, whose heart and mind
are the votes that will take to the next election,
continue to speculate on these collective anxieties,
even though they know full well that they will
never keep their promises. But one thing is certain:
build walls instead of bridges and close in on
'soundproof' rooms will not lead to anything but a
wasteland, mutual separation, which only aggravate
the problems (interview in La Repubblica of 15
June 2015).

In the situation of the refugees they are added
in an extremist form and, therefore, the most
obvious characteristics of the liquid-modern life,
such as the permanence of transience, the failure to
define a social role, social and political vacuum in
which they live and so on. According to Bauman,
the refugee camps are, in a sense, laboratories
where (perhaps unintentionally, but no less
effectively) the new modern liquid pattern
permanently transient life to be tested and
repeated;

It will perhaps be a time when we will discover the
avant-garde role of today's refugees - in which we
will explore the taste of life in non-places and the
pervatic permanence of transience that could
become the common habitat of the citizens of this
globalized and full planet (Bauman, 2004: 203).

But migrants (refugees, refugees and so on) are
also the metaphor for exclusion and "refusal" of a
society that, with too much emphasis on human
dignity. The migrant who does not find its own
identity and a homeland is similar to a waste
product. It is life that is thrown as a waste, a
lifetime to lose as a used commodity. "Waste
Lives" is another title of the vast production of
Bauman, dedicated to what he calls the "waste of
modernization", that globalization has accentuated
and multiplied: the outcasts, refugees, migrants,
but also the unemployed, precarious: the great and
growing army of people who are deprived of their
ways and means of survival. "Liquid modernity is
a civilization of excess, exuberance, waste, and
waste disposal" (Bauman, 2005:120).

Here is the very idea of "human being" that is
put into play. We need to rethink new categories
with the processes of globalization and, above all,
to reconsider how the principles of democracy,
citizenship and freedom can now be implemented
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in a world that no longer certainties and size of
national territorial states.

4. THE CITIZENS WORLD IN
CONTEMPORARY EDUCATION

One of the central issues in the latest
pedagogical debate concerns the way we now must
assume the right to citizenship, a right that should
be thinking in times of globalization of the social,
cultural, economic and productive. If we consider
that the current scenario in which training
processes are being completed has been
completely redesigned for the affirmation of
radical transformations regarding every sector in
which human activity is deployed, it is evident that
the idea of citizenship is completely revised
compared to the canons with which Western
culture had thought over the centuries. If, from the
historical point of view, the term "citizenship" has
raised the membership of a person to a well
recognized political community in a common
ethnic and cultural denominator, today this term
takes on new meanings arising from the current
oscillation condition between rootedness in local
communities and displacement toward a large
supranational community. In this scenario, the role
played by phenomena such as globalization of
markets, the spread of multi-ethnic and
multicultural situations, the affirmation of the
media universe, are to be emphasized: phenomena
that involve subjects to look beyond their borders,
beyond their own judgments and prejudices, as
well as their visions of the world. For effect of
such phenomena and processes, we are emerging
as an educational model inspired by a concept of
citizenship as an inner condition of a person who,
while expressing a specific identity, a need to
recognize in a wide community, whose ethical
heritage, civil and political, is a conscious
synthesis of a plurality of perspectives, beliefs,
values, visions of the world, which assures a
multiplicity of associates the indispensable
guarantee for the effective exercise of citizenship.

It is a great consideration for us Italians, as
Bauman writes:

For many people, today, citizenship has diminished
when buying and selling goods, rather than aiming
to broaden the range of their freedoms and rights so
as to expand a substantial way democracy works
(Bauman, 2006:144).

When people move away from politics and
political apathy wins, democracy is at risk.
Because ignorance, uncertainty and fear of citizens

54

favor the most arbitrary aspects of those in power.
The problem is to realize that the freedoms and
rights of citizens are not always acquired. And
they also need to be updated, redesigned, adapted
to the times, interpreted in the new social contexts.
This is a subject on which Bauman insists in his
later books: the crisis of politics and the risks they
face contemporary democracies that have to do
with citizens encouraged to isolate themselves in
their private lives and characterized by a sense of
"solitude", precarious and existential mistrust that
play into the hands of the ruling elite.
Of these issues he talks about, among other things,
in the solitude of the global citizen (2000).
Democracy needs the participation of citizens and
their sharing of ideas and values, especially at a
time when the problems have global dimensions
and transcend the territorial organization of social
life. Precisely because agora becomes global,
discussion, comparison and public control are
difficult and the dangers of homologation are
increasing. Today, citizens are aware of
everything, but they are also detached from
everything; They remain apathetic and unrelated to
what happens in the world. Their participation in
the events, often, it's just emotional. Their luck
their ability to evaluate and their urge to act.
Bauman concluded as a speech in March 2004

Today we are all global viewers, eyewitnesses harm
inflicted on human beings throughout the world. I
do not feel just talk. We see evil when it is
completed. In the daily drama replication of world
human suffering we are thrown into the role of
spectators ... Being spectators means exposure to an
enormous ethical challenge.

What does it imply to meet this challenge? It
involves a philosophical rethinking education act
today, in light of the trend of the latest pedagogical
research, which considers the centrality of the
training concept that applies to the specific
situations of life and, above all, characterizes the
diversity of subjects.

In this sense, I believe that the analysis of
Martha Nussbaum can help us better understand
the problems of intercultural education, in relation
to the building of a genuine democracy. The
education of the person primarily has the task of
promoting the emergence of a democracy
understood as a horizon in which materializes the
universality of the project of "humanity
cultivation". In the work Cultivating humanity,
Martha Nussbaum identifies the unique
opportunity to train people capable of achieving
more mature forms of democratic and more just
life. In a complex society, such as the
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contemporary one, the concept of autonomy leads
to responsibility through which the citizen
becomes the subject of a universal reality in which
you start the democratic coexistence that is the
basis of the modern concept of citizenship, which
are developed individual subjectivity to be
responsible for the various social expressions. But
how could the design of an education to
"citizenship of the world" take the form of a
contemporary university program? This education
must be multicultural according to Martha
Nussbaum, i.e. should make young people aware
of the main features of the typical culture of other
groups, including the study of world religions, that
of racial and ethnic groups, social and sexual
minorities within their respective training curriculum.

The awareness of cultural difference is essential to
foster mutual respect, which is in turn a prerequisite
for the establishment of a productive dialogue. The
main causes of rejection of those who are different
are in fact ignorance and believes his valid habits
by nature. and 'certain that any kind of liberal
education can ever put students in a position to
know everything that would be useful to know, but
the precise knowledge of at least one non-family
tradition, and some notion on the other, is enough to
give birth to the typically Socratic awareness of
how limited and limiting our experience
(Nussbaum, 1999:86).

It is right, according to Nussbaum, that the
citizen of the world devotes himself most to the
study of his own region and his own history, for it
is evident that his choices will primarily have to be
accomplished in this environment.

The need to give still ample space to the study of
local conditions have a major impact on education.
Will commit a big mistake if we wanted to provide
students with a comprehensive knowledge of all
cultures: it would be like if we tried to make them
learn something every language. Apart from the
surface results and even ridiculous that you would
get, such an attitude would fail in the priority task
of familiarizing students with the environment in
which the majority of their actions take place
(Nussbaum 1999:86).

On the other hand, according to Nussbaum, it
is extremely important that these matters are
presented to young people so as to not obscure the
larger reality in which lie the western traditions.

However, a reform of the program is indispensable,
which should give students the opportunity to know
the most important traditions of thought, and above
all, should make them aware of their ignorance in
matters of extreme importance. It is necessary for the

citizens of the world receive appropriate education
for this purpose since small (Nussbaum, 1997:87).

Martha Nussbaum points out that a good
citizen of the world know the cultures of other
peoples and minorities not only means recognizing
the dignity of foreign students and those belonging
to minorities, although this is a significant result.
But this type of education is aimed at young
people as well as to the citizens so that they learn
to treat others with respect and understanding.
Respect and understanding imply not only
recognizing differences but also, at the same time,
recognizing the rights, aspirations, and the same
shared issues. Three abilities are essential
according to Nussbaum so that we can "cultivate
humanity” and that a citizen becomes a citizen of
the world. First, the ability to critically judge
themselves and their own traditions to live what
might be called, according to Socrates, an
"examined life".

This means not accepting any belief as binding only
because it was transmitted by tradition or because it has
become familiar with the habit (Nussbaum, 1997:24).

In effect it means to put into play all beliefs and
accept only those who resist the demands of
coherence and rational justification. To exercise this
capacity is necessary to examine the accuracy of the
argument and check carefully what you write or
read. Such examinations often lead us to challenge
tradition just as Socrates did when he had to defend
himself against the accusation of bribing young
people. And Socrates defended his business because
democracy of the time needed citizens to think
independently, without leaving this task to an
authority they could decide for them.

Second, citizens who want to become "citizens
of the world" should look upon themselves not
only as members of a group or a nation but also as
human beings bound to other human beings by
common interests.

We all think easily in terms of a group, first of all as
Americans or French or Italians and only afterwards
as human beings. We spend our needs and
capabilities that unite us to citizens who live far
away from us or who have a different appearance
from ours. It means that we deny to ourselves many
possibilities of communication and friendship,
taking away any responsibility. We often fail to
deny differences, believing that distant existences
must be like ours and showing little curiosity for
different ways of life (Nussbaum, 1997:25).

In fact, "cultivating humanity" interdependently
means understanding how common needs and
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purposes are accomplished differently and under
different circumstances.

The third requirement of citizenship is defined by
Martha Nussbaum '"narrative imagination", the
ability to imagine themselves in the shoes of another
person to better understand his personal history, her
past, imagine his emotions and his desires.

This does not imply a lack of critical sense, because
in the encounter with the other still keep firm our
identity and our judgments. When we identify with
a character in a novel, for example, or the history of
a distant person cannot help but judge them in the
light of our purposes and our personal aspirations
(Nussbaum 1997:25).

In fact, a first step towards understanding the
other is essential for any responsible judgment
since we cannot assume to know what we are
judging, as long as we do not understand the
meaning that an action has for the person who
performs it, or significance of a speech as an
expression of the history of this person and his
social environment.

Being a citizen of the world often means taking a
lonely journey, a sort of exile, far from the comfort
of certain truths, the reassuring feeling of being
surrounded by people who share our own beliefs
and our own ideals (Nussbaum 1997:95).

Since children feel confident about their parents,
it happens that even as citizens are tempted to behave
the same way, finding an idealized image of the
nation or a leader, a substitute for parents who will
think everything in our room.

4. CONCLUSIONS

It is therefore the task of educators to show
students how beautiful and interesting a life is
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open in the world, how much satisfaction comes
from being citizens who refuse to accept acritically
the settings of others, how fascinating the study of
humans throughout their real complexity and
oppose the more superficial prejudices, how
important has experience based on reason rather
than on submission to authority. As educators we
have a duty to show this to our students if we want
democracy in our country and around the world to
have a future.
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1. INTRODUCTION

The refugees have become the epitome of that
extraterritoriality in which is rooted today’s
precariousness of the human condition, the primary
cause of the fears and anxieties of modern man.
Fears and anxieties that create a popular feeling of
anger and fear towards refugees (Bauman,
2004:192).

In the situation of the refugees there are added
in an extremist form and, therefore, more obvious,
the characteristics of the liquid-modern life, such
as the permanence of transience, the failure to
define a social role, social-political vacuum in
which they live. But migrants are also the
metaphor of the  exclusion and "refusal" of a
society that cares, too often only in words, about
human dignity. The pedagogy needs to rethink
with new categories the processes of globalization
and, above all, to reconsider how the principles of
democracy and freedom can now be implemented
in a world that have no longer certainties and
dimensions of territorial national states.

2. INTERCULTURAL PEDAGOGY

The reflection on the education is questioned on
matters of relief that concern the complex of the
social, political, cultural and economic trials of the
complexity and the globalization today. To measure

with the category of the formation, postpones after
all to a job of analysis that looks at the subject and
the anthropological, cultural and linguistic horizons
in which the subject grows, it develops, it is formed.
In this job of analysis it cannot escape that the
sceneries of the contemporaneity strongly express
the contradictory condition of being, for a verse,
radically innovating, and, for the other verse,
extremely conflicting and dramatic (Cambi et al.,
2001).

In this phase of our history, characterized by
the loss of certainties, from the more and more
strong and evident economic pushes, from the
processes of breakup and from continuous
tensions, from the multiplicity of messages and
behaviours that go from attestations of great
actions generosity of destructive and fierce
violence, to undertake in to delineate and to try to
sustain a possibility of communication and
information in perspective intercultural would
seem fanciful. Ours is a time of conflicting
dynamics: often dark, hostile, marked by diffused
conflicts, but also crossed by desires of agreement
and collaboration. In this context the theme of the
interculturality is set, object of pedagogic search
not only, but also psychological, sociological,
anthropological, politics. The pedagogic search in
our country seems to have considered the matter
intercultural later in comparison to others and it
has done it with a critical-theoretical cut.
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In the last fifteen years the Italian pedagogy,
however, seems to have detained on the analysis
and on the interpretation of dynamic intercultural
putting in evidence as the education, in the fullness
of its meanings both marked by the opening,
innovation,  overcoming of barriers and
confinements, tension to the personal and social
improvement.

All aspects that arise in intercultural dynamics
mark and qualify them: intercultural thinking
contrasts with rigid and dogmatic thought;
intercultural behaviours are opposed to separation
behaviour, exclusion towards the other, of the
different one. Intercultural education has been
configured as the irreplaceable choice to reinforce
the meanings of coexistence. A road not all in
descent sights the dynamics that our time imposes.
L.Santelli Beccegato writes:

We are processing more and more aware that the
reference to the other does not concern just the
next, like, the next, but also involving the absent,
those who do not, it's just full of negativity and
dangers. An elaboration difficult to achieve, fraught
with obstacles not only on the cognitive level of the
complexity of recognizing what is specific, peculiar
to different realities and what appears as a recurring
and permanent, but also on an emotional level with
the effort we have to do to overcome the sense of
insecurity triggered by the unknown (Santelli
Beccegato, 2007:13).

Interculturality is not a spontaneous attitude;
indeed spontaneous is the fear or real fear of
difference. Interculturality is instead something to
build and support based on knowledge and social,
ethical convictions, pedagogical, detailed policies,
through rigorous analysis and a clear-cut design
effort. Interculturality does not mean to belong to
more cultures without recognizing it in any one. It
is precisely the sense of personal identity that
allows one to recognize in the other, whatever its
origin, equal dignity, equal rights and duties.
Addressing the issue of 'foreign' does not mean
introducing a generic internationalism where
everything flattens out and becomes confused.
It means clearly understand the dynamics, skills
and individual and collective limits; it means
knowing the history of their country and of others
countries, to know what has been done over time
and what you still want to accomplish and
understand how development and progress,
because they are truly such, involve exceeding,
slow and difficult, of particularism and
oppositions. The school is the institution which,
perhaps more quickly than others, tried to gear
towards these issues by reflecting on the aims and
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how to achieve them, and considering updating
skills of its workers.

The issue of intercultural education is located
just inside this controversial dialectics, becomes
the emblem perhaps more significant and demands
attention of the educator by profession, the
politician, the man of the school, the same public
opinion, as a place to crop up opposing positions,
now a cultural and political openness, now
entrenchment of fundamentalism, fundamentalism,
nationalism.

The pedagogical path then begins to know how
to properly formulate questions related to one's
own time: what are the ways in which identity can
be sustained to achieve personal and social
equilibrium, capable of overcoming distrust, fear
of the other a stranger? Recognize and understand
what and how to do because the current dynamics
does not constitute leakage and conflict but can be
seen as opportunities for growth and development
in the multi- and cross-cultural perspectives is the
most difficult task for anyone, single subject or
institution assumes responsibility for education
and training.

It appears with clear evidence the focal role of
the school and fundamental education agencies on
this issue. In fact, the school can become a place
where pluralism, peaceful coexistence and
democracy are experienced, provided that this
institution comes out of the monothematic,
monolinguist, ethnocentric and monoculture
educational, cultural and pedagogical model.
Placing himself as a centre of formation to free
investigation, dialogue, confrontation,
participation, co-implication, the school may, in
young people, to bring out and hear live the values
of the person, of otherness, of diversity, plurality and
intersubjectivity.

In this model open to the plurality of subjects,
languages, knowledge, of social representation
systems, it exerts a major role the cultivation of
creative thinking that recalls the same problem of
knowledge, not to be thought of in terms of
cultural transmission but autonomous construction
of cognitive models. On the other hand, the same
John Dewey, the philosopher of American
democracy, already in 1916, the work Democracy
and Education, had put forward a detailed proposal
for the requirements of a democratic coexistence
of a human melting pot like the American people,
focusing on training and school (Spadafora, 2001).

The hypothesis of the School of Laboratory of
Democracy is hypothesized in this logic, which, as
it is easy to see, is replicated with different cuts not
only in intercultural education models, but also in
the same international oriented policies as the
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nodal issue of peaceful coexistence between
peoples, to promote investment in "human capital”.

3. PRECARIOUS LIFE OF IMMIGRANTS:
FEAR AND INSECURITY

According to the High Commissioner for
Refugees United Nations (UNHCR), there are
between 13 and 18 million "victims of forced
emigration" (Bauman, 2004:192) that attempt to
survive beyond the borders of their countries of
origin (not counting the millions of internally
displaced in Burundi and Sri Lanka, Colombia and
Angola, Sudan, and Afghanistan, condemned the
vagrancy by endless tribal wars). Of these, over 6
million are in Asia, 7 million to 8 million in
Africa; there are 3 million Palestinian refugees in
the Middle East. And this is definitely a
conservative estimate. Not all refugees have been
recognized as such, and only few of them were
lucky enough to see themselves included in the
records of 'UNHCR and under his protection.

The refugees have become, in a sort of caricature
copy of the new power elite of the globalized
world, the epitome of that extraterritoriality is the
root of today's precarité of the human condition, the
root cause of modern man's fears and anxieties
(Bauman, 2004:191).

Another key theme of the thought of Zygmunt
Bauman, one of the more open intellectual discussion
and human interaction with the living reality, it was
the relationship with the "other" and therefore also
with the stranger'. Especially during the last
migratory crisis that has spread through Europe since
the Arab Spring and the civil war in Syria, Bauman
was always an intellectual in the first line for the
reception of refugees and migrants fled in horror. He
also refugee, after escaping the Nazi savagery taking
refuge in the Soviet Union in 1939, survived the
Holocaust precisely, has not spared criticism against
the Israeli government of Netanyahu and
employment policy of the West Bank, move,
Bauman, suicidal for Israel, which, according to the
Polish intellectual, would never lead to peace in the
Middle East. In this regard, Bauman said:

These migrants, not by choice, but terrible fate,
remind us how vulnerable are our lives and our

'z Bauman, born in Poznan in Poland in 1925, has lived
and taught in Leeds, England, and was known around the
world for being the theorist of postmodernism and the so-
called "liquid society", he explained in a specific cycle of
his non-fiction production, from "liquid love" (2004) to
"liquid life" (2006).

well-being. Unfortunately, it is human instinct to
blame the victims of the misfortunes of the world.
And so, even if we are absolutely powerless to rein
in these extreme dynamics of globalization, we
reduce it to download our anger on those who come
to relieve our humiliating inability to resist the
precariousness of our society. And in the meantime,
some politicians or aspiring, whose heart and mind
are the votes that will take to the next election,
continue to speculate on these collective anxieties,
even though they know full well that they will
never keep their promises. But one thing is certain:
build walls instead of bridges and close in on
'soundproof' rooms will not lead to anything but a
wasteland, mutual separation, which only aggravate
the problems (interview in La Repubblica of 15
June 2015).

In the situation of the refugees they are added
in an extremist form and, therefore, the most
obvious characteristics of the liquid-modern life,
such as the permanence of transience, the failure to
define a social role, social and political vacuum in
which they live and so on. According to Bauman,
the refugee camps are, in a sense, laboratories
where (perhaps unintentionally, but no less
effectively) the new modern liquid pattern
permanently transient life to be tested and
repeated;

It will perhaps be a time when we will discover the
avant-garde role of today's refugees - in which we
will explore the taste of life in non-places and the
pervatic permanence of transience that could
become the common habitat of the citizens of this
globalized and full planet (Bauman, 2004: 203).

But migrants (refugees, refugees and so on) are
also the metaphor for exclusion and "refusal" of a
society that, with too much emphasis on human
dignity. The migrant who does not find its own
identity and a homeland is similar to a waste
product. It is life that is thrown as a waste, a
lifetime to lose as a used commodity. "Waste
Lives" is another title of the vast production of
Bauman, dedicated to what he calls the "waste of
modernization", that globalization has accentuated
and multiplied: the outcasts, refugees, migrants,
but also the unemployed, precarious: the great and
growing army of people who are deprived of their
ways and means of survival. "Liquid modernity is
a civilization of excess, exuberance, waste, and
waste disposal" (Bauman, 2005:120).

Here is the very idea of "human being" that is
put into play. We need to rethink new categories
with the processes of globalization and, above all,
to reconsider how the principles of democracy,
citizenship and freedom can now be implemented
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in a world that no longer certainties and size of
national territorial states.

4. THE CITIZENS WORLD IN
CONTEMPORARY EDUCATION

One of the central issues in the latest
pedagogical debate concerns the way we now must
assume the right to citizenship, a right that should
be thinking in times of globalization of the social,
cultural, economic and productive. If we consider
that the current scenario in which training
processes are being completed has been
completely redesigned for the affirmation of
radical transformations regarding every sector in
which human activity is deployed, it is evident that
the idea of citizenship is completely revised
compared to the canons with which Western
culture had thought over the centuries. If, from the
historical point of view, the term "citizenship" has
raised the membership of a person to a well
recognized political community in a common
ethnic and cultural denominator, today this term
takes on new meanings arising from the current
oscillation condition between rootedness in local
communities and displacement toward a large
supranational community. In this scenario, the role
played by phenomena such as globalization of
markets, the spread of multi-ethnic and
multicultural situations, the affirmation of the
media universe, are to be emphasized: phenomena
that involve subjects to look beyond their borders,
beyond their own judgments and prejudices, as
well as their visions of the world. For effect of
such phenomena and processes, we are emerging
as an educational model inspired by a concept of
citizenship as an inner condition of a person who,
while expressing a specific identity, a need to
recognize in a wide community, whose ethical
heritage, civil and political, is a conscious
synthesis of a plurality of perspectives, beliefs,
values, visions of the world, which assures a
multiplicity of associates the indispensable
guarantee for the effective exercise of citizenship.

It is a great consideration for us Italians, as
Bauman writes:

For many people, today, citizenship has diminished
when buying and selling goods, rather than aiming
to broaden the range of their freedoms and rights so
as to expand a substantial way democracy works
(Bauman, 2006:144).

When people move away from politics and
political apathy wins, democracy is at risk.
Because ignorance, uncertainty and fear of citizens
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favor the most arbitrary aspects of those in power.
The problem is to realize that the freedoms and
rights of citizens are not always acquired. And
they also need to be updated, redesigned, adapted
to the times, interpreted in the new social contexts.
This is a subject on which Bauman insists in his
later books: the crisis of politics and the risks they
face contemporary democracies that have to do
with citizens encouraged to isolate themselves in
their private lives and characterized by a sense of
"solitude", precarious and existential mistrust that
play into the hands of the ruling elite.
Of these issues he talks about, among other things,
in the solitude of the global citizen (2000).
Democracy needs the participation of citizens and
their sharing of ideas and values, especially at a
time when the problems have global dimensions
and transcend the territorial organization of social
life. Precisely because agora becomes global,
discussion, comparison and public control are
difficult and the dangers of homologation are
increasing. Today, citizens are aware of
everything, but they are also detached from
everything; They remain apathetic and unrelated to
what happens in the world. Their participation in
the events, often, it's just emotional. Their luck
their ability to evaluate and their urge to act.
Bauman concluded as a speech in March 2004

Today we are all global viewers, eyewitnesses harm
inflicted on human beings throughout the world. I
do not feel just talk. We see evil when it is
completed. In the daily drama replication of world
human suffering we are thrown into the role of
spectators ... Being spectators means exposure to an
enormous ethical challenge.

What does it imply to meet this challenge? It
involves a philosophical rethinking education act
today, in light of the trend of the latest pedagogical
research, which considers the centrality of the
training concept that applies to the specific
situations of life and, above all, characterizes the
diversity of subjects.

In this sense, I believe that the analysis of
Martha Nussbaum can help us better understand
the problems of intercultural education, in relation
to the building of a genuine democracy. The
education of the person primarily has the task of
promoting the emergence of a democracy
understood as a horizon in which materializes the
universality of the project of "humanity
cultivation". In the work Cultivating humanity,
Martha Nussbaum identifies the unique
opportunity to train people capable of achieving
more mature forms of democratic and more just
life. In a complex society, such as the
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contemporary one, the concept of autonomy leads
to responsibility through which the citizen
becomes the subject of a universal reality in which
you start the democratic coexistence that is the
basis of the modern concept of citizenship, which
are developed individual subjectivity to be
responsible for the various social expressions. But
how could the design of an education to
"citizenship of the world" take the form of a
contemporary university program? This education
must be multicultural according to Martha
Nussbaum, i.e. should make young people aware
of the main features of the typical culture of other
groups, including the study of world religions, that
of racial and ethnic groups, social and sexual
minorities within their respective training curriculum.

The awareness of cultural difference is essential to
foster mutual respect, which is in turn a prerequisite
for the establishment of a productive dialogue. The
main causes of rejection of those who are different
are in fact ignorance and believes his valid habits
by nature. and 'certain that any kind of liberal
education can ever put students in a position to
know everything that would be useful to know, but
the precise knowledge of at least one non-family
tradition, and some notion on the other, is enough to
give birth to the typically Socratic awareness of
how limited and limiting our experience
(Nussbaum, 1999:86).

It is right, according to Nussbaum, that the
citizen of the world devotes himself most to the
study of his own region and his own history, for it
is evident that his choices will primarily have to be
accomplished in this environment.

The need to give still ample space to the study of
local conditions have a major impact on education.
Will commit a big mistake if we wanted to provide
students with a comprehensive knowledge of all
cultures: it would be like if we tried to make them
learn something every language. Apart from the
surface results and even ridiculous that you would
get, such an attitude would fail in the priority task
of familiarizing students with the environment in
which the majority of their actions take place
(Nussbaum 1999:86).

On the other hand, according to Nussbaum, it
is extremely important that these matters are
presented to young people so as to not obscure the
larger reality in which lie the western traditions.

However, a reform of the program is indispensable,
which should give students the opportunity to know
the most important traditions of thought, and above
all, should make them aware of their ignorance in
matters of extreme importance. It is necessary for the

citizens of the world receive appropriate education
for this purpose since small (Nussbaum, 1997:87).

Martha Nussbaum points out that a good
citizen of the world know the cultures of other
peoples and minorities not only means recognizing
the dignity of foreign students and those belonging
to minorities, although this is a significant result.
But this type of education is aimed at young
people as well as to the citizens so that they learn
to treat others with respect and understanding.
Respect and understanding imply not only
recognizing differences but also, at the same time,
recognizing the rights, aspirations, and the same
shared issues. Three abilities are essential
according to Nussbaum so that we can "cultivate
humanity” and that a citizen becomes a citizen of
the world. First, the ability to critically judge
themselves and their own traditions to live what
might be called, according to Socrates, an
"examined life".

This means not accepting any belief as binding only
because it was transmitted by tradition or because it has
become familiar with the habit (Nussbaum, 1997:24).

In effect it means to put into play all beliefs and
accept only those who resist the demands of
coherence and rational justification. To exercise this
capacity is necessary to examine the accuracy of the
argument and check carefully what you write or
read. Such examinations often lead us to challenge
tradition just as Socrates did when he had to defend
himself against the accusation of bribing young
people. And Socrates defended his business because
democracy of the time needed citizens to think
independently, without leaving this task to an
authority they could decide for them.

Second, citizens who want to become "citizens
of the world" should look upon themselves not
only as members of a group or a nation but also as
human beings bound to other human beings by
common interests.

We all think easily in terms of a group, first of all as
Americans or French or Italians and only afterwards
as human beings. We spend our needs and
capabilities that unite us to citizens who live far
away from us or who have a different appearance
from ours. It means that we deny to ourselves many
possibilities of communication and friendship,
taking away any responsibility. We often fail to
deny differences, believing that distant existences
must be like ours and showing little curiosity for
different ways of life (Nussbaum, 1997:25).

In fact, "cultivating humanity" interdependently
means understanding how common needs and
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purposes are accomplished differently and under
different circumstances.

The third requirement of citizenship is defined by
Martha Nussbaum '"narrative imagination", the
ability to imagine themselves in the shoes of another
person to better understand his personal history, her
past, imagine his emotions and his desires.

This does not imply a lack of critical sense, because
in the encounter with the other still keep firm our
identity and our judgments. When we identify with
a character in a novel, for example, or the history of
a distant person cannot help but judge them in the
light of our purposes and our personal aspirations
(Nussbaum 1997:25).

In fact, a first step towards understanding the
other is essential for any responsible judgment
since we cannot assume to know what we are
judging, as long as we do not understand the
meaning that an action has for the person who
performs it, or significance of a speech as an
expression of the history of this person and his
social environment.

Being a citizen of the world often means taking a
lonely journey, a sort of exile, far from the comfort
of certain truths, the reassuring feeling of being
surrounded by people who share our own beliefs
and our own ideals (Nussbaum 1997:95).

Since children feel confident about their parents,
it happens that even as citizens are tempted to behave
the same way, finding an idealized image of the
nation or a leader, a substitute for parents who will
think everything in our room.

4. CONCLUSIONS

It is therefore the task of educators to show
students how beautiful and interesting a life is
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open in the world, how much satisfaction comes
from being citizens who refuse to accept acritically
the settings of others, how fascinating the study of
humans throughout their real complexity and
oppose the more superficial prejudices, how
important has experience based on reason rather
than on submission to authority. As educators we
have a duty to show this to our students if we want
democracy in our country and around the world to
have a future.

BIBLIOGRAPHY

1. Bauman, Z. (1999). La societa dell’incertezza.
Bologna: 11 Mulino.

2. Bauman, Z. (2000). La solitudine del cittadino
globale. Milano: Feltrinelli.

3. Bauman, Z. (2002). Modernita liquida. Roma-
Bari: Laterza.

4. Bauman, Z. (2004). Amore liquido. Roma-
Bari: Laterza.

5. Bauman, Z. (2005). Vite di scarto. Roma-Bari:

Laterza.

6. Bauman, Z. (2006). Vita liqguida, Roma-Bari:
Laterza.

7. Cambi, E.; Colicchiy, M.; Muzi, M. &

Spadafora, G. (2001). Pedagogia generale.
Identita, modelli, problemi. Firenze: La Nuova
Italia.

8. Nussbaum, M.C. (1999). Coltivare ['umanita.
Roma: Carocci.

9. Santelli Beccegato, L. (2007). Pedagogia neo-
personalistica e politica: rapporti, distinzioni,
finalita, Bari: Quaderno di Dottorato n.1/2007,
Faculty of Formation Sciences, University of
Bari.

10. Spadafora, G. (2001). La pedagogia tra
filosofia, scienza e politica nel Novecento e
oltre. Firenze: La Nuova Italia.



INTERNATIONAL CONFERENCE RCIC17
Redefining Community in ntercultural Context
Bari, 5-6 June 2017

FOREIGN EDUCATION AND CIVILIZATION
HISTORY OF MIGRATIONS: A TRANSFORMATION THROUGH TIMES

Vittoria BOSNA

Department of Education, Psychology, Communication, University of Bari “Aldo Moro”, Bari, Italy

Abstract: Italy is strongly connected to the Western culture, to Europe’s history and to Mediterranean civilizations
as well; due to its international vocation, Italy is robustly open to multi-cultural dialogue. At present, there is a
wealth of studies on the vigorous bonds between education and foreign civilizations. Evidence of the above is
supported by current international humanitarian agreements, and inter-school cooperation initiatives, where
innovative laboratory classes yield stronger integrations. In the world of academia, an increasing number of foreign
students take diverse majors on these subjects, and literature encounters the movie industry to place higher stakes
on the educational role of “frontier cinema”. Essentially, we are witnessing the creation of an authentic cultural
track, where sound relationships play a key role in boosting cooperation. This work aims at researching the
profound historical layers entwining educational progress with migrations across Southern Italy — the Mezzogiorno

— over the course of the 20" century.
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1. INTRODUCTION

In past societies, migrations played a
fundamental role, as migrating was a choice, or
rather a necessity, in the case of the Jews and the
exodus from Egypt towards the Promised Land;
migrations were also due to calamities, such as the
plague, or wars, or religious persecutions forcing
people “to be in contact with new realities” (Da
Molin & Carbone, 2016:145).

2. MIGRATION STORIES

Statistical research highlights stimulating hints
relevant to migrations, with regard to the
motivations behind historical Diasporas. There is a
wealth of sources on this topic, as in the studies by
Giovanna Da Molin on migration statistics, namely
the particularly significant instance of the Italian
migrations to the United States of America, the
clearest example of a population in search of new
and more favorable solutions to improve their
lives. The arrival at Ellis Island, New York, is
described by the author with the utmost precision
and critical sight, through the point of view of each
single immigrant (Da Molin & Carbone, 2016:152-
154). As chronicles (1881-1924) report, there was
intolerance towards aliens, and suspicious

immigration inspectors, with the aid of interpreters
. asked immigrants about their age, occupation,
marital status... (Da Molin & Carbone, 2016:154),

in other words, historical recurrences repeat
themselves in modern times.

Currently, people migrate not only in search of
labor, but also because of religious and economic
wars: entire families leave poor countries towards
richer destinations. Over the last decades,
migration flows across the Mediterranean
originated from African countries, or Albania,
while in most recent times the radius of migration
from disrupted areas has greatly increased. It is
therefore safe to assert that migrations is a
recurring phenomenon across the history of all
populations: it is an ancient and modern problem at
the same time, increasingly becoming a critical
factor for mankind and contemporary societies,
thus leading to painstaking experiences, marked by
conflicts and sometimes violent miscalculations.

3. MEETING THE FOREIGNER IN THE
“SCHOOL”

Our society has gone multi-cultural, but is also

bound to accept and learn from different cultures,
often characterized by contrasting customs and
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manners; it is therefore necessary to educate our
fellow citizens to acknowledge cultural differences
as a way to enhance our personal cultural track.
The first place where this cultural transfer occurs is
school, ever committed to creating cohabitation
between diverse cultural expressions, thereby
promoting dialogue across cultures and facilitating
a peaceful society.

The above cultural pathway goes through
stages, discovering multi-culturalism inside one’s
own living context, thereby overcoming prejudice
in order to live and work together, to educate
oneself “through the other” in view of a worldwide
citizenship. Promoting the encounter among different
citizens helps comprehend each other, but should
not constitute a resignation to one’s own identity.

In this perspective, the concept of inter-
culturalism entails a moral order, whose inner and
substantial value is, most of all, the individual.
Stemming from this fundamental acknowledgement,
people coming from diverse cultural universes may
overcome their initial rupture by starting to
compare and match cultural diversities, by
interpreting them as a wealth to be understood, as
the basic expressions of a fundamental unity
throughout mankind,

Dialogue is very important for one’s own maturity,
because facing the other, experiencing new cultures
and new religions enhances our growth, we thus
grow up and evolve. [...] This is dialogue, this is
what peace is made of,

stated Pope Francis 1. Within the educational
world, made by schools and universities, inter-
cultural dialogue is a necessity rather than a choice,
because it is instrumental to respond accurately to
different interpretations of our society, and our
political environment. From a pedagogic standpoint,
accounting for such a committing topic requires the
audacity to be aware of reality’s multi-cultural
complexity.

In particular, there is the need to resume and
deepen its inner discourse through broader research,
sharing a common educational path towards inter-
cultural dialogue. Education is meant as an
individual’s route to attain identity, by way of
dialogue and continuous mutual learning. Through
their educational tracks, students must interact with
diverse cultures, therefore needing the necessary
tools to comprehend and connect a foreign culture
with one’s own. Therefore, the schooling system
bears the great responsibility of inter-cultural
education, opening to other cultures in order to
allow individuals to develop their own cultural
traditions.
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3.1 Meeting the foreigner in the “frontier
cinema”. Resuming the concept of outbound
dialogue — based on respect, comprehension and
mutual service —schools nowadays constitute the
primary terrain where integration is cultivated, but
schools are first and foremost educational vectors,
delivering all basic elements to future generations
in order to face immigration phenomena, providing
awareness and keeping clichés at bay.

However, it must be avowed that there also
exist different means and places where diverse
cultures find mutual paths. That’s why it is
fundamental for our students to follow the local
movie retrospective on migrations. We refer to the
“frontier cinema”. The “Migration Cinema” review
offers a wide choice of films and documentaries on
migration phenomena, allowing to reflect in light
of new perspectives.

Movie theaters host human stories, tales of
arrivals and departures, of hospitality and refusal,
marginalization and integration, all inspired by real
facts and our society’s self-contradictory attitude.
Poignant accounts merge with episodes of
prejudice and injustice, where script writers and
directors underscore their outlooks and those of
common people. In our communication society,
the “so-called single-thought that replaced the
debate among different ideologies, is most of all a
single-consciousness” (laroussi, 2005:147).

Since the Nineteen-Eighties, the Italian cinema
paid major attention to social phenomena, as well
as to migration waves towards Italy and the
profound changes it generated across our country
after the arrival and integration of millions of
foreign citizens.

Any video clips, fragments of lives and surreal
stories were shot both by beginners and by
acknowledged directors; the latter is the case of
Gianni Amelio, who in 1994 directed Lamerica
after the exodus of thousands of Albanians to
Puglia. It is also thanks to these movies that
solidarity towards the Albanians grew stronger.
Then came Matteo Garrone with his 1996 Terra di
mezzo, telling the clear-cut story of some Nigerian
and Albanian immigrants in Rome, among
hardships and survival testimonies. The director
highlights a spontaneous or emotional solidarity,
pursuing his artistic research towards “reality”
stories, thus tracing a path that greatly attracted
Apulian film directors, at the same time stressing
different facets of diversity, such as the
“anthropological conflicts” narrated by Edoardo
Winspeare in his Pizzicata.
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Ultimately, immigration is still at the cusp of
“frontier cinema”, maybe representing — as
journalist and writer Oscar larussi underscores —

the most evident and suffered counterpart of
economic globalization in richer Western countries,
the essential ethical and political watershed
between those who criminalize clandestine
immigrants and those who accept them, between
who considers this matter an inevitable trouble, and
who deems it an inevitable resource” (laroussi,
2005:159).

4. CONCLUSIONS

Within this horizon, the very concept of inter-
culturalism entails the idea of a moral order, where
the individual is a fundamental value. Stemming
from this essential acknowledgement, people
coming from different cultural worlds may
overcome the initial unfamiliarity. Because this is
not only a way to respect one another, but rather
puts the interpreter’s pre-comprehension under

scrutiny, so that each and every person may
understand and discuss everyone’s standpoint.
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Abstract: In Romania, the massive flow of refugees entering the European countries is reflected by the media
primarily as a problem of other European countries, because only a small number of migrants cross the national
territory. At the discourse level of the public authorities, the topic is not a major one, the main concern being to
ensure the living conditions for the refugees share allocated to Romania (2000 people so far). The article presents
the findings of the research conducted in the European countries (since the 90s) on the mental health problems of
the refugees and the main types of psychological support developed to deal with this problem. These experiences are
relative to the current context of offering mental health services in Romania, starting from the reality that it is
expected that about 30% of the refugees from the armed conflicts have mental health problems (Steel et. al., 2009),
hence, at least 600 people will have to be supported psychologically (through psychotherapy, counseling, etc.) in the

coming years.
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1. INTRODUCTION

The Romanian media presents many accounts
related to the difficulties of managing a large
number of people who are in transit or who want to
reside in the European countries. Less present are
the accounts about individual cases, about the
refugees’ fates and traumas.

The main topic discussed in the Romanian
media regarding the refugees is the controversy
over the mandatory quota of refugees who will be
resettled in all the EU countries, so that all its
members to contribute jointly in order to improve
their situation. In this case, also, the media
discourse is impersonal, taking into consideration
only the logistical and financial aspects, not the
people who went into exile (who are perceived
predominantly in a stereotypical manner -
Andronic, 2016).

It is foreseeable that the refugees’ situation
will not be in the near future only a topic for the
media in Romania, but it will require intensely the
public services, especially and primarily the
mental health ones. Based on the results of some
reference research (Steel et. al., 2009), based on
the meta-analysis of the literature on the traumas
suffered by refugees, which shows that about 30%
of them suffer from mental health disorders (Steel
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et. al., 2009) one can make a rough estimation: in
the coming years it is possible to be necessary to
provide specialized services to a significant
number of people, possible 600 (30% of the 2,000
refugees allotted to Romania).

2. TRAUMAS AND DIAGNOSTICS

An important number of studies have focused on
the trauma of the refugees from Bosnia-Herzegovina
who arrived in other European countries, these
revealing an incidence of posttraumatic stress
disorder (PTSD) which varied between 45% and
82% for a batch investigated in Norway and between
18% and 33% in the research carried out in Sweden
(Thulesius & Hakanson, 1999). Comparable results
were obtained after studying the incidence of PTSD
in Bosnian adolescents who fled to other parts of
their own country (Hasanovic, 2012). Similar studies
have been conducted on other continents; for
example in the USA, a batch of Bosnian refugees
was examined three and a half years after their
settlement in the United States, and the results show
that “44% of women and 8% of men meet the criteria
for diagnosis with PTSD” (Vojvoda ef al., 2008:421).

At present, the situation of the refugees
concerns us primarily due to the scale of the
phenomenon. The Office of the United Nations



PSYCHOLOGICAL SUPPORT FOR REFUGEES

High Commissioner for Refugees estimated that in
2012 there were over 45 million refugees in
another country, but also within the same country
(Schnyder et al., 2015:267) while in Europe about
1 million refugees arrived only in 2015 (Musaro,
2016:13).

In addition, it is also worrying the very high
proportion of migrants / refugees suffering from
psychological traumas (terms that are used
interchangeably in the media — Musaro, 2016):

However, for the refugees affected by trauma,
usually there isn’t a unique event that leads to
emotional distress, but rather prolonged and
repeated trauma in their home countries, often
exacerbated by more stressful events during and
after their departure (Sonne et al., 2016:2).

Regarding the psychiatric diagnoses used to
describe the medical condition of the approximately
30% of the refugees who have mental health
disorders (Steel et al., 2009), prevailing is the PTSD
(defined by the World Health Organization in ICD
10asa

non-psychotic anxiety disorder resulting from some
exceptional threats or a catastrophic experience that
could cause distress for almost all men,

but there are also others, such as the major
depression (Levecque & Van Rossem, 2015),
somatic disorders etc.

Due to the fact that the refugees suffer from a
series of severe traumas (being very frequently
victims of torture, witnessing massacres and / or
murder of family members, etc.), their diagnosis
proved to be difficult. For example, there are
notable differences in the results obtained by
diagnosing them based on the criteria included in
the DSM 1V, compared with DSM V (Schnyder,
Muller, Morina, Schick, Bryant, and Nickerson,
2015) and even while operating with the “brother”
diagnosis of the PTSD, the complex PTSD
(abbreviated CTPSD), which was introduced in
ICD 11 just in order to capture “repeated, prolonged
exposure to the traumas caused by the interpersonal
relationships”, being particularly relevant for the
groups of refugees “given their typical exposure to
repeated and prolonged interpersonal trauma”
(Nickerson et al., 2014).

The diagnostic difficulties (by default, the
standard intervention) are explained by a variety of
factors, starting with the fact that, due to
resettlement, the refugees cannot access the
different categories of resources (labor relations,
ways of spending their leisure time, etc.) used to
reduce distress, continuing with the type of

traumas suffered as a result of the events they were
exposed to, on the edge of the human condition
(such as, for example, the case described by Rami
Bou Khalil, 2013) or by claiming that refugees
come quite often from countries with a low or
medium level of development, where “over 90% of
people with mental health disorders are not
treated” and “only 13% of the traumatic stress
studies are made in these countries” (Schnyder et
al., 2016:8). In other words, it is likely that PTSD
was not diagnosed in their home countries and was
not treated, and the refugees suffer other traumatic
events on their way to Europe.

Also, a major difficulty in diagnosing refugees
is the fact that PTSD / CPTSD is diagnosed based
on some symptoms that are commonly reported
verbally, while the refugees predominantly come
from cultures where the ability to talk about their
traumas is not the rule, but rather the exception.
Therefore, there are frequent the cases with
“patients who are reluctant to talk with the
therapist about their traumatic experiences, which
is a sine qua non in virtually all evidence-based
trauma treatments” (Schnyder et al, 2016:8).
Hence, in making the diagnosis there are common
situations where refugees prefer to draw, paint,
dance or play an instrument to invoke the
traumatic event, but not to talk about it, even if
direct communication with the therapist is possible
(i.e. without a translator).

To diagnose refugees specific tools tailored to
their culture have been developed or standardized
instruments were used (such as Harvard Trauma
Questionnaire, HTQ), designed to investigate the
refugees affected by trauma, being validated in
multiple languages and cultural contexts (Sonne et
al., 2016).

3. FORMS OF SUPPORT FOR REFUGEES

While the studies on the incidence of PTSD
have been numerous in recent years, those on the
assistance given and their effects are rather rare,
especially regarding the predictors of success of
the intervention. During the last years, it was
investigated the influence of several personal
factors on the success of the intervention, among
which some significant negative predictors of the
intervention proved to be the sex: masculine and
the wvillain status in the country of origin.
Regarding the psychosocial factors, employment in
their adopted country is a positive predictor, while
dependence on the amounts received (without
generating income) and even a high level of
education (in the home country, usually without an
impact in the country of adoption) can be
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considered negative predictors of successful

intervention (Sonne et al., 2016).
4. CONCLUSIONS

Regarding the assistance efforts, they start
from the axiom that the treatment of refugees
(especially of those diagnosed with PTSD)
generates a very complex situation, both for the
patient and the therapist. The vast majority of
refugees cannot be subjected to therapies focused
on traumatic events, mainly due to cultural
differences that make difficult to establish and
maintain a therapeutic relationship. Therefore,
their assistance refers specifically to stabilization,
psychosocial and community support, which are
not always sufficient in helping patients
effectively. Typically, the assistance given to the
refugees from the European countries begins with
a “psycho-educational stage”, after which they can
make the connection between the suffered trauma
and the current symptoms. Afterwards, one can
proceed to the therapy oriented towards the
traumatic event, in which a genuine sensitivity to
the cultural issues should be incorporated:

We treat people, not disorders. As such, culture-
sensitive psychotraumatology means having a non-
critical and empathetic attitude, trying to understand
the cultural basis of each person (Schnyder et al.,
2016:9).
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Abstract: This article focuses on the analysis of social education, redesigned from three perspectives. From a social
perspective, social education is an answer to current and urgent problems of the globalized society (problems of
migration, discrimination, human diversity, etc.). The second perspective is an individual one: a response to the
training needs of the "Z" generation — the generation of digital natives, with a different psychological profile, much
different from the previous generation, the generation that develops the concept of digital citizenship, with well-
defined values. The third perspective is a didactic perspective: how can the intercultural/ social competences be
achieved in school? What kind of strategies, methods, teacher-student relationships can be used to develop a
responsible digital citizenship? A possible answer is an interactive approach centred on transformative learning
based on authentic experiences. This research highlights the practical application of the curricular reform, which
imposed major changes in the design and implementation of Social Education in Romania. As a continuation of
Personal Development at the primary school level, at the second level, Social Education includes Critical Thinking
and Children's Rights, Intercultural Education, Education for Democratic Citizenship, Economical and Financial
Education. These changes confirm the idea that rethinking social education from three perspectives is a solution for

training people for a better world.
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1. INTRODUCTION

Nowadays education is faced with a great
challenge: for what kind of future, what kind of
society are we preparing the young generation
today? What kind of competences must be
developed for the future? The question that was
only getting into shape in the beginning of the
2000s, ,for the first time in the history of
education, we are called upon to educate a
generation of people who will live and work in a
social, working, technological and even
geopolitical environment which is radically
different from the one in which they currently live
and learn” (Hazdilacos, 2003:126) This is a first
paradox of education: we must educate students
for a unknown future. Robinson (2015), has
become today the starting point in reconstructing
many national curricula. As many social scientists
say, today's generations have developed, thanks to
new information and communication technologies,
a new identity — the digital one. This new identity,
specific to the generation of children born after the

year 2000 (digital natives), must be educated in the
spirit of specific values by teachers who are mostly
“digital immigrants”. This is the second paradox:
the digital immigrants (which promote classic
values) have to educate digital native (which have
postmodern values).

2. LOCAL, GLOBAL AND DIGITAL
INDENTITY AND SOCIAL EDUCATION

2.1 Generation “digi” and rethinking social
skills. Today's society, characterized by diversity,
globalization, generalized communication, has a
strong impact on the way in which young people are
trained and on how they get involved in certain
relationships. The sociologists' views on the impact
of society on people’s behaviour, from the famous
work of Naisbitt (1989) to G. Lipovetski (2007) and
Ritzer (2003, 2010), are very clear: we need a
redefinition of some fundamental concepts such as
citizenship, identity, social skills. This redefinition
is urgently required by the globalized society in
which building the identity is subject to pressures
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tied to globalization - localism, standardization -
personalization, active involvement in the community
- acceptance of the majority's opinion. Sometimes
contradictory values intervene in organizing
people's lives, deleting the boundary between
private - public, personal - social, work - free time.
People are forced to find a balance between
"Nothing" and "Something" in Ritzer's sense
(2010). If we add digitization, we will have a clearer
picture of the complexity of the world we live in. To
the multitude of facets of identity (local, national,
professional, global), there is added one more: the
digitized one, which has a very strong impact:

digital communities might not be local, but they
feel local. Members of digital gatherings feel they
belong to a real community, and thus project
themselves into cyberspace in ways that have
meaning and emotional significance (Ohler,
2010:42).

Of course, the coherent, harmonious assimilation
of the identity dimensions implies the formation of
social competences and the promotion of specific
values: tolerance, critical thinking, social responsibility
and social proactivity. Obviously, achieving these
competences supposes pedagogical approaches in
the spirit of the epoch, also taking into account the
psycho-pedagogical portrait of young people.

The characteristics of Digital Age youngsters
are highlighted by psychologists, educators (Veen &
Vrakking 2011), and even psychiatrists (Gold,
2016) that draw attention to the fact that children
today are far different from their parents and
teachers. Although at the beginning of using
computers on a large scale, teachers were more
likely to express their doubts towards computers
and their formative impact, considering them
"dangerous" for health, creates a “copy-paste
culture”  and creates “social inequalities by
widening the gap, creating a new form of social
division and exclusion” (Hazdilacos, 2003:170-
171). Today things have changed a lot: “interactive
digital technology wused with moderation is
extremely good to cultivate and refine children’s
intelligence and education” (Gold, 2016:65).
Moreover, digital technology is considered to have
a formative impact not only on the cognitive
development, but also on the social and emotional
development: social networks lead to the formation
of friendships and offer the possibility of “selective
self-presentation” (Gold, 2016:79), which implies a
(careful?) assessment and self-evaluation of
friendships, images, and self-information.

The “digi” generation becomes so skilled in
using technologies that they are helping their
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parents to use a forum or cell phone, making
possible a “reversed education” (Veen & Varking
2011:57). All these features of the Z-generation /
digi generation must be taken into consideration in
designing education, therefore school's role must
be redefined according to the digitalized,
globalized society’s values.

A solution is represented by the constructivist
paradigm that promotes student centred learning,
learning in groups, learning in an emotionally
positive context. In constructivism, learning means
to create together with the colleagues and the
teacher the meaning of new concepts. The
curriculum is ,,negotiated” by students together
with teacher.  Another characteristic of the
constructivist paradigm is the accent on a
pragmatic learning, on authentic learning, that are
in fact learning centred on competences. H. Siebert
(2001) argues that competences must be formed in
a real context, through the contact with
experiences, and students must be taught in a real
context through exploration. That is why the
experiential learning meets the requirements of
competence-based curriculum and “standing
comfortably in postmodernism, gains an
increasingly privileged place as a method of
cultivating desire and forming an identity” (Usher,
2014:310).

From this perspective, the relationships
between teachers and students and the community
need to be reconsidered. Teachers are forced to
assume roles of change agents (Fullan, 1993)
facilitators, producers of new experiences that
capitalize on the community’s educational
potential, outdoor education, distance learning.
The teaching style must be change:
experimentation is a attractive and motivate way of
learning. The social competences can develop only
through practice (social exercises!). Teachers and
students, together, have to practice democracy,
tolerance, critical thinking and social commitment.

In this context the subject Social education
become an useful instrument to make change in
students mind set and behaviour. Students have to
develop the ability to understand the complex
world and its problems, the new sense of
responsibility and cooperation. Rethinking social
education is a solution for training people for a
better world.

2.2 Social Education in Romanian National
Curriculum. In the Romanian curriculum, the
Social education subject matter is offered in the
framework of education approved by OMENCS
no. 3590/05.04.2016, in the Human and Society
curriculum area, with an allocation of time of 1
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hour/week, during each of the four school years. In
accordance with the provisions of the Educational
Framework, within the Social Education subject
matter there are studied: in the fifth grade -
Critical Thinking and the Child’s Rights, in the 6th
grade - Intercultural Education, in the 7th grade -
Education for Democratic Citizenship, in the 8th
grade - Economic and Financial Education.

The curriculum was established based on both
national and European and international documents:
the Universal Declaration of Human Rights (1948),
the United Nations Convention on the Rights of the
Child (1989); Council of Europe Strategy for the
Rights of the Child: 2012-2015; White Paper on
Intercultural Dialogue, Living Together Equals in
Dignity, adopted by the Council of FEurope
(Strasbourg, 2008); Education for Democracy,
United Nations Resolution A/67/L.25 (2012);
Council of FEurope Charter on Education for
Democratic Citizenship and Education for Human
Rights (2010); Declaration on the promotion of
citizenship and the common values of freedom,
tolerance and non-discrimination through education
(Paris Declaration, 2015); European Parliament
Resolution on the promotion of youth
entrepreneurship through education and training
(2015/2006 (INI); The Final High-Level Principles
on Financial Consumer Protection, document promoted
by the G20 Finance Ministers and Central Bank
Governors, October 2011. (Social Education Syllabi
2017:3). Social Education at second level is rethought
as a continuation of the Personal Development from
the primary level, as a new subject matter
introduced in the national curriculum in 2013.

The “Personal Development” subject matter
promotes learning activities aimed at developing
the learner's ability of self-knowledge and at
expressing in a positive way his / her interests,
skills, personal experiences, relationship and
communication skills, reflections on learning.
(Personal Development Syllabi no. 3418/ 19.03.2013).
The skills to be formed through this subject matter
are: manifestation of interest towards self-
awareness and positive attitude towards oneself
and others, adequate expression of emotions in
interaction with familiar children and adults, use of
skills and attitudes specific to learning in the
school context. A novelty of this subject matter,
Personal Development, is given by the particular
emphasis on the students’ emotional, social and
professional development. Capitalizing on pupils’
actual life experiences underpins the authenticity
of learning. There is a permanent reporting to what
they think and feel, as well as to how students
behave. The contents of the curriculum provide the
opportunity for learning situations that enable

students to become aware of who they are, to
analyse their own emotions, to relate to others
(diversity), to be motivated to learn successfully,
to explore what professions / jobs they would like
to have. Also, another novelty of the curriculum is
the possibility of implementing integrated
activities or diversifying/expanding extracurricular
activities. The skills and attitudes developed in
Personal Development are those transferable
acquisitions needed to achieve school, career and
personal success.

All these aspects are found in the new Social
Education curriculum at secondary level. The
complex register of didactic strategies, suggested
by the curriculum, stimulates the active
involvement of pupils, individually or in teams. It
is recommended to stimulate students' creativity by
using interactive teaching and learning as well as
assessment methods.  Successive  analyses,
moments of self-assessment and reflection provide
children with the necessary framework for
internalizing thematic concepts, for developing
self-confidence, for shaping a positive outlook on
their personal resources. Particular attention is paid
to exploring interests and to practising learning
skills, to identifying past experiences and to
learning about students' expectations regarding the
activities to be carried out.

At the end of each module, students are invited
to express their emotions about what they have
discovered or experienced. Exhibitions or
discussions based on their portfolios are
opportunities for discovering and affirming
students’ interests and aptitudes. Thus, the context
of expressing emotions and attitudes towards
progress in learning is created. Reflecting "together"
on individual or team-created products contributes
to the development of group cohesion. Constructive
feed-back, inter-evaluations contribute to creating a
secure, non-labelling environment in which students
practice social skills such as cooperation, offering
and receiving help, affirmation of an opinion,
respect for the other.

2.3 Intercultural Education as a dimension
of Social Education. The analysis of the role and
place of intercultural education in the curriculum
in Romania in the last decade highlights the
change of perspective on the need for intercultural
competences in the new socio-political context.
For example, a study related to students' perception
of the need for intercultural education, showed
clearly the formative impact of intercultural education.

Those students which have attended intercultural
education think that school has an important role in
forming the intercultural competences, underlying
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the fact that this type of education leads to the
development of values and attitudes which are
specific to the present society: respect for each
other, promoting diversity, cooperation. (Pavalache
etal., 2014:451)

Table 1. Frequency of formative effects of attending an
intercultural education course (Pavalache et al.,
2014:451)

Frequency
49%

Categories of answers

Acceptance of the different
one/tolerance/empathy

Training skills of
cooperation/teamwork/adjustment to new
situations

Promoting interculturality, knowledge and
understanding of other cultures

Other answers

27%

9%

15 %

And yet, at that time, intercultural education
did not have a well-represented status in the
national curriculum. Although there are concerns
regarding the intercultural dimension of education,
the status of intercultural education in the
Romanian school still remains, today, poorly
shaped, both at the level of teachers’ training and
students’ education.

In the curriculum for initial and continuous
teacher training through the psycho-pedagogical
training programme (offered by the Teacher Training
Department), conducted on two levels (level I -
graduate school; level II - master studies), the
intercultural education exists only at the second level
of training, as an optional subject matter. Intercultural
education appeared in the Romanian curriculum for
secondary school as an optional subject matter in
2008, year considered the one of intercultural
dialogue, as a result of the Order no. 1529 of the
Minister of Education and Research which stipulated
the introduction of diversity issues in the compulsory
curricula. In a national study on the syllabus of the
intercultural education subject matter, conducted by
Ivasiuc, Koreck and Kovari (2010), they outlined the
following shortcomings of intercultural education
syllabus: lack of the procedural nature of intercultural
education, of its continuity throughout the school
cycles; lack of student reflection on their own
personal, social, cultural identity; dominant emphasis
on the transmission of contents; lack of a genuine
dialogue with the others, specific to the constructivist
pedagogy. All this studies reflect the necessity to
rethinking the role of intercultural education as
important dimension of social education.

Restructuring the Social FEducation subject
matter has been imposed by at least two factors:

1. students’ and their parents’ cultural
diversity as a result of the labour market mobility,
the economic crisis, the globalization of society in
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general, changing in lifestyle as result of the digital
age.

2. training students' intercultural and social
competences depends on the teachers’ competence
of promoting diversity, of developing specific
social attitudes.

Beginning on September 2017 the Social
Education and intercultural education will have a
compulsory and important role in Romanian
national curriculum as a result of education
specialist efforts to offer a new, postmodern
perspective on social education. From a social
perspective, social education is an answer to
current and urgent problems of the globalized
society (problems of migration, discrimination,
human diversity, etc.). The second perspective is
an individual one: a response to the training needs
of the "Z" generation. The third perspective is a
didactic perspective:  an interactive approach
centred on transformative learning based on
authentic experiences.

3. CONCLUSIONS & ACKNOWLEDGMENT

The new curriculum, elaborated on the basis of
the documents that give directions at European
level, changes both the status of the subject matter
(intercultural education is compulsory, starting
with the sixth grade, for one hour a week) and the
teaching-learning method, in line with the
constructivist model of learning.

The recommended teaching strategies for
intercultural education are the interactive ones,
which involve practicing the main social
behaviours and attitudes, usable in learning
situations as concrete as possible, close to pupils'
life  experiences. Project-based learning is
encouraged (various project themes with a
formative impact inspired by social events in
which students participate are suggested). It is
important to highlight that, in new curriculum of
Social Education, the project is 25-30% of learning
activities. The project-based learning will be made
not only in formal context (in classroom). The
nonformal context and cooperation between
students, teachers and local community are encorujed.

Evaluation is also rethought from the point of
view of competence-based learning, in line with
the learning activities. Thus, methods of formative
assessment, with emphasis on the systematic
observation of the student's behaviour are
suggested, with the observation grid as a tool, in
which are to be noted behaviours such as: spirit of
collaboration, capacity to assume a role, initiative,
adaptation, acceptance of different opinions
coming from another colleague, etc. The analysis
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of school documents (especially Social Education
syllabi) in general, but also our own research
related to the subject of intercultural education,
especially highlight a change of approach in the
design, implementation and evaluation of these
subject matters. It is, in fact, a new vision on social
education interpreted from a current perspective:
pragmatic, global, digitized. Introducing Personal
development in primary school as a foundation for
a solid social education is a sign of concern from
the decision-makers towards the quality in
education, where individual and social development
are mutually supportive.
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Abstract: This article discusses the problem of teachers' formative impact on the development of specific
psychosocial competences in nowadays world: tolerance, cooperation, intellectual courage, critical thinking, etc.
Nowadays there is a gap between the students’ and teachers’ psychological profiles: students are digital, and
teachers are analogue. In these circumstances, the question arises: Can teachers be promoters of social changes for
students in the digital society? In what way? The psychosocial competence, understood in a constructivist way as
anticipated by Dewey, can be found in contemporary professionals in social sciences and educational sciences:
teacher as agents of change (Fullan, 1993), teachers as facilitators of learning (Siebert, 2001), teachers as "public
intellectuals" (Aronowitz & Giroux, 1997). Are teachers aware of their role as agents of social change? The main
goal of this study was to analyse the teachers’ perception on their role as promoters of social values in the digital
society. A questionnaire regarding students’ and teachers' perceptions on teachers’ role as agents of social changes
and focus-groups were used. A number of 160 participants were included in the study, teachers and students, from
Transylvania University of Brasov. Conclusion: One of the main conclusions to be drawn is that teachers must
adopt a new mentality about their role in education, their pedagogical practice and professional identity. To
develop the new digital citizenship and to promote social values, the new communication technologies are helpful.
Teachers can be promoters of social values only if they use the new communication technology in a critically and

constructive way.

Keywords: social changes, teachers; teaching, digital society

1. INTRODUCTION

The large-scale use of new communication
technologies has increasingly changed people’s
lifestyle, starting with paying billing to relating to
each other. In this context, of the digitalized
society, teachers must be able to cope with the
demands and opportunities of new information and
communication technologies. We cannot talk about
school without making any reference to the type of
society in which it exists, because, on one hand,
changes in society are reflected in the educational
environment, and on the other hand, school is or
should be the main factor of supporting and
promoting change in society. Knowledge of social
conditions, of the current culture and civilization
and of the evolving trends is a must for any teacher
who forms the citizens of tomorrow's world.

Moreover, the teacher himself must be an
example who promotes social values, who
practices democracy, who practices, together with
students, freedom and responsibility for decisions
making. But, nowadays, are the teachers prepared
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for developing in their students the social
competences necessary for the digital age? This
question becomes more interesting as the
generation of postmodern students, characterized
as "Homo zappiens" (Veen, Vrakking, 2011)
because of growing up while using modern
technology (mobile phone, computer, iPod, MP3
player) since early childhood, is attracted by the
visible aspect of the learning experience.

The use of new communication technologies
by students induced major changes in play,
networking and learning, sometimes creating huge
discrepancies between generations, especially
between parents and children, children and
teachers. This is because "Homo =zappiens is
digital, whereas school is analogous" (Veen,
Vrakking, 2011:11). They learn and play in a
global and digital culture. If we add to these
characteristics of society the values that dominate
postmodernism (hedonism, individualism, etc.), we
will have a clearer picture of the challenges of
education today. So the postmodern student's
psychological and pedagogical portrait is different:
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the postmodern student is the product of the
globalized, super-tech society, based on
consumption, on the power of image, on creativity
and adaptation, focusing on efficiency / utility and
pleasure. In a digital society, knowing these
students’ characteristics is a prerequisite for
designing authentic learning experiences for
developing social competences and promoting
digital citizenship.

2. TEACHERS AS PROMOTERS OF SOCIAL
CHANGE

2.1. Teachers and teaching in digital age.
One of the greatest challenges for teachers in the
digital age is the use of new information and
communication  technologies in  designing
teaching, learning and assessment and in
promoting the values of digital society: connectivity,
responsibility, critical thinking, creativity, digital
citizenship.

The teaching profession is associated with
several fundamental categories of roles, supported
by most systems of teacher training: design,
management and organization of learning
activities, psycho-educational counselling,
classroom management, communication with
students, parents and colleagues, lifelong
professional development, participation in the
improvement of the educational process and
innovation in school, providing educational
services to the community, etc. (Potolea, 2003).
Within these "classic" roles and competences, sub-
competencies that reflect new roles and
responsibilities required by new generations of
students and the demands of a changing society
have appeared: use of a variety of educational
strategies and particularly those centred on the
student; capitalizing on methods of learning about
one’s personality in order to identify students’
individual profiles and to provide appropriate
support during their development in school,
selecting contents and methods that will stimulate
students' interest and motivation, promoting a
system of values specific to a democratic society;
supporting local community involvement in school
and extracurricular activities; involvement in
action research, etc. In the digital age, the teachers’
role must be redefined according to the new
demands of society/community and students. We
need a new definition for “the competent teacher”
or good teaching. The International Society for
Technology in Education has develop standards for
teachers in order to meet the students’ needs and to
improve the learning environment teachers should:

1. Facilitate and inspire student learning and
creativity;

2. Design and develop digital age learning
experiences and assessments;

3. Model digital age work and learning;

4. Promote and model citizenship and
responsibility;

5. Engage in professional growth and
leadership (https://www.iste.org/docs/pdfs/20-

14 _ISTE Standards-T PDF.pdf.)

These standards reflect the evolution of the
teaching profession through a new approach. The
traditional model of learning and teacher training
must be changed with an “open” model of
education (open education in its various guises can
help people benefit from learning, for those who
may not have otherwise had the opportunity)
(Blessinger & Bliss, 2016:46). According to Sandholtz
et al. (1997), teachers must use the technologies at
stage 5- invention, which means that teachers have
integrated the potential of technology with their
personal vision of teaching and learning. Teachers
cannot promote values of the digital age if they
don’t understand their own role in a technological
age and don’t assume a digital citizen identity.

2.2 Teachers as promoter of social change.
Can teachers be promoters of social changes for
students? Are teachers aware of their social role in
the global, changing and communicated world?
Are teachers prepared for their complex social
role? What are the teachers’ beliefs about this role?
An interesting answer is given by recent studies on
teachers’ beliefs about technology (Ertmer &
Ottenbreit-Leftwich, 2010; Ertmer et al., 2012):
the alignment among pedagogical beliefs and
practices:

teachers were able to enact technology integration
practices that closely aligned with their beliefs. For
example, teachers who believed that technology
was best used for collaboration purposes, described
interesting projects in which students collaborated
with local and distant peers. Teachers who believed
that technology provided more opportunities for
student choice, described examples in which
students chose to demonstrate their learning using a
variety of technology tools (Ertmer et al.,
2012:432)

Other studies (Hattie, 2014; Voinea & Palasan,
2014; Voinea & Bota, 2015; Senge et al., 2016) on
teachers’ beliefs and teacher identity demonstrated
that it is necessary to know the teacher’ mental
structure in order to change the educational
system.
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Teachers needs to change their own mental
structure and system of values according to the
new social responsibilities in order to become a
promoter of social change and psychosocial
competences. The psychosocial competence,
understood in a constructivist way as anticipated
by Dewey, can be found in contemporary
professionals in social sciences and educational
sciences: teachers as agents of change (Fullan,
1993), teachers as facilitators of learning (Siebert,
2001), teachers as "public intellectuals" (Aronowitz
& Giroux, 1997).

Dewey has the merit of highlighting the
teacher’ role as a community member and as a
trainer of social life and, thus, social progress.
First, Dewey emphasizes the social dimension of
education and the major social role of the teaching
profession which is to help the child (the future
adult) to live in society. Significant in this regard is
the statement expressed in his pedagogical belief,
"education is a process of life" and this process
must respect and adapt to the social conditions in
which the school operates. Dewey demonstrates
that education cannot be analysed outside the
complex interaction between the individual and
society because

if we eliminate the social factor from the child, we
only have an abstraction; if we eliminate the
individual factor from society, we have an inert and
lifeless mass (Dewey, 1992:48).

Adjusting Dewey’s point of view to the digital
society becomes a great challenge for teachers
(who are digital immigrants!): to promote and
develop a new culture of learning and teaching
based on values such as: creativity, responsibility,
critical thinking, etc. Therefore teachers must
change own mind set and see themselves and be
seen as a social values promoter. Teachers must
practice together with students the social values of
digital society and use creative and responsible
learning methods. It is about the methods most
liked by students, involving interactions with
colleagues, exchanging views, which affectively
contaminate in a positive way but whose formative
effect is minimal.

The false modernity of methods and teaching
aids (power-point presentations which require
students to be passive) may be counteracted by the
teacher’s competence, who can decide which
method is best for his students in terms of learning
experiences. The teacher's ability to reflect on their
own teaching behaviour, critical thinking,
objective self-assessment, pedagogical creativity
that allows him to adopt authentic teaching
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approaches, etc. are professional qualities
indispensable for any teacher. As promoter and
trainer of active and responsible social behaviour,
the teacher can train only the social skills that he
has got, is aware of and develops on a daily basis
in relation with the students and the community
members.

Moreover, teachers have to assume and
promote digital citizenship that implies responsible
behavior with regard to technology use.

3. CAN THE TEACHER BE A PROMOTER
OF SOCIAL CHANGE IN THE DIGITAL
AGE? - AN EMPIRICAL RESEARCH

The main goal of this study was to analyse the
teachers’ perception on their role as a promoter of
social values in the digital society. A questionnaire
regarding students’ and teachers' perceptions on
teachers’ role as agents of social changes and
focus-groups  were used. A number of 160
participants were included in the study, 80
teachers (54,76% teachers with less than 10 years
of experience and 45,24% teachers with an
experience of over 10 years in the field) and 80
students, from Transylvania University. The
statistical ~analysis of the results of the
questionnaires revealed the following:

Teachers see themselves as having an
important role in promoting school change: 53,1%
of teachers and 39,1% of students consider that
“Teachers have an important role in promoting
change in school.”

The perception on how they are prepared to
face the challenges of the digital society is more
nuanced: 43,1% of teachers are undecided, 6 %
are strongly disagree and 7,1% are strongly agree
with the statement “Teachers are ready to face
challenge of digital society™.

Frequency

T

Stranzly azres

T
Stranzly d sag-=e  Tlizagres Jndzrid=d Ehield

Fig.1 Teachers are prepared to meet the demands of
digital society



TEACHERS TODAY - PROMOTERS OF SOCIAL CHANGE?

Comparing teachers’ perceptions to students'
perceptions, we notice a small difference between
the two categories of subjects: 54,3% of students
are undecided, strongly disagree 4,3%, agree
10,9%, disagree 28,3% and strongly disagree
4,3%. These answers demonstrate that the skills,
values, and behaviors specific to a changing
society are not yet visible. Teachers are not
perceived as promoters of digital age values. The
first three values that students notice in teachers’
behaviour and teachers values are presented in
Table 1.

Table 1. Students’ and teachers’ values

Teachers’ Percent Students’ Percent
values valus
Cooperation 39,3 Cooperation 26,1
Creativity 44 Rightness 23,9
Rightness 41,7 Empathy 13

These values correlate with  students'

preference for teaching and learning methods. The
teaching methods that students want teachers to
use and that which they actually use are the
following: project (43%), debate (23%) critical
thinking methods (17%) and methods based on
new technology (34%). This demonstrates that
students prefer methods that allow expression of
opinions, creativity and cooperation.

All of the above-mentioned data demonstrates
that although teachers perceive and are perceived
by students as striving to face the challenges of the
digitized society, there is a discrepancy between
perceptions and behaviours. On one hand, the
distance between statements / perceptions and
behaviours is natural, on the other hand, the
difference between the effective behaviour and its
perception (how visible it is to the others) indicates
that the behaviour has not yet been effectively
consolidated, it has not become a routine, a
characteristic of the person.

A possible explanation for this discrepancy
may be that the teachers in the research are not
digital natives, and 45% have experience of over
10 years in the field and have still intern barriers
(self-efficacy, pedagogical beliefs) as Ermet &
Ottenbreit-Lefwich (2010) demonstrated. These
conclusions are underlined in the focus groups
analysis. The analysis of the focus groups held
with teachers has highlighted the fact that teachers
make a great effort to meet the needs of new
student generations. This effort is reflected not
only in the perception of their role in school and
society, but also in their classroom behaviour:
using teaching methods and evaluation that
promote cooperation, critical thinking,

encouraging the expression of different opinions,
using new technologies in the communication with
students.

Even if teachers use the technologies in
teaching, they still have a traditional behaviour: “it
is a technology trap”, says a teacher (L.B) with an
experience of over 10 years in the education field:

To put the old knowledge in power-point is not a
pedagogical innovation, but it is a new approach to
understand that the students need to analyze and
select the information, and teachers have to
motivate students to work together and search
information in order to create a personal point of
view on a problem”

Referring to Sandholtz et all (1997) typology
of using ICT by teachers, (entry, adoption,
adaptation, approbation, invention) we noticed that
most of the teachers which participated on focus-
group are in stage 3 adaptation (teachers adapt
their style to new technologies demands and
students learning needs) or 4 approbation (teachers
have confidence in using technology and develop
new teaching methods). The teachers which are in
stage 4 approbation have less than 10 years of
experience in education field.

The analysis of the focus group with students
highlighted the fact that students particularly
appreciate the teachers which use the new
technologies ("speaking on their own language")
which are active in the virtual environment and
promote digital citizenship. An example in this
sense is the opinion of a student describing the
portrait of a "digitally updated" teacher as "a
teacher who knows how to use social media and
Internet resources in teaching and assessing, who
encourages the use of these tools and discusses
about the advantages and disadvantages of
technology with the students". (N.D-student).
Students have stated that teachers with less than
10 years of experience in education field are
comfortable with technology and motivate students
to use it in professional and personal life with
responsibility and creativity. Teachers which can
maximize the technologies’ advantages and keep
the balance between personal and digital life, are
social models for students.

4. CONCLUSIONS & ACKNOWLEDGMENT

One of the main conclusions to be drawn is
that teachers must adopt a new mentality about
their role in education, their pedagogical practice
and professional identity. In order to develop the
new digital citizenship and promote social values,
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the new communication technologies are helpful.
Teachers can be promoters of social values only if
they use the new communication technology in a
critically and constructive way. They have to
integrated the technology with their pedagogical
belifs about teaching, learning and assessment and
in their professional development.

Another important conclusion is that students
need to see that the teacher is a model of the digital
citizen and promoter of social values: a teacher
who searches and selects relevant information on
websites, who asks and creates new
questions/challenges for students; a teacher who
has pedagogical beliefs and promotes these
values/beliefs in his classroom practice; a teacher
who believes in his socio-professional role and
believes in his students’ creativity.

This teachers who are “digitally updated” are
still a minority. The difference between teachers’
and students’ perceptions is normal, but at the
same time, this difference must become a concern
for teacher training programs.

Although the present study does not have a
great power of generalization, it outlines valuable
research directions of research on teachers’
training. A practical recommendation that can be
made based on this research is that teacher training
programmes should include successful learning
experiences based on  information  and
communication technologies. Teachers need to
successfully test the usefulness of new
communication technologies to build confidence in
their ability to form social competences for
students who are digital native. They must begin to
develop new learning environments for students
who are digital natives.
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Abstract: We live in a knowledge-and-learning-based society. Human learning experiences multiply, diversify, expand
to the level of the entire society and they spread throughout lifetime. Starting from the premise of a formation-
information relationship, found in any educational course, information gains ground to the detriment of formation.
Should pre-industrial societies hold the forming of characters as their major goal, in the industrial society, and in
particular in the post-industrial society, education’s formative traits are gradually marginalized, in favor of excessively
and exclusively cultivating the thirst of being informed. Thus, humanity reaches a point of being informed only for the
sake of information, in the absence of value or awareness of selection and use of the avalanche of data that overwhelms
the contemporary man'’s life. Thus, we witness a loss of the true paideia meaning of education, whose components are
vital for any educational process all over the world. Intercultural pedagogy has come into existence at the same time
with appearance of cultural globalization, as a necessity of educating people able to live in a new world due to their
human qualities. The success of such an endeavor is given by the very return to the MAN, to the cultivation of his
humanity, through transmitting in him adequate attitudes toward the infinite human diversity and by facilitating
solidary interactions among people and relationships based on mutual recognition and respect. The survey made
through the current research intends to identify a set of attitudes manifested by students, their approach to the Others,

but equally, the sources of their becoming human beings in a dynamic and polychromic world.

Keywords: paideia; intercultural pedagogy; formation vs information,; cultural pedagogy

1. INTRODUCTION. FROM PEDAGOGY OF
CULTURE TO INTERCULTURAL
PEDAGOGY

Pedagogy of culture appeared during the first
quarter of the twentieth century, as a distinct branch
of the pedagogical thinking, under the influence of
the German philosophy of values. Its foundations had
been laid by the German pedagogist Eduard
Spranger, who attributed culture a fundamental role
in the process of human development and its
humanization. The cultural substance of human
existence and its axiological universe, come back to
actuality. Education is the one to achieve the
alteration of objective values into subjective values,
through completion of three steps: receiving cultural
values, living the values through vibration of the
subjective spirit in contact with superindividual
values, and finally, creating new values that enrich
the already existent cultural universe. Thus, through
education, man is connected with spiritual values,
through which he manages to create an authentic
personality for himself. Spranger achieves an ideal
typology of human personalities, in accordance with

the interiorized fundamental wvalues, types that
compose a genuine “scheme of understanding” of the
person, having the manner of relating to the world of
values for a criterion. The pedagogical requirement
that results from his theory consists of differentiated
treatment of students, based on the interiorized
values, values that guide their conduct. Pedagogy of
culture, in turn, manifests as pedagogy of diversity,
by promoting and following the human being’s
uniqueness and individual particularities. R. Meister
is another representative of pedagogy of culture, who
defines education as “guiding the young generation
with the help of adults, in order to explain the
inherited culture”, a statement that highlights the role
of education in achieving the “cultural heredity”
(Cucos, 1995:35-36).

Established at the intersection of some disciplines
in the area of socio-humanities, pedagogy of culture
leads to an awareness of the role of education and
implicitly, of culture, in the process of forming man
and human communities, for achieving social
progress. Intercultural education is the greatest
challenge for education in the contemporary world.
It implies a particular form of pedagogy, as a
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theoretical-methodological ~ foundation of  this
educational process — intercultural pedagogy — and
the development of a psychology adequate to it —
intercultural psychology. It is revealed the fact that
the origins of intercultural pedagogy are in the
conflicts and dilemmas generated by cultural
pedagogy, which, in the contemporary pedagogy,
trigger off two divergent movements, relating to the
society’s axiological field in the educational
performance. On the one side, the American
progressivism appears to sustain the importance and
predominance of changes over permanencies, on the
other side, the perennialist pedagogy appears to
promote stability, constancy, on the background of
human nature’s universality, specific to the European
space. This difference of approach between the two
cultural spaces (American and FEuropean) is
explainable through the fact that the U.S.A.
represents the most heterogeneous society in the
world, from the cultural standpoint, it being a society
mostly made up of immigrants. The original
population (American Indians) represents less than
one percent of the entire country’s population, which
has stirred interest for this area and the appearance of
the first intercultural educational enterprises, of first
teaching methods adjusted to ethnic diversity, at the
beginning of the twentieth century (1920). Ethnic and
racial conflicts of 1943 (especially the ones in
Detroit) led to pedagogists’ interest in the current
semantic form of the concept of intercultural
education. Nevertheless, in Europe, the interest in the
interculturality issue begins to manifest only in the
years of 1960-1970. The waves of immigrants that
came to very advanced countries in the post-war
years made Louis Meylan proclaim the virtues of
intercultural education in Europe, in the years of
1950. Only in 1981, is the phrase “intercultural
education” officially used, within Project no. 7 of the
Council of Europe, with regard to the education for
the immigrants’ children. Then, it was taken over and
developed by the London’s Institute of Education,
within the 1982 and 1984 conferences (Paun,
2002:187). This gap of almost half a century in
promoting intercultural education has, at its base, the
diverse spiritual geography and socio-cultural
evolution of the two continents. However, both
orientations (progressivist and perennialist) are
exclusivist and unilateral, since they absolutize either
permanence or change.

During the same period of time (the sixties),
intercultural psychology derives from social
psychology, and it focuses on comparative studies of
intergroups, which, yet, annihilates itself gradually,
through their degeneration into a total cultural
relativism. Therefore, the center of interest of studies
moves toward individuals/groups in contact with one

74

another and coming from diverse cultures, which
most often suggests relationships of incompatibility.
This new orientation gives birth, in the years of ‘80s,
to “ethnic psychology” (Berry: 1985). The very
concept of intercultural education correlates with an
older concept, of Anglo-Saxon-multi-ethnic-
education that gained grounds in the U.S.A., Canada,
Australia, etc. after the year of 1960. Intercultural
practices were, for a long time, limited to minorities’
problems, ignoring the macrostructural issue of
transnational “‘cultural borrowings” (Nedelcu, apud
Paun, 2002:187). Progressively, the perspective of
approaches becomes broader and intercultural
education does not longer addresses migrant students,
like the German “auslander pedagogik” did in the
past. Intercultural pedagogy becomes a “pedagogy
that aims all students, to enhance solidary interaction
while respecting cultural diversity” (Dassen,
1999:42). It will develop under the pressure of crisis
generated by the failure of schooling migrant

children and of the inter-human relationship
difficulties, between migrants and the host
population.

2. POST-MODERN PEDAGOGY - FAILURE
OF PEDAGOGY OF CULTURE AND DEATH
OF PEDAGOGY

The matter of post-modern world becomes a
source of new imperatives in the world of culture
and education. The waves of migrants that the
Western Europe witnesses make this side of
Europe become more and more heterogeneous,
from ethnic and cultural perspectives, causing an
increase of interest in interculturality. The
migrationist phenomenon is intrinsic to the
contemporary world; it cannot be stopped and it
leads to the formation of multicultural societies
that are more and more vulnerable from the
axiological standpoint.

What characterizes the current social and cultural
landscape is the avalanche of random and irrational
changes that result in genuine Brownian
movements. The avalanche of changes causes
radical alterations in the cultural and spiritual
physiognomy of the epoch and assiduous quests for
finding a new identity (Ilisoi, 2005:45).

This phenomenon starts during modernity and
becomes radical beginning with the former half of
the twentieth century. Modernity’s project of
human emancipation, which originates in the
illuminist thinking, failed. “Cultural shock”
(Toffler, 1973), cultural change that we now
witness, have been caused by the erosion of bases
and values, by the axiological vacuum created, by
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the accelerated pace of changes. Toffler defines his
coined phrase as “an effect that immersion into a
foreign culture has on unprepared visitor”, which
explains, to a great extent, its disorientation and
frustration feelings (Toffler, 1973:10). The dissolution
of the value framework proposed by the classical
humanism, through ‘truth’, ‘good’ and ‘beautiful’,
left behind an empty space, which was later on
invaded by material assets and the appearance of
man enslaved by them. Despite the generalization of
communication during the information era and of
globalizing projects, we discover our own
powerlessness in perceiving the world and humanity
as a unitary whole. At the same time, society’s
functioning under the authority of economic
principles (principle of productivity, efficiency
etc.), promotion of material values to the detriment
of spiritual ones, exacerbation of competitive
environment gradually led to betrayal of ancient
Greek inheritance, of its pedagogical matrix, of the
model endowed with a profound anthropocentric
character. If the core of education is considered art,
the era of character formation nowadays,
formation of personality or spirit become obsolete.
Michael R. Allen rhetorically wondered, by means
of his book’s title — “The Death of Pedagogy?”,
once he had discovered the transformation of
education as pedagogy, into education as
management (Stan, 2004:25). Within this
managerial scenario, the relationship trainer —
trainee is altered, it becoming a contractual
relationship, whereas education becomes merely a
process of information, skills or competences
transmission. The American philosopher, John
Dewey warns out, on this inadequacy:

When the acquiring of information and of technical
intellectual skill do not influence the formation of a
social disposition, ordinary vital experience fails to
gain in meaning, while schooling, in so far, creates
only "sharps" in learning -- that is, egoistic
specialists (Dewey, 1972:9-10).

In theory, it is necessary for a focus shift on the
formative dimension of the contemporary education,
without neglecting the information dimension. In
practice, in the field of education, it was proven that
information and formation are intimately connected
and interdependent. Information forms or shapes,
which implies a selection of information with
maximum formative potential. It is complementary
with formation in the field of information, it is vital
under the circumstances of the current information
explosion, whose finality consists of acquiring
cognitive autonomy and forming axiological
awareness, by formulation of some selective value

criteria, analysis and application of information.
Beyond the theoretical approaches, the pedagogical
reality marginalizes or even ignores the formative
role of education, whose resources are to be found in
the very power of culture and values. “School has to
keep assuring, free of cost, the teaching of some
disciplines in connection with the simple personal
perfection” (Bruckner, 2002:121), this being the
very antidote to an excessive Pragmatization of
knowledge. Revitalization of axiological education,
of education through values and in favor of values,
presupposes the identification of a secure value
system:

education needs to focus on a congruent axiological
system, relatively imperturbable, attached to some
constant and fundamental values, which are able to
avoid the contemporary world’s destruction and
vulnerability (Cucos, 1995:15).

These  requirements imposed on  the
contemporary education, are also found in the
educational ideal of ancient Greek culture, expressed
through the general term of paideia. We equally find
it in the Spartan model of education, centered on
physical exercises and acquisition of military virtues,
as well as in the Athenian educational model that
promotes the harmonious development of individuals
through gymnastics and music.

Greek discovery of Man is not the discovery of
subjective Self, but the awareness of the universal
laws of human nature. The Greeks’ spiritual principle
is not individualism, but ‘humanism’ (...); it
designates Man’s education to reach his perfect shape,
his authentic human nature (Jaeger, 1998:13).

Through the pedagogical humanism, the
Greeks place education in the center of the world,
and they attribute it the mission of developing the
human subject in its integrality. ‘Kalokagathia’
embodies the educational ideal of the ancient
Greece and promotes the value triad: beautiful
body, kind soul and truth-thirsty spirit. It is
suggestive that the term ‘paideia’ is translated into
Latin by Varro and Cicero as ‘humanitas’. In this
context, the aim of the educational effort consists
of the achievement of the human ideal, which
implies a special meaning of culture, perceived as
“the status of a fully developed spirit, for which all
virtuosities have been implemented, an individual
that has truly become Man” (Marrou, 1997:162).
Apart from personal perfection, classical education
contributes to creating the culture community:
“communicating in a common ideal, in a common
conception on man’s essential finality and of his
means to achieve it” (Marrou, 1997:163). The
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failure of pedagogy of culture is tightly connected
with the abandonment of this meaning of
education. The phrase “pedagogy of culture”
achieves the connection between pedagogy, culture
and education, connection that covers the semantic
richness of each of the terms and reflects

the most wonderful meeting occurring in the
universe: the meeting between man and nature,
between the man who produces culture and the
culture that makes the man (Sacalis-Calata, 2005:6).

Developing reflection on man and on human
becoming, pedagogy of culture becomes a source
of wisdom. What the world today misses is this
very wisdom, to which knowledge is a necessary
condition, yet not a sufficient one. “Sophrosyne”
(< Greek) represents, for the ancient Greeks, the
state that one can achieve while reflecting on man,
on his place in the world and on his becoming and
his perfection. It consists of “self-control” and
“temperance”. Its etymological meaning is of
“health of the thought” and it is mentioned by
Plato, together with “harmonia” (< Greek), whose
Pythagorean semantics is left behind, to underline
the harmony between the parts of the soul.

Likewise, one of modernity’s errors consists of
identifying learning with education. If learning is
centered on cultivating logical and technological
intelligence, while being neutral from the
axiological standpoint, education operates at the
level of human consciousness and it leads to the
formation of the axiological intelligence. Ancient
Greeks made clear distinction between “phronesis”
— the practical intelligence -, and “episteme” — the
scientific knowledge. An increased focus on
learning to the detriment of education gradually
leads to the risk of

appearance of a foolish scientist who, despite his
education and intelligence, will destabilize the
entire planet due to the fact that his knowledge
lacks the capacity of judging the good from the
evil” (...). It is not the logical or technological
intelligence that separate humans and cultures, but
the axiological intelligence. This is the territory
where angels and devils fight for the human soul
(...), whereas the mind and the logical intelligence
are, more or less, universal and the same with all
human beings and cultures, the soul and the
axiological intelligence continue to be particular
and subjective (Sacalis-Calata, 2005:18-19).

On a long term, the consequence of this
approach consists of an internal, dehumanizing
involution, to which an increase of discrepancy
between external evolution and the internal one is
added. “Learning without educating” is the
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tendency that will lead to the appearance of the
destructive neo-barbarism. The same distinction
has been supported by Mircea Malita (2001) when,
approaching the twentieth century’s geo-
modernity, he uses the phrase “ten thousand
cultures, only one civilization”. If the benefits of
civilization may become visible coherently, at the
entire planet’s level, cultures exist only through
their uniqueness and their particular spiritual
physiognomy. This truth opens a possible way of
reconstructing humanity and the human, by
promoting  universal = communication  and
understanding beyond cultures’ diversity. The
Romanian scholar, Vasile Parvan, while analyzing
the cultural phenomenon, claims that the release of
culture’s formative energies represents a process
that will never be obsolete. In his opinion,
education through culture has the role of assuring
life’s spiritualization following the motto of the
<eternal human validity>" (Huma, 1987:175).

3. RECONSTRUCTION OF THE PAIDEIA
MEANING OF EDUCATION - THE
PREMISE OF INTERCULTURAL
EDUCATION

If pedagogy is both a science of education and
of culture, the abandonment of the paideic
meaning of education is nurtured by the
evolutionary meaning of culture: “The tragedy of
modern culture consists of keeping away the
content of culture from the scope of culture —
cultivation of personality” (Simmel, 1998:210).
Exacerbation of learning to the detriment of
education, and of information against formation,
are as many ways of distancing from the paideic
act. The premises of authentic education are built
of a general human feature — the man as a cultural
and educable being. As an initiation within the
value system, education implies a system of
authentic values, geberally human. This is the path
for forming characters, as a relational-valuable
dimension of the human personality, of the
formation of attitudes that are connected to
personal values and beliefs. Within the topic of
interculturality, the place and role of attitudes gain
an overwhelming significance. Cultural diversity
generates diversity of human behaviors. In this
context, the “Copernican revolution*“(Cucos,
2000:120), which education is called to achieve,
consists of promoting the relationship with the
Other, accepting Alterity/Otherness, manifesting
solidarity, establishing a relationship with
Diversity and Change and, not the Ileast,
establishing the relationship with the Self. All of
these represent, in fact, a system of attitudes that
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form in the proximity of the value Man. By Man,
culture may become a connector. The Man is the
common factor, although cultures Manifest
heterogeneous forms. Culture is the one that may
facilitate consensus and understanding among
people, at planetary scale, on condition of its tying
to the universality of the value Man. The real
spiritual geography imposes this approach. On the
large and mobile scale of postmodernity’s values,
the Man as a supreme value, needs to prove
himself a model in education. Authentic human
interactions involve the existence of a value
continuum, of some stability and of some firm
axiological landmarks.

Formation of attitudes represents a complex
and long-lasting process that, apart from
understanding and interiorization of values,
implies an affective learning. The conative
component of attitude is built on the cognitive one,
energetically supported by the affective one.
Intercultural education thus becomes more than an
attitudinal assembly, it will be a state of spirit,
based on love and respect for humans.

4. CASE STUDY. ATTITUDINAL
CONFIGURATIONS AMONG STUDENTS

The study aimed at achieving a radiography of
the attitudinal system of the student population. At
this point, a pre-survey was made to validate the
relevance of the instruments used and to establish
operational variables. The sample under analysis
consisted of 51 subjects (22 of whom were first-
year students, and 29 were third-year students).
The selection of the years of study was not
random; on the contrary, it aimed to identify the
contribution of academic education on formation
of the students’ character, value system and
personal beliefs. The investigation method applied
was a standardized test for the assessment of
attitudes (Carter, 2015:69). The test was translated
into English and adjusted to the Romanian
population by Mihai-Dan Pavelescu. It is made up
of 25 closed items. For each of the statements
formulated, respondents were given a 1 to 5 scale,
where 5 stood for “I agree/ it characterizes me the
best”, whereas 1 stood for “ I do not agree/ It
characterizes me the least”. Assessment of results
was made, during the first stage, based on general
scores obtained by each of the respondents. Then,
during the second stage, there were selected the
relevant items for the identification of attitudinal
expression in relation with the reference values of
their personal conception of the world and life
(values: Man, solidarity, trust, awareness of the
current status of the human society etc.).

The intervals of general scores obtained by each
of the subjects, holding interpretative values were:
(1) Total score 90-125 reflected an open and positive
attitude to life, both professional and personal,
perceived as such by people around; (2) Total score
65-89 — although, in general it reflected a correct
attitude, it can be improved. It was recommneded
that, from time to time, a self-analysis should be
made, to examine not only the attitude toward duties
but also toward the other people in our society and
everywhere else; (3) Total score under 65 — being at
the inferior limit of the score, it may reflect attitude
problems (negative attitudes), especially in relation to
items that scored 3 points or less than that. In these
fields, attitude needed to be examined and modified.
Self-knowledge based on inner dialogue and on
interactions with the others is an essential condition
for the conversion of negative attitudes into positive ones.

Starting from these intervals, following the
data analysis, it was found out that 84.31% of the
respondents were placed on the upper part of the
scale, based on the general score obtained, and
15.69% were placed at the middle of the scale. The
absence of negative attitudes suggested the fact
that the respondents were part of a segment of
population educated at military institutions, where
competence of citizen and the civic spirit were
indispensable  characteristics of the future
professional combatants. The distribution of
subjects on the two intervals of scores, in
accordance with the year of study, was balanced,
which gave credit to both high-school education
and to higher education. None of the subjects of
the test was placed at the inferior limit of the score.

The first statement of the test was significant
for the topic under discussion: “I am proud of my
nationality”. The average score obtained, in this
case, was 4.51, on a scale of 1 to 5, which proved
the existence of an accentuated feeling of
belonging to the Romanian socio-cultural space.
The cultural identity built through education is the
expression of national character, through primary
personality. Another relevant item was item 4, that
proposed the following statement: “Primarily,
people are all good”. The average scored given to
this item spread on the interval 2.93 to 3.50. This
score suggested the presence of a certain level of
distrust, suspicion with regard to appreciating the
human being, whose effect would reflect on the
quality of interpersonal relationships. The inability
of associating good to the quality of humans,
discolsed a negative perspective on life, which
education was called to ammeliorate. Item 4
correlated positively with item 10, which proposed
the statement: “There are very few people whom I
know I could not trust’. The average score
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obtained in this case was 2.55, thus confirming the
previous score. Nevertheless, the situation became
balanced through the openness manifested by the
respondents toward the Others. For item 16: “I try
to understand the Other’s point of view”, the
average score was significantly higher — 4.30.

Items 18 and 20 proposed statements that
scrutinized the attitude to Others, the subjects’
availability to know the Others and offer them joy.
Both items scored between 3.30 and 3.50. Apart
form the temperamental structure (introvert/extrovert),
these scores were the effect of the socio-cultural
environment where these young people were formed.
Their preoccupation for personal development and
the gaining of a social and professional status to
provide them satisfactions represented natural
manifestations of the human nature. What young
people were concerned about was the excessive
self-concern, to the detriment of others, a natural
consequence of a world that promoted individualism
and egolatry. Their attitude to the world was of
interest, as it was expressed by means of the
information explosion and of violence escalation,
defining characteristics of the contemporary epoch.
In both cases, young people manifested a balance
attitude, without extremist tendencies.

The sample under investigation was placed on
the segment of 18-21 years of age, which
explained the expectation attitude, lacking active
or direct involvment in the the current world’s
problems. The theoretical approaches of various
subject-matters, the abundance of information,
represented but one stage in their formation for
life, the young people being aware that this step
was necessary but not sufficient. Information about
life and humans could not guarantee a better
world. The subject-matter that the students found
purely formative could be grouped into two
categories: on the one side, there were the socio-
humanities, which, due to their content, were able
to transmit information with a highly formative
impact, on the other side, there were subject-
matters belonging to various disciplinary areas,
due to the human model offered by the professor
associated to them.

5. CONCLUSIONS

The reactivation of the ancient model, promotion
of socio-humanities (marginalized in the technocrat
society), a serious selection and preparation of those
called to perform education acts could offer new
chances to education. These could be the ways for
unlocking the connection channels with the Others,
for anihilating the dangerous indifference and, not the
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least, for the moral and spiritual recovery of
humanity. Revitalization of the ancient Hellenic time,
by demolition of old landmarks and beliefs and the
installation of a deep disappointment, leads us to
culture. Culture represents the only firm and
authentic value which can help us save the “most
precious gift offered to mortals” by gods (Marrou,
1997:164). Then, as well as now, under the
circumstances of cultural globalization, there was
launched the phrase “citizen of the universe”
(nowadays, “citizen of the planet”). The formula
developed by the Stoic thinking, proposed as an
antidote against the harshness of times, revendicates
its actuality.
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Abstract: The article will elaborate child sponsorship and how the organizations are affecting children in
developing countries and also the donors, also known as “adoptive parents” in the Czech Republic who are helping
children - Bwindi Orphans and Adopce na dalku®. They are both working in Uganda and their work is very
appreciating. The aim of the article is therefore to grasp the anthropological perspective programs through distance
adoption of two groups of participants involved - themselves "adoptive parents" and implementers of the program.

The partial aim of the research is through semi-structured interviews to map the motives of participants for
participation in the program based on their socio-cultural back-grounds. Based on the themes will be searched
reason that people choose this way to "learn"” and financially support unknown children living many hundreds or
thousands of kilometers away, or that they do this kind of development co-worker involved in the position of
intermediary organizations. Secondary is to convey insight into the meanings that respondents attach to programs
and explain to them by their involvement in the program expect. Specifically, the intention will determine how
"adoptive parents" perceive sponsorship of children, and the answer to the question whether their participation in
an expression of solidarity and effort to help, or whether this is perceived only as financial help to someone who
needs it, or their actions attributed to others (hidden) meanings. The ultimate aim of the research is to explore ideas
sponsors and implementers of the world in which children live sup-ported, because it can be given to the position of

both groups involved in the program assume that their ideas are in some way different.

Keywords: education; poverty; child sponsorship, health care; Uganda,; Bwindi Orphans

1. INTRODUCTION

In modern times, the social and economic
development of various countries and regions
depends on how they are or are not able to participate
in the globalization process. In connection with the
notion of a linear development, through which all the
world's coun-tries and regions towards an imaginary
peak consisting in modern industrial society were
developing countries since the days of colonialism
gradually drawn into the processes of modernization,
through which they reach the level of developed
countries already.

One of the means to help the poor areas in the
path of the level of industrialized countries, ware
and still are considered to education, which is to
this day regarded as a means of achieving
development. In this context, since the post-war
years created distance adoption programs that are
trying to change this situation. Currently, there is
no doubt that long-distance adoption is a
phenomenon in the field of charitable programs,
which annually attracts more potential "adoptive

parents", whether by individuals, institutions or
collectives who have for involvement in any
motives and attach it certain meanings. Uganda is
a presidential republic and stretches on an area of
237.000 km2. Its located in Eastern Africa,
bordering with Kenya in the east, to the north by
South Sudan, the Democratic Republic of Congo
in the west, Rwanda in the southwest and Tanzania
in the south. The population is around 38 million
inhabitants, many of which half are under 14 years
of age. Population growth rate is 3.37%; life
expectancy 58.7 years; infant mortality rate is
6.6%. The official languages are English and
Swahili, the most widely used language is
Luganda. Illiteracy in Uganda reaches 30.1%
(39.6% women, 20.5% men).

2. THEORETICAL APPROACH TO
EDUCATION

Education is essential for the development of
individuals and communities everywhere. Most
developing countries, does not have the necessary
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funds or experts to build a quality education. Most
developed countries of the world, on the contrary
multiply their wealth mainly because they invest in
education and building a knowledge-based
economy (knowledge economy). Education is now
often characterized as a so-called common-pool
resource. The basic assumption of this contention,
however, is the opportunity to apply their
education in an appropriate job. If that option is
not available, the surplus of educated people
without regard to may cause trouble. Educated
person without a job corresponding to their
qualifications may be socially stigmatized. Must in
fact give up expectations that it awoke school and
accept a menial job.

Developing countries still limits the lack of
educated people, plus their development threatens
the "brain drain" to the rich countries. Education is
directly related to the ability to innovate. Educated
people are more likely to come up with
innovations that are driving development. Degree
of innovation, measured must login patents and
inventions, it is one of the basic indicators of
development of society and is directly related to
economic growth.

3. EDUCATION IN AFRICAN UNION

Today, there are over Africa elementary and
secondary schools. All children, however, cannot
yet go to school and is typically in schools, are
more boys than girls. Education in developing
countries suffers from two problems: limited
access to public education and low quality.
Curricula are often copies of FEuropean or
American curricula are outdated, too academically
challenging and inadequate age and practical needs
of children in the country. The world is needed by
UNESCO 35 million qualified teachers.

3.1 Child sponsorship. Sponsoring the
education of children is a form of development aid.
It is aimed at children who live in conditions of
absolute poverty. The aim of all such projects
worldwide implemented dozens of organizations is
to provide access to education and information for
children whose parents or guardian’s can’t afford
to pay for costs associated with school attendance
and who in many cases do not appreciate the
importance of education. In developing countries
are routinely collected for school fees and it is
necessary to have school uniforms, textbooks,
exercise books and other school supplies.
Expenditures for all of these items are for parents
intolerable. Through intermediaries it is paid donors
all necessary expenses, primarily just tuition, teaching
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aids, the mandatory uniform. Some organizations
pay the sponsorship amount also health insurance
or a regular health checks and food.

Child sponsorship allows an individual,
typically in a developed country, to sponsor, or
fund a child in a developing country until the child
becomes self-sufficient. This could mean
financially supporting the education, health or
security of the sponsored child or in some cases all
of these. This could also mean contributing more
widely to the child's community developing
without directly helping an individual child. One
estimate is that over 9 million sponsors provide
over US $5 billion to child sponsorship programs.
Other sources state the amount of child sponsorship
funding is closer to US $3 billion per year.

3.2 The situation of education in developing
countries. Sub-Saharan Africa is the most affected
area with over 32 million children of primary
school age remaining uneducated. Essentially this
concerns Sub-Saharan Africa where more than half
of children receive an education for less than 4
years. In certain countries, such as Somalia and
Burkina Faso, more than 50% of children receive
an education for a period less than 2 years.

The lack of schooling and poor education, have
negative effects on the population and country.
The children leave school without having acquired
the basics, which greatly impedes the social and
economic development of these countries.

4. BWINDI ORPHANS PROJECT

4.1. Child sponsorship in the Czech
Republic. The Czech Republic has a project
sponsorship children experience both in the
position of the recipient and the donor role.
Organization Plan International states that in 1947
launched projects to help children who have been
affected by war, Czechoslovakia and Poland. Its
operations in communist countries but had to quit
in 1949 because of the suspicion from the
authorities.

In 1993 it was in our first project started
sponsoring children Caritas. The popularity of the
project has since increased, which shows not only
increase the number of children supported by
Caritas Prague, but also a growing number of
organizations, which initiate the implementation of
similar projects. There are currently at least
nineteen of those organizations, which include:
ADRA Zlin, Humanistické centrum Narovinu,
Humanitas Afrika, pro-Contact o.s., Diecézni
charita Plzefi, Nada¢ni fond Inka, SdruZeni Ceska
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katolickd  charita, Diecézni charita Ceské

Budé¢jovice, Nadac¢ni fond Nehemia, etc.

4.2 The selection process for inclusion in the
project. Self-help groups in Uganda elected
village committee where social workers cooperate
with our partner organizations. Selection often
takes place in several rounds and deciding vote.
The basic criterion is poverty and the fact that a
child without the help of the project can’t go to
school for financial reasons, or would have the
following reasons schooling quit. To select the
children in the project is contractually inadmissible
discrimination on grounds of religion, caste or gender.

From child after payment amounts - in about
three to four months - will receive a letter. The child
then writes twice a year and once a year adoptive
parent receives an annual report with the school
results, a letter from the director of the center.
Grading system in individual countries and regions
differ and coincide with the Czech system. Most
children manage to write letters separately, one assist
social workers. When a child finishes school and no
longer needs financial assistance, adoptive parent
gets called “Leasing form” (proof of termination of
adoptions). Furthermore, the positive effects of a
thank-you letter from the child. Adoptive child may,
however, over the center continue to send letters
advised not to send any donations. On the African
situation is that literacy is quite high - 73.8%. In
Uganda, compulsory schooling, poor Ugandans that
prevents access to education

4.3 Bwindi district. Bwindi National Park is
located in southwestern Uganda in lowland and
mountain forests. Its area is 320 km®. Soroti
district is the main municipal, commercial, and
administrative centre of Soroti District in the
Eastern Region of Uganda.Bwindi - Buhoma
Community Primary School completed the year
2009 thanks to the care of sponsors in Buhoma
Community Primary School 63 children.

4.4 Analysis. Bwindi orphans officially began
in 2006, but as a guide to the founder Katerina
Andrlova came to Uganda earlier (approx. 2004).

Main tasks are: financing schooling and basic
needs of children who are either complete or
partial orphans or come from extremely poor
families; the payment of school fees, uniforms and
school supplies; raising the level of schools that
supported children attend; payment and providing
regular medical care supported children; search for
products sales, which make older children or their
families; organizing package tours to the area
associated with staying within villages. The whole
process of getting new kids in Bwindi and new

sponsors has been started by founder. Then also
added Soroti region and today has Bwindi Orphans
the program, over 200 children. Education in
Soroti Primary School, Angola, completed in 2009
a total of 70 children.

The success of the project is also the
continuation of children studying at college or high
school. Over the period of work in the areas of
college launched a study on 10 children between
2013 and 2014, while the total number of the two
girls. 5 attended high school children in 2008, 8
children in 2009, 6 children in 2011 and 25d¢ti in
2014. The study in high school and college were
implemented in Bwindi region. It also should be
noted, however, that the project was completed
some children, in 2008, ended one child, and in
2011 completed the four children in the region of
Bwindi and 1 child in Soroti region.

Sponsors can visit adoptive children once a
year, which is impossible with other organizations.
The Bwindi Orphans has only two areas in which
the schools are located. Thus they can sponsor
their child to visit, get to know or to check whether
the child has everything. In each area one or two
local assistants who communicate with founder
and inform about changes etc. also give attention
to children slept on mattresses which they bought
sponsors whether they receive to eat and whether
you regularly go to school.

Sponsors who are going to look at their child is
completely engages in the cell cycle. Each of them
goes with one suitcase with her things and others
with things for children. Some of the things you
unfortunately have to buy on site, and personally,
because it is impossible to send things by cargo.
Most things on the way lost, damaged or wanted
were large fees. Implementation of projects is of
course dependent on donations, the funds received
are used to finance tuition fees and necessary
teaching aids.

4.5 Education changes of Bwindi Orphans.
Since 2006, Uganda educated children free of
charge but the child must have school uniforms
and school supplies, which is for children from
poor families a really insoluble problem. There are
in Uganda three types of schools: public and
private schools, community (exist in the village,
mostly in a number of people who have influence,
collected money for college from the people in the
village), the next thing is that teachers in schools
do not receive any State money so because of that
it pays "tuition fees". In elementary school tuition
is 5800 crowns. This amount includes school
supplies, food (2x daily), and health care and
school uniforms. Items that are taught in
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elementary school are very basic, 1 to 5 classes are
taught in the native language, then in English. In
the classroom there is only one textbook and all
children must enroll in the workbook. Children
learn math (addition and subtraction), geography
(Uganda and neighboring countries) and English
from the first year.

The problem occurs even when the child who
has his donors do not attend school. In this case
you need to know know for what reason do not go
to that school. It may be that it has a lot of work at
home (which is very often the reason), or is afraid
to go to school. The child gets to school learns at
least basic English and has higher visibility, gain
confidence. Children receive two meals per day
(maize porridge) and an important health care
when a child has malaria dare not go to the doctor,
children could walk to the doctor when they are
unwell. In Bwindi is an American clinic, but over
time there are working locals with medical
university. In Soroti is a small clinic, but only for
drug delivery or infusion etc. In more severe cases,
the patient has to be carried to the hospital.

5. ADOPCE NA DALKU®. CONCLUSIONS

Arcidiecézni charita Praha has established
project Adopce na dalku® in 1993. Since then,
though donors from the Czech Republic allows
selected children receive education, in their natural
and cultural environment that, together with other
development projects, while promoting the
development of the whole community. The
benefits of high efficiency, transparency and
sustainability are the results of this process of
development cooperation.

Currently, the projects development Centre and
its donors help more than 16,000 children in India,
Uganda, Congo, Zambia, Thailand, Belarus,
Lithuania and Kazakhstan. These are children from
the poorest families who for financial reasons,
previously unable to attend school or the school for
the same reasons had to leave prematurely. The
annual amount of money is 4.900/6.000 CZK
(India), 7.000 CZK (Uganda and Congo),
5.000/8.000 CZK (Zambia), 5.500 CZK
(Thailand), 6.900 CZK (Lithuania and Belarus)
and 6.500 CZK (Kazakhstan). For this amount of
money the child will get school supplies, uniforms,
basic health care and also it will pay for the school
tuition. Also the 20% of the amount will support
small and larger project, support the community in
which child lives in, renovation of school etc. Also
parents or guardians will get Literacy courses. The
child is chosen by local committees, that means
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priests and social workers, representatives of the
local community. The criterion is the need of the
child and the motivation of the whole family to
participate in the project. Age, gender or religion
does not play a role in the selection.

The largest part of the money is used to secure
school supplies, compulsory school uniforms,
basic health care and at least one meal a day. The
Fund gifts, which represents 3% of the total, are
children according to options bought and
distributed fairly practical gifts according to the
selection committee (eg. Mosquito nets, sleeping
mattresses, etc.).

Part of the money goes to fund local community
whose proper functioning is essential to the life of
children and adults. People in the villages are forced
to seek work in the cities, there often ends up in the
slums, in worse conditions than they had at home.
The village and remain only old people and children,
people between 18-35 years are almost there.
Functioning community in the villages can satisfy all
business and social background, to avoid having to
go to the cities. Money from the fund will make it
possible to develop projects that teach skills of local
people, for example, needlework, bee products
(honey) etc. Products from these people will be sold.
The contribution from the Fund local community will
also be determined on adult education and cover the
costs associated with treatment and treatment of
injury or acute health problems of the community
members.
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Abstract: Foreigners who are even minors have a "double problem". Because they are foreigners can have
problems assimilating into society and tensions are created between them and the society that welcomes them.
Conflicts may arise in relation to the culture to which they must be faithful. As young people can be characterized
by typical problems of adolescence (internal conflicts, peer conflict identity problems). The result of being both
foreign and young often places them in the situation of having less security and less rights than their Italian peers.
The purpose of this paper is to provide a look at this situation to provide data on the conditions under which minors
are subjected to the justice system with particular emphasis on young foreigners. The data analysis shows an
increase in the number of arrests in juvenile delinquents as well as an increase in the percentage of proceedings
initiated against young foreigners. In fact, the highest percentage concerns their arrests. The analysis of other data
shows that when foreign youths "meet” the law they have a higher probability of being easily placed in detention
facilities than Italians of the same age. In the face of this situation, however, we believe that in the absence of forms
of inequality and attitudes of discrimination against foreign minors, they should be made subject to the same
treatment opportunities reserved to Italian peers. The data allow to record some changes, Especially in the context
of the possibility of taking alternative measures of detention. The world of justice must avoid both the risk of double

punishment and that of a double right, that is, of an unequal right between Italians and foreigners.

Keywords: juveniles; foreigners; penalty; prison; rights

1. INTRODUCTION

Foreign minors often have problems
integrating into Italian society. The two principal
reasons for this is their young age, and their
different cultural background. As a result, they
tend to have fewer rights and less security with
respect to their Italian counterparts. The aim of this
study is to provide data regarding the treatment of
foreign juveniles in the Italian justice system. The
authors are of the mind that it is important to create
secondary and tertiary prevention services in order
to decrease the likelihood of recidivism, as well as
to promote positive and appropriate integration of
the minor into the social fabric of their adopted
country.

The most common reason for which minors
leave their homeland is the search for a new way
of life (Melossi & Giovanetti, 2002). Persichella
(1996) wrote of “advance socialization”, a term
that refers to the expectations of well being that a
foreigner might associate with a particular place.
These mental images are often generated by the
mass media, as well as by relatives and friends

who have already emigrated. These youngsters are
often disappointed upon their arrival in the new
country, leaving them in a state of relative
deprivation, frustration, and tension, which are
significant risk factors for the commission of
crimes (Bernstein & Crosby, 1980; Brown,
1995/1997).

The percentage of foreigners convicted of
crimes in Italy has increased over the last decade
when compared to the number of convicted
Italians. This is true for all crime categories:
production and dealing of illegal drugs; theft;
robbery; receiving of stolen goods (fencing);
contraband; rape; and homicide. There are many
reasons for this phenomenon. Among them are the
conditions in which these immigrants find
themselves upon their arrival in Italy; how their
previous expectations measure up to the reality of
their new existence; how successfully they
reintegrate with their families; their ability to enter
into the work force; and the influence of both
Italian and foreign organized crime groups
(Barbagli, 1998; Coluccia et al., 2011; Di Nicola,
2010; Russo et al., 2010). Foreign minors are often
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recruited by criminal organizations, or by
compatriots who aid them in becoming involved in
criminal activity, especially prostitution and drug
dealing.

When considering minors’ rights (UN
Convention on the Rights of the Child, 1989;
Guidelines of the Committee of Ministers of the
Council of Europe on child-friendly justice, 2010)
the role of cultural mediator takes on a particularly
important role within the juvenile prison system
(Minister of Justice circular from the Department
of juvenile Justice No. 6, 2002 — Guidelines on
Cultural Mediation in Juvenile Justice Services).
Cultural mediation acts to facilitate relationships
between individuals from ethnic minority groups
and related social services that are in place to serve
them. The cultural mediator aids the foreigner in a
variety of ways, for example, by teaching him how
to behave appropriately in different situations, and
by sensitizing him to the customs and way of life
in Italy. The cultural mediator also actively
participates at various phases of institutional life,
such as helping the minor to communicate with
juvenile justice officials, and with relatives. In
addition, the mediator also aids the minor’s family
in navigating the Italian legal system.

Because religion plays such an important role
both in Italian, and in other cultures, religious
freedom is guaranteed in Italy. Article 58 R.P. and
Article 26 O.P. state that detainees are free to
profess, study, and practice their own religious
faiths. The celebration of Catholic religious rites is
guaranteed in Italian detention facilities, and those
belonging to other faiths have the right of access to
ministers from their own religion in order that they
may worship.

Physical activity and social interaction are also
two important components when dealing with
juvenile delinquents. With the aim of promoting
recreational and sport activities within juvenile
detention centers (IPMs), the Department of
Juvenile Justice has established agreements with
numerous sports associations throughout Italy. In
addition to this, many individual detention centers
have set up collaborative relationships with local
voluntary and Third Sector associations, in
accordance with Articles 17 O.P. and 68 R.E.

The right to access to medical care by
detainees is also stipulated in Italian law:

foreigners are automatically enrolled in the
National Healthcare System for the entire time in
which they are detained or interned in penal
institutions (SSN: Servizio Sanitario nazionale).
Such persons have the right to equal treatment and
full equality to any free citizen, regardless of their
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immigration status [...] detainees and the interned
are excluded from having to financially contribute
to the SSN.

2. TREATMENT OF FOREIGN JUVENILE
DELIQUENTS

Once a foreign minor has entered into the legal
system, he must face up to certain realities such as
impending incarceration, and many of the factors
related to being “an immigrant” (Nathan, 1990;
Raison, 1978). It is quite common to find histories
of parental abandonment; physical and
psychological violence; prolonged separation from
loved ones; and forced assimilation into criminal
groups when looking into their backgrounds
(Augg, 2000; Fabietti & Matera, 1999). There also
appears to be a general lack of sensitivity toward
these young people and little appreciation for what
they go through. If awareness were increased,
better overall treatment planning could result. One
potentially helpful strategy might be to allow the
subject to tell his own story in his own words,
allowing him to reassemble any internal breaks,
thus aiding integration into his “new world” (Le
Breton 2002). In theory, a foreign minor who has a
run-in with the law has certain options at his
disposal, but due to lack of funding and resources,
these minors are often unable to access them.

3. TREATMENT APPROACHES IN ITALY

By analyzing various treatment approaches in
several juvenile detention centers, it is evident that
IPMs are committed to guaranteeing prisoners’
rights, which include the right to education and
placement into the job market; religious
expression; and access to cultural, recreational, and
sport activities, in addition, to maintaining contact
with the outside world, including family members.
Moreover, all IPMs offer workshops and
professional training courses with the aim of
promoting integration and cultural exchange.
These courses encourage both self awareness, and
awareness of others who are different.

IPMs from Catania (Asero, 2010), Catanzaro
and Turin report positive experiences regarding the
centralized role of cultural mediators and
volunteers who act as a support system for these
young immigrants through such deeds as arranging
telephone calls with family members, and
providing access to interpreters.

Other IPMs from Florence and Bologna
(Abbiati, 2010), on the other hand, report a lack of
resources and funding necessary to create
appropriate treatment plans. They cite, for
example, the under utilization of cultural mediators
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who are often marginalized and relegated to the
singular role of interpreter. Cultural mediators are
typically only available on an hourly basis, and are
not considered to be an integral part of the
treatment team. Short stays in IPMs are also
reported to be problematic: repeated transfers
make it impossible for staff to get to know the
minor in order to create an individualized
education program. Other related problems include
finding employment; learning the language
(Italian); becoming autonomous; procuring all
necessary documentation needed to live in Italy;
and the absence of family. Under present
conditions, cultural mediators are wunable to
formulate an accurate picture of the culture from
which a foreign minor comes.

4. CONCLUSIONS

There are many risk factors associated with
foreign minors who commit crimes, and
intervention is essential in addressing such topics
as immigration status; geographical distance from
parental figures; lack of permanent housing;
involvement in organized crime groups; difficulty
in ascertaining true biological age; sense of
belonging to his culture of origin; and various
cultural-linguistic obstacles. The ability of the
public sector to handle these difficulties is limited
due to lack of funding and resources in general. By
reaching out to local public and private
organizations, management and staff attempt to
find creative solutions to these challenges.

A foreign minor must go through the process
of constructing his own identity. This presents both
a risk and a resource for the young immigrant. If
he is unsuccessful in finding his own identity, he is
in danger of losing it altogether. It is therefore
necessary to implement a methodology that joins
together criminological treatment and
psychological counseling, as well as an
anthropological/ ethnographic perspective in order
to truly understand the delinquent act and to help
the juvenile in constructing a stronger self-identity
(Grinberg & Grinberg, 1990). When there is a lack
of sufficient time and means needed to establish a
true relationship with the juvenile, and the plight
of immigrants is generalized in the minds of those
who serve them, the creation of pre-packaged
responses that are poorly tailored to the specific
needs of the minor in question is likely. The
difficulties associated with implementing and
successfully concluding a treatment program is
highly conditioned on mental health services and
outside organizations. Collaborating with these
organizations is fundamental not only with respect

to scholastic, social, and work integration, but it is
also important in guaranteeing continuity of the
treatment that was begun at the IPM.
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Abstract: In people’s eyes, migration reminds of a controversial attempt to overcome cultural, economic
discrepancies and conflicts between the richest societies and the poorest ones. Meanwhile, suffering and struggling
migrants are stuck in the middle of nowhere, running the risk to be offsite and wrapped in a ‘double absence’
paradox (Sayad, 2002): the absence and distance from their homeland versus the absence from illusory shelter
communities, in which they are incorporated but excluded too, at the same time. As if migration itself were
considered equivalent to criminality and being immigrates were a crime in disguise, regardless of illusions,
shattered expectations (Sayad, 2002, 2004), or patriotic nostalgia, social exclusion becomes dangerously the
anteroom of their criminal involvement really, leading to judicial troubles, up to imprisonment as the worst end of
their hopeful journeys. Just considering life conditions of foreign delinquents in Italy, they are the most
marginalized repentant people among the marginal inmates themselves (Vatrella, 2015), victimized by a double
exclusion (Delle Vergini, 2004). Not only in the case of adult inmates. After committing crimes, juvenile immigrates
seem penalized too: being more excluded from legislative benefits as foreigners and more exposed to vulnerability
as minors behind the bars (Maurizio, 2006). Therefore, this paper focuses also on how penitentiary educators are
called to feed and personify the intercultural vocation of inclusion and mediation: to let every prison apply for
educational city community (Federighi, 2016) from the inside out and avoid to be misconceived as a place at risk of
ideological extremist radicalization, nowadays.
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1. MIGRATION: BETWEEN PREJUDICES specially in the last decade, the old reassuring

AND PARADOXES

Migration is one of the most controversial
issues we are talking and thinking about nowadays.
Why? What migration reminds of in people's eyes?
It seems embodying a controversy itself, so often
closed to turn into a political and ideological
conflict, worldwide based upon the discrepancies
and unbalances between the eastern or southern
underdeveloped poorest societies where migrants
and immigrates come from generally, and the
western richest ones towards they are generally
directed, in order to get sheltered and multiply their
chances for better lives and existential conditions. In
the common opinion, all the efforts made by
migrants for trying to overcome troubles of any sort
(poverty, illness, war, persecution, economic and
cultural deprivation, etc.) are overshadowed by a lot
of consistent prejudices radicalized in the western
world. No exception made for Europe, nor for Italy.
In fact, regardless if migrations have changed their
physiognomy, trajectories, routes and reasons

prejudices have remained quite the same, especially
towards male migrants and immigrates. As
following: “they are all illegal immigrants!”; “they
all come here in our country!”; “we should avoid let
them build up mosques because we are not allowed
to build up churches in their countries”; “they come
here to steal our jobs, working in the black market”;
“whoever come here, they are the worst!”; “less
immigrates, less criminals™; “in fact, they are all
imprisoned”; “they come here to get health
assistances paid by us”; “they are privileged in the
assignment list to obtain a house”; “they steal away

our women”; “for our sake, there is a strong

nationalist conservatory right party”; “it would be
necessary school classes only for foreign
immigrates”; “some would allow them to vote for

politics just because they vote all for left parties” ;
“they don’t want to be integrated”; “we have to stop
their disembarkations on our lands!”; “how is
possible they accept to work for few money in
return?”’; “we must help them in their countries!”
(Civati et al., 2010:1-15).
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Thus, we should wonder if the integration
patterns of migrants depend on the objective
situation lived by the foreigners or on the social
representation about them, based also on the
pervasive and quite dysfunctional mass-media
messages which are widespread throughout
different educational agencies. It might be
recognized the influence not only of the objective
factors, referring to the real migrants and
immigrates life conditions, but also of the
subjective ones, referring to representations and
imagines about migrants themselves, which are
strong enough and efficient to determine
conditions, characteristics and even the results of
the social integration patterns (Catarci, 2015:39).

We cannot deny migrants and foreign
immigrates are forced to face prejudicial and
stigmatizing walls, alongside the material and
spiked impassable ones, currently dividing the
most welcoming societies by the most rejecting
ones, the paradise they dreamed for salvation by
the hell on earth recreated by blindful hyper-
nationalist politics. Meanwhile, suffering and
struggling migrants rest stuck in the middle of
nowhere, as happened on Samo and Lesbos islands
in Greece, or on the Balkans in Serbia, just to
nominate the most emergency cases denounced by
Medecins Sans Frontiers and other humanitarian
organizations (MSF, 2017). Thus, they feel stuck
in the middle of a limbo, because they are not free
to go ahead and improve their lives, neither to go
back still traumatized by the factors that have
pushed them to migrate and abandon their native
but no more hospitable lands.

Migrants run the risk to be offsite and wrapped
in a ‘double absence’ paradox (Sayad, 1999/2002:178-
185): the absence and distance from their homelands
versus the absence from illusory shelter communities,
in which they are only physically or temporary
incorporated but excluded too, at the same time.
They mourn the loss of their socio-cultural roots
and the chance to be free where they feel to belong
too. This is not the only risk they run to be deprived
of their freedom. Migrants are particularly
vulnerable to deprivation of liberty in our western
societies. Two different types of deprivation are
applied, in particular, for not so complementary
purposes: the immigration detention, also known
as administrative detention of migrants, and the
imprisonment for who commit a crime.

2. THE IMMIGRATION DETENTION

In the first case, as underlined by Antdénio
Guterres (2014:5), United Nation High Commissioner
for Refugees,
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locking up persons fleeing for their lives or at risk
of persecution has become, in some countries, a
routine — rather than exceptional — response of
governments to managing their borders. It is
particularly alarming that children and families are
not exempted from this expanding practice, and
some spend long periods behind barbed wire or iron
bars. Oftentimes, asylum-seekers and refugees are
detained in maximum security prisons, alongside
very dangerous individuals, or live in substandard
conditions, and are treated as though they had
committed a criminal offence.

It seems as if migration itself were considered
equivalent to criminality and being immigrates
were a crime in disguise, regardless of illusions,
shattered expectations or patriotic nostalgia. In
addition, according to Sayad’s perspective (2004:282),

any trial involving a delinquent immigrant puts the
very process of immigration on trial, first as a form of
delinquency and second as a source of delinquency,

which represents both aradical breakthrough in
comparison with the approaches to immigration
dominant in the 1960s and 70s, and a continuity
link to Pierre Bourdieu’s social critique (1979/2001:82)
about the way even immigration conception is
constructed by different social actors. Immigrate
himself/herself should be at the same level of an
agent who is socialized in a ‘field’, an evolving set
of roles and relationships in a social domain,
where various forms of ‘capital’ such as prestige or
financial resources are at stake. As the agent
accommodates to his or her roles and relationships
in the context of his or her position in the field, the
agent internalizes relationships and expectations
for operating in that domain. But, what happens
instead when there is no chance for immigrates to
operate with appropriate own agency in the
domain they come into?

This seems the case of current social scenario,
where immigrates are stopped, blocked, restricted
and confined preventively, as a result of selfish or
self-centered western politics based on the fears
and worries about diversity, otherness, heterogeneity
represented by people so far from us. As
represented by the European Union Agency for
Fundamental Rights (FRA, 2015:1)

in light of the significant number of asylum seekers
and migrants reaching the EU’s external borders and
moving onward to other EU Member States, there is
danger that deprivation of liberty may be resorted to
excessively and in cases where it is not necessary.

Children and youth people are included too, no
matter what their frail ages and specific needs. For instance,
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children in immigration detention include
unaccompanied migrant children, children in
families (including young infants), asylum-seeking
and refugee children, and children whose parents
are seeking asylum or are refugees (Farmer, 2013:14).

They have punished the same in some way,
just for having passed borders and frontiers,
escaping from war, violence, hunger, persecution,
exploitation, and seeking for shelter, health, peace
and restitution of human dignity.

Even though immigration detention has an
administrative character, not meant to be punitive
in either purpose or effect, it can betray its own
nature and finality. This is the reason why this
juridical measure is monitored also by institutions
such as APT, Association for the Prevention of
Torture, underling how much is, therefore,

incumbent on the State to mitigate the loss of
liberty as far as possible by ensuring that the
treatment and conditions are respectful of the
dignity and non-criminal status of immigration
detainees (APT, 2014:27),

in accordance with the most representative basic
principles released about the safeguard of the
human rights of migrants.

First of all, by the WGAD, Working Group on
Arbitrary Detention: established by Commission
on Human Rights resolution 1991/42 and entrusted
with the investigation of instances of alleged
arbitrary deprivation of liberty, according to the
standards set forth in the Universal Declaration of
Human Rights and the relevant international
instruments accepted by the States concerned.
Defining administrative detention

as arrest and detention of individuals by State
authorities outside the criminal law context, for
example for reasons of security, including
terrorism, as a form of preventive detention, as well
as to restrain irregular migrants (WGAD, 2010:30),

it has recommended that

if there has to be administrative detention, the
principle of proportionality requires it to be the last
resort. Strict legal limitations must be observed and
judicial safeguards be provided for. The reasons put
forward by States to justify detention, such as the
necessity of identification of the migrant in an
irregular situation, the risk of absconding, or
facilitating the expulsion of an irregular migrant
who has been served with a removal order, must be
clearly defined and exhaustively enumerated in
legislation (WGAD, 2010:24).

Then, Francois Crépeau, Special Rapporteur
on the Human Rights of Migrants (2012:4) has
confirmed that

in order not to violate the right to liberty and security
of person and to protect against arbitrariness,
detention of migrants must be prescribed by law
and necessary, reasonable and proportional to the
objectives to be achieved. Legitimate objectives for
detention are the same for migrants as they are for
anyone else: when someone presents a risk of
absconding from future legal proceedings or
administrative processes or when someone presents
a danger to their own or public security.

It is not so easy to define if and how much
right these procedures are, not only from an ethical
and educational point of view, but also from the
human holistic perspective. Hence, all the barriers
and obstacles put between ‘they’ and ‘us’ seems to
invalidate a priori the human relationship
approach phase defined by Banks (1996:64),
which aims to promote feelings of tolerance and
collaboration among people belonging to different
ethnic groups, cultures and religions specially
inside the socio-educational contexts of the
western societies, regardless of their long or short
immigration tradition (Albarea & Izzo, 2002:152).
Unfortunately, the current tendency seems to be
still inclined to recognize migrants and immigrates
more as ‘housemates’ holding limited rights than
equal citizens for all legal purposes (Sirna
Terranova, 2001:111).

3. THE DETENTION OF CRIME-AUTHOR
IMMIGRATES: EDUCATIONAL ISSUES

The second type of liberty deprivation
frequently suffered by immigrates is the detention
occurring after the committing of a crime,
whatever bearable or serious ones. The Italian
scenario is currently connoted as follow: 19.268
adult foreign inmates, belonging to more than 140
worldwide nationalities, over a total prison
population of 56.436 people (about 34%), are
estimated inside 191 ordinary prisons on April 30"
2017, and 194 foreign juvenile and young adult
inmates (aged 14-24 years), whom nationalities
belong to at least five different continents, over a
total prison population of 460 people (about 42%)
are estimated inside 16 Penal Institutes for Minors
(IPM) on April 15" 2017, according to the data
provided respectively by the Department for the
Penitentiary Administration (DAP, 2017) and the
Department for the Juvenile Justice and
Community (DGMC, 2017:21-23). What about
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foreigners’ conditions, considering two different
types of imprisonment context?

Some study-case and ethnographic researches
realized in Italian penitentiaries, based on the
biographical narrations released by foreign adults
inmates, show life conditions of foreign
delinquents as they are the most marginalized
repentant people among the marginal inmates
themselves (Vatrella, 2015:80). Tragic voices from
the inside talk about questionable surviving
strategies, such as the recourse to self-defeating
gestures, even extreme ones, in order to attract the
attention or to be heard really, pointing out the
finger towards the encountered difficulty to
preserve and safeguard even the relational health
(Baccaro, 2007:198-199). This is especially true as
they were victimized by a double exclusion from
the social and welfare protection and from the
legislative benefits provided by the State for the
permission of alternative or substitute not-
detention measures (Delle Vergini, 2004:117).

Imprisonment is a very heavy stressful
condition to face for minor and juvenile immigrate
inmates too, because every prison is a kind of
container of discomforts and disadvantages,
wherein people’s sufferings are dropped in and,
very often, people run the risk to lose their
psycho-physical wellness first of all (Petrucelli &
Verrastro, 2007:298). From bad to worse, then, for
those who are vulnerable at all, because of
diagnosed psychopathologies or drug addictions.

Even though the percentage of juvenile foreign
immigrate inmates has floating throughout years
and decades, according to criminological and
socio-political assets, in Favaro’s opinion
(2004:14-15) we can distinguish three different
paths of migrations which mark the identities, the
projects and the life plans of immigrate youth
people, outside and inside the prisons: a) the
second-generation immigrates, in the strict sense,
are the ones born in Italy or arrived in Italy in their
carly childhood. They are foreigners juridically
until the majority, but are Italians de facto because
they have been socialized, acculturated,
linguistically educated in Italy; b) the
unaccompanied minors, who have arrived in Italy
on their own, alone, or by the side of self-declared
relatives, or as the result of tragic traffic of minors;
¢) the pre-adolescents and adolescents who arrive
in Italy for family reunifications.

Beyond these  categorical  differences,
immigrate guys and girls share common
characteristics anyway. Firstly, they have suffered
the troubles and failures of their migratory
projects, or even for the clandestine state of being,
attracted by the idealized socio-economic wellness
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of those countries they perceived as richer and
more comfortable than theirs, escaping from lands
at high risk of internal wars, dryness, endemic
poverty, etc. Push factors and pull factors of their
migrations towards Italy are not dissociated but
seem to be combined: they leave their homelands
because of lack of opportunities, to find a job, to
follow the footprints of already departed friends
and relatives (Moro, 2006:129-130). They look for
a better future but, instead, they are left empty-
handed in socio-economic precariousness, cultural
deprivation, emotional deprivation, absence of
parental and familiar bonds. In so many cases they
live in an abandon state (e.g. unaccompanied
minors) or without a fixed dwelling (e.g. nomads,
Rom, Sinti, Travellers, etc.). The more vulnerable
and fragile they are, the more they are exposed to
the bad aims of criminal organizations which
exploit juvenile laborers for their criminal intents
(e.g. robbery, theft in houses, extortion, racket,
etc.) and traffics of drugs or even of human beings
(e.g. some cases of immigrate minors involved in
the crews of boats full of illegal immigrates,
crossing Mediterranean sea, are already registered
unfortunately). In this way, adult criminals take
advantages of penalty reduction provided for
minors in the case of sentences by the Italian
judiciary.  Sometimes, juvenile immigrates
themselves fake to be underage, autonomously or
instructed this way, to use that penal law shortcut,
considering how much difficult can be to verify
their real age legally, if they do not own passports
or other identity documents. On the other hand,
sometimes they opt for adult-like behaviors and
lifestyles themselves, rushing into things too big to
manage well such as premature parenthood and
nuptials, according to the traditions of their birth
cultures. On the contrary, sometimes, their level of
identification, belonging to and affinity with the
birth culture can generate an interior conflict when
they meet and experience the national culture of
the country where they are hosted. Especially in
the cases of immigrates who arrive in Italy in the
adolescent age of transition, for a reunification
with their parents, after spending quite a lot years
in the origin country and being raised by other
relatives (e.g. grandmothers, grandfathers, uncles,
aunts, elder brothers or sisters, etc.).

The complexity of the family relationship
network of these boys and girls must be taken into
consideration by the juvenile penitentiary
educators who take care of them, throughout the
mandatory ri-educational treatment process
provided by the Italian law, according to the
penitentiary rules set up to manage the life inside
every single prison nationwide. For instance, we
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can imagine the effort to let immigrate inmates
keep in contact with their families, living so far
from Italy maybe, in order to use only four
telephone calls per month allowed generally (one
per week, only ten-minute long for each, except for
particular restrictions), especially in the case of
impossibility to be visited by family members in
prison. Most of all, penitentiary educators can help
them to find and verify the right telephone
numbers, even with the help of a socio-cultural and
linguistic mediator, just before requesting the
necessary judicial authorization to make the
allowed calls.

Moreover, educators help them to find clothes
and personal hygiene products, if they have not, to
get few institutional economic subsidies if they are
really poor, or to earn some money by means of
public utility working activities inside the prison,
which have a high enough level of symbolic and
educational value also. In the same way, in order
to improve the life conditions of immigrate
inmates, educators direct them to attend the lessons
of prison school courses: for some, it could be
useful to learn better speaking and writing in
Italian, for others to follow up the studies made in
their origin countries, to reinforce their schooling
and cultural skills, or to get a diploma in the end.
Sometimes, literacy objectives can be achieved by
the help of the socio-cultural and linguistic
mediators requested by the educators both in the
school-time and in the spare-time of the daily
routine.

The same educational synergy should be
experienced to explain immigrates the content of
the judicial measures and documentation, if they
cannot handle Italian language. Sometimes
immigrate inmates seek help from penitentiary
educators to understand and demand explanation
for the different treatment that juvenile judiciary
seems to reserve them. If we consider the DGMC'’s
statistical records (2017:27) of the last decade
about crime-author foreign minors (almost 50%, in
average, in the whole juvenile prison population),
Italian penal system seems to pivot around
imprisonment both in the case of precautionary
measures applied to foreigners, in the span of time
from the crime committing to the trial, and of the
application of not-detention alternative measures,
during the time after the definitive sentence. Why?

In the pre-sentence case, the choice of
imprisonment is obliged seemingly by the
tendency of juvenile immigrate delinquents to run
away and escape from educational communities or
foster-houses which are less afflictive places than
prisons (Belotti, 2006:94). In the post-sentence
case, instead, alternative measures cannot be

granted to whoever has not a job, a home, or a
solid connection to the social environment. On one
hand, juvenile immigrate authors of crime lack
adequate enough resources to be provided by
families and public or private socio-educational
territorial services; on the other hand, civil society
is not always available to help them concretely,
demanding to apply them a more punitive
treatment than the indulgent one reserved quite
only to the Italians. Therefore, immigrates are
victimized at the same time by a ‘double penalty’
determination, for being vulnerable and socially
excluded minors, and criminalized for being a
foreign immigrate (Maurizio, 2006: 203-204), and
by a ‘double-suspect’ prejudice about their cultural
unfamiliarity and affinity to crime committing
(Santoro, 2004: 48). As a result, the ri-educational
finality of the penalty provided by the Italian
Constitution (article 27, clause n° 3) and the
residual application of imprisonment provided by
the juvenile penal procedure code are disobeyed.
To make matters worse, sometimes immigrates
inmates are penalized in a third way too when they
are called to face a sort of ‘penitentiary migration’:
from an IPM to one other, as a punishing lesson
after their involvement in bad behaviour episodes
generating disorders and relational unbalances
among the inmates or after violating internal
regulations. In this cases, they need to be
supported as more as possible by the educators of
the recipient institute, to overcome the sense of
estrangement and separation by every type of
referring point they had: old friendly inmates,
families and relatives, sentimental relationships,
familiar penitentiary operators, lawyers, the court
itself where trials are still in progress. But how?

4. MAKING COMMUNITY IN PRISON

The educators are called firstly to help inmates
for activating their training and resilience potential
(Calaprice, 2010:297). This goal can be achieved
only if inmates are allowed to try a personalization
and a research of sense of all the rules which the
prison context is made of and based upon. This
way, inmates can shape their sense of belonging to
a prison community and to a collective project
organization. In fact, a penitentiary, even a
juvenile one, should be considered as an
educational city community (Federighi, 2016: 22)
and transformed into it, recognizing its affinity
with the social texture, even though the society
tends to remove prison from the inside out. In
agreement with Turco (2011:141-142), the
acceptance of the prison condition passes through
an attitude change from the inside, with the direct
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participation of every single inmate to the
knowledge of the inner workings which regulate
the daily life inside a prison. Therefore, educators
become the referents of this transformative
process, and are recognized as trustworthy figures
by the whole prison community, only if they are
able enough to explain, share and apply clearly and
equally the criteria which regulate the admission
and assignment of inmates to all the activities
promoting their ‘human training’ behind the bars
(Brancucci, 2016: 38). Especially educators should
be helped by all the penitentiary operators to get a
chance for modeling the prison not only as a social
educational community but also as a very open-
minded social institution (Sartarelli, 2004:121-
123), which educates to legality, equality and
safety, both physical and intellectual, at least.

In fact, an excessive closing of the penitentiary
context can be preparatory for any kind of
violence, intolerance, extremism, fight for cultural
or religious supremacy. Even for extreme
radicalization to prevent, avoid and to be afraid of.
At the light of recent terroristic attacks across the
Old Continent, the European Commission (CE,
2016:4) urges to support a campaign for the
prevention of any radicalization phenomenon
leading to the violent extremism, even inside the
prisons wherein can be generated causative factors,
such as: strong sense of personal and cultural
alienation; the perception of suffered injustices or
humiliations sharpened by social marginality,
xenophobia and discrimination, low level of
education, few chances to find a job, criminal
context rules, political factors, ideological and
religious dimension, not structured family bonds,
personal trauma, other psychological problems. As
a consequence, inmates who keep in a state of
vulnerability, frustration, self-isolation run the risk
to be manipulated and recruited by other already
radicalized and extremist inmates. Most of all,
Italian State and public opinion are especially
worried about the signals of an Islamic attempt of
radicalization behind the bars. Although it is less
easy to estimate the size of the problem from a
statistical point of view than to generate a
suspicious attitude towards a specific category of
inmates, anyway Justice Ministry is carrying on
specific training courses and initiatives addressed
to Penitentiary Police agents, educators and
operators, and even the inmates themselves,
specially the adult ones, in order to monitor and
circumscribe the real situation (Dazzi, 2016).
However, the justice and penitentiary systems
might avoid a methodological and prejudicial
mistake of re-create victimization patterns. There
should be paid more attention to the rights of
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religious inmates generally, and the foreign inmate
ones particularly, putting them at the center of
penitentiary improving practices. In the name of
intercultural perspective, knowledge of cultures
and religions of the others help us to understand,
deconstruct prejudices, distinguish the religious
inmates from the radicalized ones, the radicalized
inmates from the most violent radicalized ones
(Gonnella, 2017). So, to rediscover the deepest
meaning of a ‘culture of encounter’, based on the
respect of the minority people’s identities and the
recognition of their primary needs as important
rights. Maybe, hoping for a redefinition of current
migration politics which are making impossible the
regular immigration, generating a dangerous drift
towards deviance, illegality and crime committing,
even for juvenile immigrates.
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Abstract: The paper presents the results of the needs analyses carried out in March and November 2016 in two
communities from Brasov county where the Romani are predominant, the analysis being performed for the
preparation of two EU-funded projects aimed at the integrated development of these communities. This type of
community, because of their high poverty level and the growing population, is an important source of internal
migration (mainly for looking for a job) and also of external migration (within the space of the other EU countries).
Following the investigations, different types of interventions were designed in order to enhance the quality of life
(through social and legal services, better housing, etc.), the main component of the program being the educational

one, from the perspective of intercultural pedagogy.
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1. INTRODUCTION

The Budila and Tarlungeni Communes
(located in the Brasov metropolitan area, in the
center of Romania) are included in the “Atlas of
Marginalized Rural Areas and Local Human
Development in Romania” (2016:66).

All school units in Budila and Tarlungeni are
nominated by the Ministry of Education and
Research as being located in the most deprived
areas in Brasov County. As such, the two
communities are included in the list of
communities in which an integrated set of
educational innovations can be developed through
the "School for All" program (DLI 360). These
communities submitted a project under this
program in December 2016, hoping to be funded
through the Human Capital Program - POCU (co-
funded by the European Union).

2. QUANTITATIVE DATA ON
EDUCATIONAL FIELD

In these two communes, two marginalized
areas inhabited by the Roma were delimited, where
community-based surveys were carried out (in
March 2016) to substantiate the application for
funding under another POCU program, namely
"Development Integrated Local (DLI 360) in
marginalized communities where there is a
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population belonging to the Roma minority".
These analyzes were undertaken (by submitting the
project) by the local public authorities. The most
significant passages on education are given below:

Budila village: According to the survey, in the
Roma community the share of children and young
people (0-17 years) of the total population is
50.66% of the total population in these
marginalized areas. In total, the population of
children and young people (0-17 years) is 1,255
people. The main reasons why children in the
marginalized area do not go to school are the
consequences of high poverty and limited financial
resources: lack of clothing and footwear, lack of
food. In concordance with community-based
survey, the most serious problems that may lead to
the risk of school dropout have been identified:
clothing and footwear (51.4% households); food
(44.1% households); school supplies (42.3%
households), means of transport (14.1%
households) and other housing needs (12.7%
households in the marginalized area). According to
the preliminary analysis, only 409 people are
employed (32.5% of the 18-64 year-old population
in the marginalized area), the unemployment rate
for the entire marginalized community being
62.3%. The main reasons people face hardship in
employment are marginalization, discrimination,
low level of education, precarious skill level or
lack of jobs in Budila. The main occupations of the
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targeted population are day-work, collecting
plastic bottles and scrap metal, practicing various
low-skilled jobs.

As far as Tarlungeni is concerned, the data
gathered in March 2016 are expressed succinctly,
in numerical form: Children's data: Number of
children in the community: Preschoolers 327/15

groups; Primary school 537/28  classes;
Gymnasium School 452/23 classes; “Second
chance” Programme: 46/3 classes; Children

belonging to vulnerable groups: preschool 225
preschoolers; Primary 420 students; Gymnasium
318 pupils; ,,Second chance” Programme: 46
students; Children with absences, abandonment:
Primary 25 students; Gymnasium 37 students.
Repeated class pupils: Primary 23 students;
Gymnasium 25 students; Family data: Parents with
low education — 75%; Percentage families living
on social Dbenefits 60% Teacher data:
Supplementary Teaching Staff 54%; Percent of
comute lecturers 81%; School mediators 2 people.

3. QUANTITATIVE DATA ON EDUCATION

In November 2016 a focus group was
organized in both of those two communities
(Budila and Tarlungeni) with an common topic,
the development of education. The focus group
was attended by the school management team,
representatives of local public authority, business
environment, parents. Interviews with pupils at the
end of the education cycles (sample of 30 children
in the 4th grade and 30th grade in the 8th grade)
were also organized in order to determine the
needs they experienced, a questionnaire which
includes final and clarification questions addressed
to legal guardians / parents. The main conclusions
of the qualitative research (R.L. Andronic & A.C.
Piroiu, 2016) are the follow:

- The school has insufficient results at the
level of potential beneficiaries, both in terms of
school attendance (school drop-out) and school
performance (earnings perceived as a result of
receiving educational services);

- Low school leaving (a low level of school
perceiving as a place where you enjoy going) and the
low financial possibilities of families in vulnerable
groups are powerful factors that influence school
dropout and lack of school performance;

- Non-participation in  the  national
assessment increased sharply in 2012 and a further
increase in the non-participation rate also
manifested in 2013. This phenomenon requires a
much more careful analysis as those who do not
participate in the capacity examination show a
higher rate of school dropout;

- The following factors have been identified,
which increase the risk of school dropout and not
to promote the school year: reduced family support
(reduced educational capital of parents / tutors and
low cultural capital); The existence of an
unfriendly, non-inclusive school environment;
Small grades obtained by the pupil in class
(reflects the representation and valorisation of
education itself); The transition from one
educational cycle to another; Belonging to a
vulnerable group;

- School abandonment is correlated with the
very low level of parental education. The higher
the level of parental education, the lower the risk
of school dropout;

- The inequality generated by the report of the
pupils with the school is also reflected by the positive
correlation between the family's precarious financial
situation and the risk of school dropout. Practically,
students whose families have lower financial
resources drop out of school to a greater extent.

4. CONCLUSIONS

A first conclusion is that it is necessary to
assume as a central objective of the educational
policies (developed at the level of the two
communities) the principle of ensuring equal
opportunities in education (both in terms of
participation and in terms of developed skills), by
promoting especially inclusive education. In this
process, the role of the school should be defined as
a primary responsibility body in responding to the
needs of all pupils and in creating the conditions
for school performance to depend to the greatest
extent on the child's individual talent and work and
less on factors such as poor material status and the
level of education of the parents.

Another direction of action is the promotion of
integrated service delivery programs. It is
necessary to approach educational inclusion both
from the point of view of supporting the pupil's
schooling and also from the perspective of
supporting the economic integration of the family,
child health, living conditions, etc. to effectively
support children from disadvantaged groups.

It is also necessary to promote a new approach
in which the responsibility for the effective
realization of the right to education belongs to the
community. If there are obstacles to the realization
of the right to education, the state (through schools
and other institutions) must take the necessary
steps to remove these obstacles. From this
perspective, there is a need for an awareness of the
role and responsibility of the school management
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in ensuring the effective realization of the right to
education of all children.

In relation to the above mentioned, the following
activities were included in the project activities that
were submitted under the "School for All" program:
(1) A set of specific intervention tools set in abandon
prevention programs and inclusive schooling; (2) An
transparent and non-discriminatory teacher selection
methodology; (3) Modalities of multi-criteria
evaluation of the training (initial evaluation
questionnaires, impact assessment questionnaires,
focus groups); (4) An integration assistance and
counseling methodology, which targets all categories
of educators and includes: a set of support /
counseling tools; monthly / half-yearly scheduling of
parental education sessions; a selection methodology
for students; monitoring records; monthly / half-year
planning of counseling / group sessions; counseling
reports; organizing community development and
integration activities.
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Abstract: C.A.P. is a service of the University of Bari to promote lifelong learning, certification and accreditation of
skills acquired in formal and informal contexts. It is open to all EU and non-EU citizens and its mission is the
enhancement of the " cultural capital " as a fundamental and strategic asset for humanity. Main goals: the
recognition and certification of soft skills, the recognition of prior learning " on the job " and their translation into
professional qualifications and/or CFU expendable in university course; the promotion of equivalence or
recognition of training credits for EU and non-EU citizens. It offers financial support for refugees students and
operates through networking with institutional and University representatives involved on the issues in question. By
this, the Cap enhances lifelong learning, including skills developed both during structured and legally recognized
educational, learning and training activities (prior learning) or through informal and often unintentional learning
experiences (experiential learning). Specifically, the certification of the skills acquired in non-formal and informal
learning contexts gives every citizen the opportunity to provide proof of the skills acquired throughout his life,
regardless of the context where they were developed. There are many potential beneficiaries of the proposed
services: not only refugees students and researchers but also the University of Bari and the social system in general:
the recognition and enhancement of the skills acquired in different contexts, constitute an important point of
reference for social integration policies and a bridge between education/training systems and the labor market.
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1. INTRODUCTION foreign academic qualifications. Indeed, a

The Center for lifelong learning (CAP) was
created in 2012 at the University of Bari (Italy,
Puglia Region) and funded by the European Fund
for the Integration of non-EU immigrants (EIF).
Following the participation to these research
programmes, the service has developed a very
specific know-how concretely addressed to
promote the following activities:

- Prior learning identification: recognition of
prior learning in terms of competences linked to a
standard that can be accredited;

- Assessment: gathering of evidence on
previous qualifications and experiences (both
formal and non-formal) to apply for recognition by
a national or regional body responsible for
awarding credits or recognizing the positive
outcomes of CAP assessment.

The work of the CAP also included the
development of a proposal for a unitary University
service for the recognition of equivalence of

University degree legally recognized as equivalent
to a similar Italian qualification helps provide
weight to a curriculum vitae, as well as enable the
obtainment of specific professional postgraduate
skills and qualifications. At the University of Bari
there is no specific orientation service, nor a
unified procedure for the recognition of the
equivalence of foreign academic qualifications.
Italian universities, due to their autonomous status,
evaluate foreign academic qualifications through
the application of Articles 2 and 3 of Law 148/02
(and, therefore, the Lisbon Convention) to grant
analogous Italian qualifications. The availability of
such services for the recognition of equivalence
within Italian universities is somewhat uneven, as
evidenced by the testimonies received from non-
EU citizens who have made use of the CAP.

As a form of career guidance, the service
offered by CAP aimed at helping an individual
actively shape his/her life course in terms of
development and the implementation of a personal
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career plan. Indeed, the main objective of the CAP
service was that of assisting immigrants to develop
a personal process of social emancipation by

enhancing personal skills, reflectivity and
decision-making capabilities. Therefore, some
preliminary  results coming  from  this

experimentation of CAP services are presented in
the paper, highlighting its outputs (number and
profiling of immigrant users), outcomes (effect on
the need for career guidance, prior learning
accreditation, job creation) and its intermediate
mechanisms (how the service works in generating
output and outcomes).

2. ACCREDITATION OF PRIOR
LEARNING IN EUROPE AND ITALY

The Italian education and training system and
vocational and continuing training, is currently
undergoing a remarkable process of reform. Based
on some of the most recent agreements between
the government and the social partners (1993;
1996; 2001; 2002-2005), the outline of a more
comprehensive and national Italian system can be
detected. This is particularly clear in the law on
“promotion of employment” (Treu Law 1996-97),
in which the basic principles of a (vocational)
lifelong learning system are described. The 1996-
97 law introduces the principle that competences
can be certified irrespective of the way in which
they were acquired. Competences acquired through
work should be assessed and potentially
recognised in the same way as competences
acquired through formal training institutions. In
this vein, the Italian Ministry of Employment in
2003 made a further step ahead with the
promulgation of the “citizen training portfolio”
(libretto  formativo del cittadino), a personal
portfolio where all formally and informally
acquired experiences and competences in the
course of life during continuing education and
internships are registered and certified by regional
institutions as also advocated by the European
Union. To date this certification tool has been
tested in 13 Italian regions and is still developing
in many others.

In 2006 the Italian Ministry of Employment
also promoted a national table for the discussion of
professional standards of certification in order to
define a common national qualification
framework. Since 2010 many regions have
adopted these standards and some others are still
working in this direction. Most recently, in 2012,
the reformation of the Italian labour market (Legge
Fornero) generated further discussion on
continuing education and certification by
98

providing important contributions towards
developing a coherent model of validation.

Italian efforts to develop a certification model
and a concrete procedure can be resumed in a
combination of measures: a modular system of
training, a system of training credits and tailored
assessment and certification procedures. The aim
is to integrate and interconnect the various systems
(initial vocational education and training and
continuing vocational training) and achieve “a
personalisation” of learning routes. Tools
developed to achieve such aims include an
“individual training record book” (which can be
combined with formal certificates to form a
portfolio), and a “skills audit”, not based on one
centralised model applied throughout the entire
country, but differs per the various regions.
Though still at an early stage of implementation,
certain tensions have already occurred. If a
“personalisation of learning routes” is to be
successful, procedures and methodologies for
assessment and recognition of competences are of
crucial importance. The question of who is going
to measure what, with the help of which
methodologies, is at the core of current reforms,
while various stakeholder groups (school,
employers, employees) cautiously  observe
initiatives and progress.

Undoubtedly, many key issues remain to be
solved. Firstly, there is a predominance of
academic content and curricula in the proposed
assessment procedures. This raises issues in the
treatment of non-formal learning elements (e.g. from
the workplace), in a fair and valid way. As long as
assessments are exclusively based on reference
points defined within a formal system, learning
experiences following a different logic and leading
to different content (for example based on work
experience) can easily be overlooked or paid little
attention.

A further weakness is represented by the lack
of clear-cut definitions/regulations of the tools in
question, and moreover, the lack of a system of
national standards to promote consistent and
comparable practices. While being the most
significant obstacle to reliable and valid
assessments, the lack of a national standard is not
the only obstacle to be dealt with.

An ultimate, yet highly significant obstacle is
the difficulty in involving Italian entrepreneurs in
the discussion on the relevance of formal and
informal learning certification. Therefore, although
recognized as a priority, Italian managers often
doubt the practices and methodologies as well as
those involved in awarding certification, believing
that allowing competences to be measured in such
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a way can lead to their mismanagement and
misuse. Therefore, a common framework
balancing the interests of the individual and the
enterprise is still necessary in Italy.

Finally, the Italian situation is partly
contradictory. On the one hand, there is clear
development in the direction of a competence-
based system for education and training, where
various learning pathways, both internally and
externally to formal training institutions, can lead
to formal qualifications. On the other hand, there
are still several practical/economic obstacles as
well as of a more general nature. The lack of a
national reference point (standard) clearly belongs
to the second category and future developments
must in some way provide an answer to this
challenge.

2.1 From theory to (good) practice. Moving
from the premises above, within the two
programmes, funded by the European Fund for the
Integration of Third Country Nationals 2007-2013
and carried out in 2012 and 2014, the CAP Centre
for Lifelong Learning initiated the study and
experimentation of new services for the validation
of informal learning and recognition of
qualifications acquired by immigrants in their
country of origin.

Through experimentation the activities of the
CAP resulted in a free support service for
preparatory work of the recognition of
qualifications and/or credits already acquired by
non-EU citizens in their country of origin, as well
as a service for the transparency of learning
acquired in informal and non-formal settings
within  previous work  experience.  More
specifically, the services provided by the CAP
intended to meet the needs of:

- Information and guidance on the
recognition of previously acquired qualifications
for the purpose of study and/or work;

- The evaluation (self/hetero-evaluation) of
soft skills acquired in informal and non-formal
settings useful for inclusion in the labour market;

- The development of transparency of
professional learning informally acquired on the
job and their translation into CFUs, possibly
redeemable in university courses.

In operational terms, the CAP developed a
consultancy procedure divided into three phases,
generally relating to three meetings with the user.

- Phase 1 - Pre-diagnostics: The first phase
involved initial contact and welcome. During this
time, the operator carried out a preliminary
screening of user motivations in order to direct
them towards a specific functional consultancy

service. Through a registration card developed ad
hoc, having identified the specific needs expressed
by the user, the operator began consultancy with
the signing of a consultancy agreement. During
this phase information was gathered to produce an
initial profile of the life experience and
professional training of the candidate.

- Phase 2 — Diagnostics: Following the
initial screening, the user had the opportunity to
take advantage of a process of analysis of soft
skills acquired through previous informal learning
and/or professional experiences, useful in the
process of an active job search. In this phase,
divided into two sessions, they were offered two
assessment tools. Both were built specifically with
particular reference to the objectives of
consultation. Such tools are inspired by the “Big
Five” theoretical model, widely used in the practice
of recruitment and psychological assessment in
organizational contexts to assess professional
personality. As part of the planned project, the
dimensions under analysis included: intellectual
effectiveness (problem solving and decision
making); realization effectiveness (systemic vision,
initiative/dynamism and leadership); relational
effectiveness (empathy, cooperation, use of such
relationships); uncertainty management (stress
tolerance, control, independence of judgment);
process and resource management (planning/
organization, goal orientation, conscientiousness).

In order to implement the reliability of this first
phase of evaluation, users had the opportunity at a
later meeting to participate in a group assessment
as an opportunity for a hetero-evaluation of the
same areas of expertise. Through a leaderless
group discussion, a group discussion technique
without a leader defined a priori widely used in the
context of assessment and training, a group of 6/8
users was created in order to discuss a case, also
created ad hoc, which required decision-making
within an hour. The discussion of a case was
obviously a pretext to observe group dynamics and
the emergence of “spontaneous” areas of expertise
as described above.

The output of these two evaluation phases was
the result of the weighted average of scores which
allowed for developing the skills profile of the
user.

- Phase 3 - Final phase: A feedback meeting
was held in the final phase in order to provide
results of the pathway to the user, summarized in a
skills folder, which is a final summary dossier on
strengths/ weaknesses, useful to support the user in
the definition of a life plan for education and/or
professional training, its phases and operational
strategies.
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2.3. Preliminary results of the
experimentation. During this experimentation, the
CAP advisory path has been concluded for 229
immigrants coming from different parts of the
Apulia Region, 109 contacted in Bari, 26 in Lecce
and 94 in Foggia. Among them 66 were women
and 166 men, aged between 16 and 35, coming
from the most different parts of the world, working
and living in our country, sometimes for
emancipation reasons, for study reasons and even
for most tragic family events. The cultural capital
of those people is medium-high: they often have a
degree and a master, though largely misrecognized
by the Italian learning system. Among the 229
people only 33 attended elementary school, 39
middle school and 98 high school, 57 have a
dregree and 2 a phd. They mostly come from
Pakistan, Georgia, Albania, Nigeria and
Bangladesh.

Another goal of the service has been the
possibility for 102 people to start a certification
process of the soft skills (e.g. communication,
team work, decision making, etc.) acquired
through prior learning and working experience
even in informal settings They have concretely
participated to self and group assessment sessions,
taking to the definition of a professional profile
that for most of them has been useful in job search.

3. CONCLUSIONS & ACKNOWLEDGMENT

The experimentation carried on within these
two projects has made possible the realization of
important outputs that have contributed to
implement the activities of recognition and
certification of prior learning in formal, informal
and non-formal settings, extending it to a larger
population of citizens not only belonging to the
category of migrants.

In particular, in relation to the service offered
by the CAP helpdesk of assistance in the gathering
of information and the initiation of procedures for
recognition of learning acquired in formal settings,
experimentation has led to a handbook on the legal
recognition of academic qualifications for citizens
from outside the EU, which provides a summary of
the procedures to be followed in the event that the
user is resident abroad and about to commence
residence in Italy or is already resident in Italy
with a regular residence permit and seeking
recognition for qualifications formally acquired in
the country of origin in order to continue with their
studies in Italy.

The second significant output resulting from
the work of testing relates to the setting up a
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unitary university Lifelong Learning service,
useful in supporting not only the immigrant
population but also a wider range of users, in the
recognition of prior learning in non-formal and
informal settings. The transparency of these skills,
through both self and hetero evaluation tests, can
be finalized with a view to job placement including
the definition of methods of active job searching
with a greater awareness of their own resources
but, above all, the enhancement of knowledge
acquired on the job that can then result in the
recognition of university credits, potentially
redeemable on training at the University of Bari.
The possibility of establishing a unitary university
service for the development of a Lifelong Learning
culture, which will result in the enhancement of a
more articulate definition of skills, not only as
practical experience or theoretical knowledge, but
how the two components may be integrated, is
certainly an indicator of modernization at the
University.

This clearly connects one of the most
significant outputs of the project: the definition of
a memorandum of understanding between
departments including the Department of Youth
and Social Citizenship (Immigration Office) and
the Department of Training and Education -
Schools, Universities, Vocational Training (the
Vocational Training Service of the Puglia Region)
in the dissemination, development, promotion and
coordination of services for the certification of
learning developed in non-formal and informal
settings, acquired by migrant citizens in their
countries of origin.

This protocol aims to gather the considerations
previously outlined and lay the foundations for
fruitful collaboration and coordination with regard
to certification and, above all, with reference to the
work of establishing a Regional System of
Competencies (Law DGR no. 2273 of 13
November 2012) and the definition of a Regional
Repertoire of Professional Figures (Law DGR no.
1277 of 2 December 2013). This step is
undoubtedly a crucial step in the pathway
proposed by the CAP in terms of developing the
transparency of skills acquired on the job, difficult
to certify in terms of formal qualifications
acquired, but valuable for the recognition of
professional qualifications. The implications of
this evidence can be seen both in relation to the
actions of active job searching but also in relation
to the previously discussed possibility of the
translation of specific skills into university training
credits which the regional repertoire could then
help in terms of placement in very specific sectors.
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Abstract: In practicing the intelligence profession, the real "sorcerer's apprentice” game, it is said that (almost)
everything is allowed if ideals are rooted in patriotism and good faith and they are noble or necessary enough to
draw limits to protect equally the "magicians of intelligence" and those who, in fact, they serve. Opinions are
divided and difficult to be grouped into a complete picture, without "white spots". A common opinion of the
intelligence community considers that the foundation of such an activity should consist not only of the requirements
of the legal system and deontology, but also of a normative self-imposed and self-assumed ethical and professional
set of principles. This article aims to make the transition from the empirical dimension (professing under the action
of internal rules and institutional customs, in full agreement with the sphere of legality) to a deep and integrated
"loophole" decryption of the process, with benefits both in theory and especially in the practical field. Enrolling on
such a coordinate, this paper intends to be more than a systematic presentation of current practices of intelligence
morals, but rather a comprehensive view inviting the reader to search further, looking for deeper personal

conclusions
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1. INTRODUCTION

The present paper refers, to some extent, to the
influence a certain ongoing effervescence in
regulating has — due to awareness of institutional
maturity - , intending as well to dwell on reactions to
a persistent confusion society makes at an axiological
level. Concern for establishing and undertaking
cthical landmarks is currently acute, since the
dynamics of globalization and technologic progress
exponentially increase confusion and chaos. In its
double role as agent and object of change, the
intelligence community is also finely tuned to these
changes. Not surprisingly, considering that, in the
natural dynamics of human beings and civilization,
development stages are periodically intertwined with
stages of reflection on the meaning and value of
accumulated achievements, including from a moral
perspective. Following Plato’s thoughts, the knower
(and, as we know, knowledge is power) is potentially
more “competent” in the sphere of evil, which one
can manifest when moral censorship disappears, and
progress in knowledge doesn't necessarily involve
moral progress. Thus, the current strength and
potential intrusiveness intelligence has must be
balanced by proportional levels of personal integrity

and institutional responsibility, with a permanent
focus on the need to strike a balance between
countering new security threats and preserving civil
rights and liberties.

2. PREAMBLE - SCOPE,
TERMINOLOGY, SYSTEMATIZATION

2.1 Preliminary Observations and Conceptual
Limitations. To correctly understand and use the
terms “ethics” and “deontology” in intelligence,
one needs a proper perspective on their general/
primary meanings, which derive from philosophy,
whereof they both stem from.

In common speech, the terms “morals” and
“ethics” are frequently used as interchangeable
synonyms. While “ethics” is derived from the
Greek ethos — meaning character or custom, belief —,
“morals” comes from Latin, meaning approximately
the same thing. Cicero translates ethos into Latin
through mores, meaning norms and customs. The
current use for ethos refers to attitudes,
characteristics, and habits specific to a particular
culture or people/ human group (such is the case in
phrases like “the French ethos” or “the business
ethos”). Nevertheless, “morals” and “ethics”
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reflect different realities: while “morals” represent
a social phenomenon concerning day-to-day
behaviors, “ethics” is the science aiming at
researching and theorizing this phenomenon.

The notions of ethics and morals were generated
by two different cultures which constantly interfered
with one another: the Greek and the Latin. Therefore,
the term “ethics” derives from the Greek philosophy
(Where ethos means house, home, abode, inhabitance,
and ethicos means moral, habit, character), while
“morals” comes from Latin (mos-mores-moralis
having the meaning of habit, custom, heritage).

Even though the two terms were initially used
with approximately the same meaning, modern and
contemporary philosophy have delineated their
scope, therefore most academics consider ethics the
philosophical science studying morals, while morals
are subject for ethics — as a palpable, collective, and
individual phenomenon including values, principles,
and norms, assessments and manifestations pertaining
to inter-human relations and subjected to requirements
of both public opinion and individual conscience.

Therefore, “ethics” is the philosophical and/ or
scientific theory on “morals”, meaning the set of
conceptual constructs explaining the structure,
reasoning, and exigencies of the practical and
spiritual experiences which constitute the day-to-day
morals. While in politics, public administration,
business, mass media, education, medicine, and other
fields the term “ethics” is preferred, “morals” are, by
definition, closely connected with private life: we
abide by morals in our private lives, and by ethics in
our public ones (either political, civic or professional).

2.2 From Moral Value to Moral Norm — an
Axiological Approach. “Morals” are a set of rules
every individual must adhere to in order to be
accepted by society, while morality refers to
behavioral standards by which people are judged,
particularly in their relations with others. In a wider
sense, morals also encompass phenomena pertaining
to individual and moral conscience, moral qualities
and defects, moral assessments and sentiments, moral
values etc. Morals depend on the existential
circumstances of a specific human community and
cannot be abstract in nature and generally true, but
are described rather by relativity. Nevertheless,
lots of moral imperatives have kept their validity
throughout history (such as: Thou shalt not kill!
Thou shalt not lie! Thou shalt keep thy word!),
without being tied to a specific age, but instead
being considered general or universal norms.

The most important universally valid moral
criterion which is not subjected to relativist
judgment is the acceptance of the fundamental
human rights" universality.
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Moral value is the product of an assessment
agreement, resulting in the acceptance or dismissal
of a human reality or of desiderata regarding
human cohabitation and life purposes. Sacrificing
other values for the moral ones is morally
legitimate and desirable. The sole rewards for
achieving moral value are recognition from the
public opinion and catharsis. The wide variety of
axiological perspectives makes it difficult to
unambiguously define the concept of value. As
indeed recognized by axiology (the general theory
of values), value is generally irreducible to genus
proximus, therefore one can for the most recognize
value's characteristics in value systems or in value
genres or can determine the way it is established.

Norms aim at prescribing specific desirable
characteristics for different areas of human
existence and action. For instance, logical norms
provide the logical parameters for the functioning
of thought’s structures, while social norms define
behavior parameters specific to people’s relations
with others or with their specific group. Moral
norms are a part of the social norms category,
together with political, legal, and administrative
ones. Their particularity is that they prescribe the
desirable behavior for people in relation with their
peers, as people, and they are imposed by force of
public opinion and of human conscience. Even a
passing analysis of the general chart of social
morals and ethics literature regarding the general
field of morality leads us to the following finding:
morals norms are the center of morals, both by
reference to what is perceivable in moral life and
from the major philosophical themes’ perspective.
Being in unmediated contact with the moral
subject, the norm ensures conformity to a specific
moral system. The status of moral norms in the
universe of human existence is well-known.

To conclude, we can assess that the moral
norm is the very recommendation made to people
in order to appreciatively, behaviorally, and
effectively adhere to a specific moral value.
Therefore, moral values and norms are highly
connected. The moral norm is the prescriptive
form of a moral value. Through norm, value goes
from assessment to action, so we can consider
social morals as instituted by a mechanism
operated by value, norm, and action. From this
perspective, the ultimate goal of moral values
cannot be other than directing individual and social
activities towards the moral good.

3. ETHICS. CONCEPTUAL EXCURSUS

3.1. Taxonomy - Distinctions, Nuances,
Meanings. In current academic terminology,
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general ethics or moral philosophy is admittedly
made of three fields or levels:

(1) first degree ethics or value and normative
ethics (the study of main ethical theories and
doctrines);

(ii) second degree ethics or meta-ethics (the
study of moral language, both in first degree
ethics, and in common language);

(iii) applied ethics (the analysis of particular
moral cases or phenomena, such as abortion,
cuthanasia, cloning, environmental or business
issues), based on criteria and theories advanced by
the first and second degree ethics.

This delineation of ethical thinking is
nevertheless not unanimously accepted by competent
theoreticians. In Moral vision (1988: 2), D.
McNaughton for instance advances the following
structure:

(1) ,,practical ethics, meaning the study of
particular moral problems, such as: «is abortion
morally acceptable» or «what structures would one
find in a perfectly just society?»;

(i) moral theory, meaning attempts to develop a
theory of morality able to produce a general method
to answer all particular moral questions raised by
practical ethics;

(iii) problems pertaining to the nature and
status of our moral thinking, raising questions such
as: «are there moral truths?», «is it possible to
prove a certain moral vision is better than
another?»”.

Reflection on the status of moral thinking is
called meta-ethics in order to be distinguished
from both practical ethics and traditionalist moral
theories (McNaughton, D. 1988: 2).

There are several useful characteristics which
support the effective conceptual delimitation
between ethics and morals:

—morals refer to human behavior as seen
through the lens of values (such as good and bad,
just and unjust etc.), while ethics relates to the
study of everything that is encompassed in the
field of moral values and norms in action;

—while morals are considered an actual
phenomenon (as a set of rules and norms for good
behavior with a more or less universal character,
related to day-to-day, practical, and spiritual actual
life of human individuals and collectivities), ethics
is the theory which studies this actual phenomenon
(the theory on morals), respectively the conceptual
system on which a specific vision on morality is
based, whereas morality is the condition of the
individual aspiring to live according to the highest
possible ideals and principles (Batlan, 1997:9);

—common morals (meaning the set of
community standards and habits) are not reflexive,

because they set community standards through
mimetic conformity, with no filtering from individual
reasoning, while the ethic enterprise means reflection
over general principles (including with regard to the
motivation of choosing a specific set of principles
over another) and assessing a particular situation
from the perspective of these principles;

—morals have a more significant emotional
component, as opposed to ethics; ethics imply a
higher degree of impersonality, exploration and
awareness of alternative ways of life; accepting
ethics does not involve renouncing private morals,
but considering other moral principles and norms
potential alternatives in particular contexts.

In common language, the two terms are often
used interchangeably when referring to individuals
(positively or negatively) or their actions (moral/
right, immoral/ wrong). Generally, the preferred
term in politics, administration, business, media,
medicine is “ethics”, while “morals” relate to
private life. Therefore, one can state that we
respect morals in our private lives and ethics in our
public ones (political, civic, and professional).

To conclude, the significance of the ethics-
morals pair can be resumed by a particularly
suggestive and illustrative dictum by André Comte-
Sponville: “morals command, ethics recommend”.

3.2 Applied Ethics. The need to have an
ethical perspective in specific problems or in
solving practical situations led to the development
of this field, which expanded massively in the last
two decades. It is responsible for moral analysis of
multiple actual situations or areas involving
problematic situations - including moral dilemmas
- and of social and professional practices in need
of adequate measures. Applied ethics encompass
medical ethics, judicial ethics, media ethics,
professional ethics, environmental ethics (including
animal rights), business ethics, and so on. It also
approaches intelligence. The difference in this case is
made by the implicit link between intelligence and
secrecy. The latter is the fundamental characteristic
setting intelligence apart from other activities.

Nevertheless, the informational age and the
current security environment resulted in a diminished
value of secrecy and an exponential increase of
available information — if not exclusively from open
sources, at least from not-quite-secret ones. Core-
changes in the new intelligence paradigm are brought
about by openness and transparency, since
intelligence agencies no longer have monopoly over
prediction, and intelligence activities are also current
in NGOs, transnational organizations, companies or
lobbying and advocacy groups representing different
communities, concepts, and ideologies.
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The increasing number of institutional actors
involved in intelligence, the change of attitude
concerning secrecy and therefore increased
information on intelligence agencies’ activities led to
the need to reexamine intelligence theory and
practice. In this situation, assimilating fundamental
cthical values is a much-needed step in achieving
professionalism; ethical values, moral principles, and
moral norms are compulsory for the intelligence
professional.

Applied ethics set out to debate the ethical
characteristics of contemporary life which can no
longer be managed exclusively by means of classic
cthics theories. Such enterprise involves an
interdisciplinary approach and requires knowledge of
both general ethics theories and of the particular field
of reference.

4. ETHICS IN INTELLIGENCE:
PARTICULARITIES AND CONTROVERSIES

Professional ethics, this ‘“avatar” of modern
ethics, aims at adjustment to the particular
characteristics of the various professions, in order to
optimize professionals’ performance and to ensure
primacy of the beneficiaries® interests. Most
professions have currently established (or are about
to establish) their own ethical regulations, which
were institutionalized by being included in various
ethical or deontological codes.

The most well-known field where activity is
cthically regulated is healthcare, where we have
clinical ethics, medical ethics, medical professionals’
ethics, positioned at the meeting point between
bioethics and sanitary deontology.

Professional ethics discusses issues such as a
profession's ethical values and best practices, as well
as generally accepted limitations of activity. This
component of ethics can be divided into two
components: an affirmative one (describing
professional excellence and directly connected to
quality assurance practices), and a negative one,
dealing with interdictions and guiding professionals
with respect to inacceptable situations. By nature, the
latter is similar to legislative regulation, because it
sets limits and sanctions for professionals in cases
where the law does not. However, while the law is
universal and applies to all citizens of a particular
state, professional ethics regulates the activities of
particular categories of society members.

In practice, in order to have actual regulating
effects, ethics is transposed in norms, this being the
case for codes of ethics in intelligence organizations,
too. Most codes of ethics, however, focus mainly on
sanctions, instead of analyzing ethical values and
principles which form the basis of a profession.
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Without this analysis, codes of ethics and deontology
lack the transparency needed to achieve professional
consensus, therefore specialists are forced to adhere
to them, instead of doing so voluntarily and
autonomously. It is, therefore, important to mention
that “excess ethics” can transform negative
professional ethics in repressive and potentially
abusive actions.

Until recently, ethics was not a prominent subject
of analysis and debate in intelligence studies, because
the general point of view was that intelligence is
basically realist and pragmatic and moral issues are
covered either by law, or by the objectives
underlying specific actions. Applied ethics in
intelligence allows us to better understand how
intelligence organizations operate in democratic
societies, where civic rights and liberties are
sometimes in an inevitable tension with national
security. This tension is, however, beneficial, because
it excludes from the very beginning the primacy of
one of these concepts, each needing legal and ethical
warranties.

4.1. Development of Ethics in Intelligence.
Intelligence ethics is a relatively recent subject for
debate and research, only becoming prominent
after the Vietnam War (1967-1975). In 1977, The
Central Intelligence Agency (CIA) compiled one
hundred texts from XX" century journals and
books regarding ethical options in foreign policy,
interventionism v. isolationism, spying and
democratic societies, and governments' right to
withhold information from their citizens. The
resulting study was titled Morality and Ethics.
Intelligence and Secrecy in our Democracy. This
was the first effort to map relevant reports, to
pinpoint the state of ethics in intelligence, not only
to allow, but to encourage future development of
the subject by both academics and practitioners or
retired professionals.

Debates started in the 1970’s American
intelligence community regarding the morality of
American actions in war theaters as well as in
domestic conflicts. Then, there were ensuing ethics
training programs, and initiatives to discuss the
relevance of ethics in intelligence, but the subject
gained visibility after 9/11 and the start of the “war
on terror” announced by American president
George W. Bush.

Applied ethics in this field focused mainly on
the use of enhanced interrogation techniques in
intelligence gathering, observing civil rights and
liberties, the tolerable degree of intrusion for
counterterrorist legislation or political and
diplomatic relations to authoritarian and non-
democratic states. After the 2003 invasion of Iraq,
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the ethics of intelligence analysis became of
particular interest for researchers. The fundamental
issue in point was whether intelligence was
interpreted subjectively in order to provide the
answers the political masters were expecting. In
this regard, Joshua Rovner's Fixing the Facts:
National Security and the Politics of Intelligence
(2011, Cornell University Press) focuses on how
intelligence supports political decision-making and
on when politics can, in turn, influence intelligence
products.

4.2. Characteristics of Ethics in Intelligence.
Intelligence organizations have several
characteristics which, at first sight, don't seem to
encourage honest debate on their actions™ morality
and ethics:

(1) Discretion and conspiracy — intelligence
agencies are traditionally protective of their
methods, and intelligence officers have only two
arguments to consider when doing their job:
legality and meeting objectives. In this sometimes
complicated equation, ethics seems optional and
apt only to further blur an already confusing
image.

(ii) Intelligence organizations are essentially
bureaucracies, sometimes military ones, where
rules, regulations, and internal procedures are very
detailed, therefore generating the opinion that
knowing and respecting them implicitly solves any
ethical dilemmas.

(iii) Intelligence agencies are generally not
pro-active in advancing ethics as a debate subject,
especially in public debates (for instance, with
academia and civil society). A historical and
comparative analysis of the way intelligence
organizations have related to their activity's ethics
shows they were generally reactive, responding to
pressure from society, academia and research, the
public or former employees who explicitly
approached the matter.

Intelligence ethics is not yet a unitary field, nor
is it an established research subject. Relevant
studies can currently be divided into two
categories (according to Virst Ronn, K. 2016:760):

(1) External — approaching relations between
intelligence organizations and other entities (for
example, political  decision-makers,  other
institutional partners, the private sector, the general
public);

(i) Internal — the majority of relevant studies
analyze ethical dilemmas stemming from the very
nature of the intelligence activity (for example
intrusive measures, eavesdropping/ wiretapping, etc).

As a scientific discipline, intelligence ethics
aims at establishing which forms of the

intelligence activity are morally admissible,
whether and under which circumstances their
assessment may vary, and to what purpose they are
used. Those are difficult questions, their answers
depending not only on national outlooks and on
geopolitics, but also on specific historical moments
and exceptional circumstances (such as war, state
of siege etc).

4. CONCLUSIONS

Theoretical ethics has failed to effectively
address professional communities’ needs for ethical
assessment of their praxis; this led to the
development of specific fields of ethics which,
through adequate terminology and epistemology, are
fitting instruments for professionals in areas such as
medicine, business, technology, law etc.

Intelligence is, of course, no exception, since the
moral ambiguity of some intelligence activities was
always a given, accountable for the reluctance to
approach, analyze, and eventually regulate this
profession's ethic dimension.

While intelligence gathering dynamically
adapted to contemporary requirements, academics
and intelligence professionals insisted on the need for
a coherent ethic framework, intended to supply a
more precise image of the situations when
intelligence collection is necessary and to set rigorous
standards in the field.

The current need for information often requires
intrusive  intelligence  gathering  (either by
wiretappings, intrusions in private life, undercover
agents etc). To put it bluntly, the intelligence activity
determines agents to deflect, instigate, and coerce
through methods civil society does not embrace.

Nevertheless, efforts to outline an ethical climate
for intelligence activities are more and more obvious,
particularly against a backdrop of intelligence
failures which constituted lessons learnt in this
regard. There is growing concern not only for
effectiveness, but also for the ethical and
deontological facets.

The purpose and reason for intelligence codes of
ethics are to provide intelligence officers with tools
able to outline the profession’s moral norms, in order
to establish/ define behaviors society expects from
intelligence workers.

Moreover, should one consider intelligence
organizations are traditionally protective of their
means and methods and that intelligence officer are
generally guided by law and the need for efficiency,
ethics would seem an optional variable, prone to
complicate an already blurred picture.

But failures in intelligence activities have severe
consequences, as we have recently seen all too often.
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And from failures — some stemming from the very
lack of ethical guidance — intelligence has learned the
necessary lesson: that, in order for a democratic state
to function normally, intelligence needs not only
statutory legal regulations and oversight, but also a
minimal framework of ethical principles and codes.
Codes of ethics need to be embedded in intelligence
communities’ action patterns in order to be useful in
interpreting and solving professional moral
dilemmas. Therefore, codes of ethics must be
assumed  with  genuine  commitment and
operationalized by intelligence organizations, in full
awareness of field professionals.

Experience teaches that codes of ethics by no
means warrant that organization members are bound
to embrace ethical behaviors, but they can,
nonetheless, reflect a good practice which values
cthical precepts and rewards ethical conduct. And
since most intelligence organizations have already
went through all the necessary steps to draft and
enact their own codes of ethics or deontology, what
is essential now is to persevere in enforcing ethical
principles.
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Abstract: The paper aims at describing, from a practitioner's point of view, the Romanian perspective on de-
structuring terrorist organizations™ funding, especially in the context of recent modi operandi changes. Reference is
made both to terrorist operations which require and benefit from considerable resources (such were the 9/11
attacks, as well as the entire existence and sustenance of DAESH), as well as to others which do not incur
significant costs. | also intend to describe Romania’s past experience proving that the fight against terrorism and its
financing only by means of the Financial Investigation Units (FIU) could not generate significant results, but that it
is a matter of close cooperation with both domestic and foreign entities. In this regard, | therefore intend to expand
on the Romanian model of an interagency National System for Preventing and Countering Terrorism (SNPCT).

As food for thoughts, | raise the issue of striking the right balance between the complexity and the large number of
targets to monitor and the simplicity of their MOs, a trend we see in almost every attack after the infamous Charlie
Hebdo shootings. Are the nowadays knives and trucks simpler and more undetectable replicas of the airplanes used
in September 2001? And, more important, is the current system for preventing terrorism financing truly efficient, or

are we once again reactive and not proactive in countering this phenomenon?

Keywords: financial operations; “low cost attacks”’; state-like organizations; pro-active approach

1. INTRODUCTION

The war on terror has prevailed on national and
international agendas since the 9/11 attacks.
Unlike traditional conflicts, where the threat and
the eventual fight between opponents fitted well-
known patterns, the enemy we now face is an
unknown, elusive, permanently flexible, and
unpredictable one. This global war is actually
being fought on several fronts, ranging from the
military one, to intelligence and law enforcement
and to the financial one. Success wouldn't be
possible without efforts to combat financing,
although this is not usually the main topic of
public debate when it comes to terrorism. And
cutting financing, although not a means to
completely stop terrorists, is indeed a part of a
wider strategy, by which their actions can be
constricted. Lack of funding frustrates, reduces
mobility and travelling opportunities, limits
possibilities to procure necessary materials, make
it more difficult to promote an ideology in order to
radicalize others, since Islamist propaganda plays a
central role today in radicalization and self-
radicalization.

The terrorist threat is global and transnational,
and the same is true about the financial system. In
the latter, globalization means boosts of
international financial flows (let’s think at least
about the increasingly large sums foreign workers
send home), technology allowing mobile payments,
fund transfers through online entities, all these in
the accessible environment that is the Internet. The
Internet makes it easy and cheap to get funds, on
the one side, while allowing radicalized or self-
radicalized individuals access to ideology driving
them to act alone, to perpetrate attacks which
require virtually no financial means. Therefore, a
global threat and a global infrastructure that has and
can be further exploited to advance this threat
require a global, joint approach. Action against
terrorist financing must be joint, both in domestic
cooperation, and in close international cooperation.

Targeting terrorist financing only became an
obvious priority after 9/11. Historically, the

international  efforts in this regard were
spearheaded by the United States.
Efforts focused on capacity building

worldwide, based on close cooperation among
financial, intelligence and law enforcement, as
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well as diplomatic authorities. Capacity building
targeted several necessary changes: enactment of
adequate legislation to criminalize terrorist
financing; establishment of procedures and
regulations to protect the banking system from
abuse; making use of financial intelligence for
preemptive action; law enforcement with adequate
authority to investigate terrorism financing;
judicial process to bring financiers to justice (the
need for trained prosecutors and judges emerged).

Besides American, British and Japanese efforts
to lend expertise, substantial progress was brought
about by the UN, through two relevant Resolution:
1267, black-listing terrorism suspects and
requiring all UN members to freeze financial
assets, restrict travels and arms trade; and 1373,
creating the Counterterrorism Committee — CTC.
The UN International Convention for the
Suppression of the Financing of Terrorism was
ratified, by 2004, by 112 countries. A small G7-
created organization with no law-enforcement
attributes and 34 members, among which the
European Commission, the Financial Action Task
Force (FATF) managed to widely push their nine
“special recommendations” regarding terrorist
financing, that were incorporated by many
countries in their internal regulations. The global
network of Financial Intelligence Units called the
Egmont Group, with 152 members (including all
EU member-states), provided a valuable platform
for FIU information and expertise exchange. The
private sector undertook a more prominent role in
combating terrorist financing, by developing its
capabilities to detect and report suspicious
transactions. After the July 2005 attacks in
London, for example, the most valuable
intelligence about the attackers were said to have
come from British banks, a consequence of the fact
that, in UK, a vetted group of private sector
entities receives sensitive intell from the
government, developing their analysis capabilities
and increasing their ability to contribute and
readily share valuable information. The EU
established terrorist lists and all member-states
were required to freeze their assets, while all
member states established their own agencies
tasked with combating terrorism financing. Gulf
countries claimed to be willing to contribute to
combating efforts, while becoming financial
centers themselves. The UAE, for example, tried to
regulate local hawala brokers, while many Arab
countries joined the Middle East and North Africa
Financial Action Task, modeled after the FATF.

A brief analysis shows that terrorism finances
itself through a wide range of activities, from
selling drugs and laundering money, to use or
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abuse of charities or NGOs (sometimes under the
cover of zakat), and to state sponsors. On the other
hand, apart from external financing, terrorist
organizations such as DAESH start a new trend by
generating their own revenue in a clever state-like
manner (through tax collection), as well as using
methods pertaining to criminal organizations (oil
and cultural artifacts sales, kidnappings, smuggling
or extortions). Rather primitive methods are still
used and prove difficult to trace, such as using
curriers to transfer funds, smuggling cash, using
hawala brokers, and alternative commodities such
as gems and gold.

International efforts to halt terrorist financing
resulted in the creation of Financial Intelligence
Units (FIUs), national structures responsible for
fighting money laundering and terrorism financing,
and useful links between the public sector and the
private one. On the one hand, we can asses that no
major financial center can exclude that terrorists or
other criminals are using its services for illegal
purposes. In this context, it is obvious that
investigating the terrorist activities’ financing
mechanisms in order to find the efficient ways to
suppress them is one of the successful solutions in
the war on terror.

2. THE NEED FOR INTELLIGENCE
AGENCIES’ INVOLVEMENT IN
COMBATING TERRORIST FINANCING

Our past experience shows that the fight
against terrorism and its financing only by means
of the Financial Investigation Units did not
generate the expected results. The investigations
that concentrate solely on terrorist financing-
related aspects do not deliver enough evidence for
convictions or even proceedings in front of a court.
Lessons learned from the 9/11 terrorist attacks
show a lack of HUMINT input and data processing
skills — two specific instruments of the intelligence
services — on extremist networks such as Al-Qaida,
therefore one can safely conclude the combined
use of intelligence gathering tools has proven
necessary.

Moreover, this phenomenon’s complexity
continues to represent an issue of major concern,
since its modus operandi has changed throughout
the years: some terrorist operations require and
benefit from considerable resources. Terrorist
organizations funding is therefore still essential to
build and sustain sophisticated infrastructures, so
they make funding a top priority- Al Qaeda, for
example, was known to have a financial committee
(led by “Sheikh Said”) managing yearly over 30
million US dollars prior to 9/11, according to the
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findings of the 9/11 Commission. Particular
operations, nonetheless, do not incur significant
costs, nor do they imply direct connection to
mother-organizations. Not in the least, in the
previous years we have witnessed increasingly
frequent so-called “low-cost attacks”, using
common Western infrastructure and facilities such
as communication networks, and requiring
practically nothing but a kitchen knife or a
common automobile to perpetrate. While it is true
that some attacks require minimum logistics and
therefore virtually no funding, getting to the point
of the attack - involving transportation, and
training, when necessary, or at least propaganda
resources for radicalization - is never free of
charge. It is, therefore, ideology that needs to be
countered, as the material and the financial aspects
become more and more affordable for terrorists.

High-impact measures such as UN resolutions
impacted large terrorist organizations, but have
little or no effect over so-called “low-cost attacks”,
which are more difficult to anticipate and prevent.
Nonetheless, the fact that “lone wolves” are more
difficult to identify is no reason to stop countering
efforts, but makes them even more significant,
with a focus on preemption and pro-active efforts.

From a practitioner’s point of view, although
self-radicalized or “lone wolf” attackers are more
difficult to detect, monitor or deter, we are always
bound to act in a lawful and professional manner,
within our competences and with a strong concern
for prioritizing the limited resources at hand —
personnel, logistics, financial, material.

The fact that sums strictly used for terrorist
purposes can be relatively small, the alternative
channels used to transfer money (e.g hawala) and
the difficulties faced in identifying the illegal link
of the terrorist financing chain also indicate the

need of collecting more HUMINT and of closer
inter-agency cooperation.

3. OVERVIEW OF TERRORIST FINANCING

Terrorist financing resources can be legal,
consisting in several methods of raising funds
(NGOs, charities, sponsorships by legal
companies, loans, proceedings from apparently
lawful trade), or illegal, resulting from a variety of
criminal activities that we have in part already
mentioned. Crimes against property, drug trade,
kidnapping, extortion, smuggling, economic fraud,
trade in forged identity papers, illegal commercial
activities are obvious choices and fall within the
scope of intelligence and law enforcement’s
responsibilities.

Resulting funds can be deposited and/ or
transferred legally, both by using the financial
system (banks, money transferring facilities) and
by withdrawals of large amounts of cash or by
using valuable commodities such as gold and
gems. Terrorist organizations also use illegal
means of depositing and transferring funds; the
most well known is the use of hawala brokers, the
traditional informal system that facilitates transfer
with low costs and completely anonymously.
Terrorist organizations also make use of charities
and NGOs - some created intently for this
purpose, others just abused, of wunder or
overestimating traded assets or of representatives
and official offices. Funds thus obtained are used
legally, for political, social, and humanitarian
purposes, or illegally, in order to plan (recruit,
train, support the perpetrator, provide assistance to
the perpetrator’s family) and enact terrorist attacks.

| STAGES OF THE TERRORIST FINANCING PROCESS

FINANCING DEPOSITING / FUND USING
RESOURCES FUND
TRANSFERS
LEGAL LEGATL LEGAL.
ITLLEGAIL ILLEGAL TILLEGAL

Fig.1 The Terrorist Financing Process

4. THE ROMANIAN EXPERIENCE

The Romanian experience in cutting funding
for terror networks has stressed the need for

multilateral  interagency  cooperation  both
domestically and internationally, strategically and
tactically. Being at NATO and the EU's Eastern
border involves specific risks and threats, therefore
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Romanian  authorities developed significant
measures to protect the national territory and to
preserve our country’s status as an important pillar
of stability and security in South-Eastern Europe.
Developments in the global war on terror have
proven that the joint use of means pertaining to
intelligence  services, law enforcement, and
Financial Investigation Units has lead to
encouraging results in the war on terror. In this
regard, | therefore intend to expand on the
Romanian model of an interagency National System
for Preventing and Countering Terrorism (SNPCT).
Efficiency on a national scale involves various
agencies jointly conducting specific actions in
order to develop interagency cooperation, as well
as close cooperation between governmental
agencies, the private sector, and academia. It's
worth pointing out the excellent cooperation the

Romanian Intelligence Service has developed with
the National Office for Preventing and Countering
Money Laundering (the local FIU), as well as with
the Ministry of Finance, and the Romanian
National Bank, within the framework offered by
the National System for Preventing and Countering
Terrorism (SNPCT). The latter, established in
2002, facilitates  cooperation, information
exchange, and joint action through work groups at
both expert and management levels. It is
coordinated by the Romanian Intelligence Service,
the designated national authority on counter-
terrorism, and comprises several institutions,
ranging from intelligence agencies, bodies with
financial regulatory responsibilities, ministries and
military organizations, as seen in the Diagram
below.

d THE NATIONAL SYSTEM FOR PREVENTING AND COUNTERING TERRORISM

| Ministrv of Internal Affairs ‘

| Ministry of Foreign Affairs

Ministrv of Agriculture and Rural Develobment

|

Ministrv of National Defense

CSAT
Supreme Council of National Defense

ﬁmm of Health

I

Foreign Intelligence Service ‘

Protection and Guard Service

Special Telecommunication Service

Ministry of Communication and IT

Ministry of Public Finances

SRI

Romanian Intelligence Service

OACC

Operational Antiterorist Comander
Center

Prosecutor's Office Attached to the High Court for
Cassation and Justice

National Bank of Romania

Department for Export Controls

National Commission for Nuclear Actrvities Control

Ministry of Justice

| Ministry of Economy

Ministry of Transports

l Msﬁy o! !nvuonmem

Mational Office for Preventing and Countering
IMonsy Laundering

Funds

Fig.2 The Structure of the Romanian National System for Preventing and Countering Terrorism

Concerning international actions, Romania
succeeded in extending the bilateral, multilateral,
as well as regional cooperation, while sharing
lessons learned on a tactical level with a view to
strategic use.

5. CAPACITY-BUILDING IN ROMANIA

For Romania, alignment of national antiterrorist
law with the international standards and the
implementation of these international requirements
represented a priority task. Therefore, in the years
following the 9/11 events, a reactive legal
framework regulating the activities of the agencies
tasked to prevent and suppress terrorism was
created, covering key needs among which that of
combating terrorist financing. New legislation was
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based on the international bodies’ resolutions
concerning terrorist financing, among which:

— UNSC Resolution 1267/1999;

— UNSC Resolution 1333/2000;

— UNSC Resolution 1390/2002;

— UNSC Resolution 1373/2001;

— UNSC Resolution 1452/2002.

Romania’s adherence to international treaties and
conventions supporting antiterrorist efforts materialized
in the following national decrees and laws:

— Governmental Emergency  Ordinance
153/2001 regarding the financial supervision and
migration control for suppressing the international
terrorism;

— GEO 159/2001 for preventing and
suppressing the use of financial banking system for
financing terrorist acts;
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— Governmental Decree 918/2001 on the
embargo imposed to the Taliban regime in
Afghanistan and to the terrorist organizations
based in this country;

— Law 466/2002 stipulating the freezing of
all bank assets belonging to natural and legal
persons suspected of having perpetrated or
financing terrorist acts listed by the UN Security
Council;

— GD 467/2002 completing the list of natural
and legal persons/entities suspected of having
perpetrated or financing terrorist acts;

— Law no. 623/2002 ratifying the
International Convention on the suppression of
terrorist financing, New York 1999;

— Law 164/2003 ratifying Romanian
participation in the Black Sea Economic
Cooperation Agreement — which also refers to the
fight against organized crime and terrorism;

— Law 535/2004 on preventing
countering terrorism.

Despite considerable efforts to adjust national
legislation to ever-changing threats, this was
nonetheless a rather reactive endeavor, which
needs to be furthered in order to keep the
authorities one step before terrorists.

By decision of the Supreme Council of
National Defense (CSAT) which is the
administrative authority invested by the Constitution
to organize and coordinate in a unitary manner
activities related to the country’s defense and
national security (according to Law 415 of June 27,
2002 on the organization and functioning of CSAT),
the following changes were operated in order to
consolidate the anti-terrorist efforts:

— The Romanian Intelligence
became the national antiterrorist authority;

— A National Strategy on Preventing and
Countering Terrorism was enacted;

— The National System for Preventing and
Countering Terrorism organization (SNPCT) was
created, and within it, the functioning of the
antiterrorist Operational Coordination Center was
regulated:;

— A National Antiterrorist Alert System was
created.

With these efforts, Romania has considerable
results. We managed to disrupt transnational illegal
migration networks (also involved in forging
identity and travel documents) used by a series of
persons suspected of being connected to terrorist
groups. National authorizes brought to justice
foreign nationals of Arab origin for having
illegally transferred currency outside Romania
(both through the hawala system, and through shell
companies using forged customs documents in

and

Service

their relations with banks); the transferred sums
came from criminal activities (tax evasion,
smuggling, and financial frauds — illegal VAT
returns). We have also documented fund raisings
on behalf of a terrorist organization (PKK) by
extortion and threats, identified the external
financing of several NGOs used as cover by
terrorist organizations cells in Romania, and
disrupted activities of a well-known terrorist of
Palestinian origin involved in counterfeiting money.

5. INCREASING EFFICIENCY OF THE
MEASURES AGAINST TERRORIST
FINANCING

Much was done and much still needs to be
done in order to maximize results in the struggle
against terrorism. Much of the world got involved,
but the threat is, as mentioned, ever-changing. In
this regard, there is no lack of strategies and
objectives which could generate progress and
eventually success in this long-term battle.

In 2007, US authorities, for example, were
setting high goals through their National Money
Laundering Strategy; they were aiming at:

— safeguarding the banking system through
close cooperation with authorities in order to
enable bankers to easily detect money laundering;

— enhancing financial transparency in money
services businesses;

— stopping the flow of illicit bulk cash out of
the US (criminal proceedings smuggled out of the
country, returning to the country as legitimate
funds);

— stopping trade-based money laundering;

— increasing transparency in the ownership
of legal entities.

Romanian authorities, and particularly the local
FIU, The National Office for Preventing and
Countering Money Laundering, have set as goals,
in their 2017-2020 strategy:

— improving legislation regarding money
laundering and terrorist financing;

— creating a national risk assessment in this
field in order to adequately approach the
phenomenon;

— increasing the quality of financial
intelligence in order to provide further support for
national law enforcement;

— continuing support for the international
fight against terrorist financing.

From this specialist's perspective, there are
four essential conditions that need to be met in
order to consolidate results of actions against
terrorist financing.
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First of all, there is a growing need for
comprehensive international conventions for
suppressing terrorist financing and implementing
their standards on national level. These
conventions have to define the term “terrorism”,
which would improve the judicial process,
especially in relation to terrorist financing. After
signing international conventions, states need to
commit to fully implementing them in their
national legislation. The results of the international
standards’ implementation will also depend on the
professional training of the personnel, officers,
attorneys, judges, etc.

Secondly, there is a continuous need for
multilateral interagency cooperation, domestically
and internationally, strategically and tactically. For
efficiency at the national level, various agencies
have to conduct specific actions in order to develop
the necessary instruments required by national
strategies; regarding international cooperation,
although significant headway was made in the past
decade, there are still institutional and cultural
obstacles which could lead to potentially lethal
consequences. In Romania’s case, for example, the
local FIU reported sending 199 intelligence
requests to foreign partners in 2011 and receiving
200, while initiating intelligence exchange with
new partner FIUs such as Kazakhstan, Malta,
Hong Kong or Egypt. An efficient cooperation
between governmental agencies, the private sector,
and the academic world is also highly necessary.
Also, the experience gained on tactical level —
namely during different operations — by one of the
parties involved in the global war on terrorism
must be shared in order to be used at strategic level
by all others.

Thirdly and of utmost importance, all involved
authorities and bodies must change their attitude,
abandoning reactivity in favor of a pro-active
attitude or at least establishing strategies based on
both defensive and offensive measures. Defensive
measures have their relevance, but offence and
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preemptive action — within legal and human rights
limits — are the right way to minimize terrorism’s
shattering effects on human lives and values.

All in all, the question we must always ask
ourselves is wether existing terrorist financing
countering measures really work. And finally, we
need to perpetually reassess the performance of the
measures against terrorist financing, making sure
they stay one step before terrorist actions. They
ought to be permanently tailored to new modi
operandi undertaken by terrorist groups,
particularly to new types of attacks, requiring little
if any logistics and investments. Because we are
talking about terrorism, intelligence organizations
need to be in the forefront of this struggle and
responsible to continuously reassess efforts’
effectiveness, as well as to cooperate with all other
involved parties in order to ensure their positive
impact.
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resource. Results will allow us to highlight the level of their knowledge of strategic credibility, as well as the gaps in
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1. INTRODUCTION
The contemporary international security
environment is characterized by increased

complexity, as security is more and more
understood as an ensemble of dimensions which
no longer include only traditional elements, such
as military elements, but also societal, economic,
political or environmental elements (Buzan et al.,
2011). In the age of permanent international
interactions, partnerships are an important
ingredient of international relations and, therefore,
the confidence instilled by a state is often more
important than its natural or economic resources.

In this article, we set out to investigate whether
young Romanian politicians know the concept of
strategic credibility and the extent to which they
are aware of the importance and role it holds for
our country.

2. DEFINING THE CONCEPT OF
‘STRATEGIC CREDIBILITY’

The interest referring to the notion of
credibility dates since classical antiquity, when, in
his Rhetoric treatise, Aristotle, in 380 BC, referred
to the ingredients “which inspire confidence in the
orator's own character . that induce us to believe a
thing apart from any proof of it: good sense, good
moral character, and goodwill” (Gass & Steiter,

2004).’Ever since then, confidence was believed to
be an essential element for gaining credibility and
it is found in most references to individual or
group credibility throughout time.

The most detailed studies referring to
credibility are incorporated in those referring to
persuasion. This field of research was dominated
for a long time by psychosociologist Carl Hovland
(Hovland et al., 1953), who theorized the model of
Source Variables, Message Variables, Channel
Variables, as well as Receiver Variables. In
Hovland’s opinion, people are more easily
convinced when the source of information is
credible. Another perspective on the notion of
credibility is provided by the definition given by
O'Keefe (1990:130-131) which moves the
emphasis from the information source to the
manner in which the source is assessed by the
receiver: “judgments made by perceivers regarding
the believability of communicators”. Therefore, the
same communicator may instill a certain level of
credibility in relation to a certain receiver and a
different level of credibility in relation to another
receiver. Being included in the paradigm of social
constructionism (Berger & Luckman, 1966), the
assessment of credibility becomes highly
dependent on the characteristics of the
corresponding communication process.

The common denominator of all definitions
referring to credibility is that credibility cannot be
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created outside a social context; it can only exist in
relation to others. We may talk about the
credibility of a person, a website, an institution, a
company, a government or a state. Given the fact
that life can no longer be separated from others
and that the perceived message is more referenced
that the transmitted message, credibility gains
valorizing new features.

When the credibility of an individual is
assessed, their reputation and the image created
through their personal actions are taken into
account, while, when the credibility of an
organization is analyzed, it is equally determined
by its collective actions and the actions of its
members. Despite the fact that the image of the
institution is global, its reputation lies in the hands
of the people comprising the institution. A similar
situation occurs concerning states — their credibility
is the credibility of their leaders and citizens.
There may be cases when a state is credible from
the point of view of another state, but not from the
point of view of a third state.The association of the
psychosociological notion of credibility with that
of strategy led to the emergence of the concept of
strategic credibility (Higgins, 2002). From a
military standpoint, strategy is the preparation and
planning of warfare and military operations (von
Clausewitz, 1982), while, from an economic
standpoint, strategy means setting objectives and
planning the course of action (Chandler, 1962).
Joining the two terms by creating the phrase
strategic credibility is liable to bring the notion of
credibility into the military and economic fields,
with tangible, determined emphasis.

Strategic credibility became more and more
relevant in the field of international relations.
Dumitru Bortun (2014) claimed that “Strategic
credibility is a strategic reserve for image crises”.
From this standpoint, strategic credibility is
viewed as a resource which may be used in critical
situations, as it provides means of overcoming the
obstacle.” Being aware of the effects of a high or
low reserve of strategic credibility, the President of
Romania included this concept in Romania’s
National Defense Strategy, referring to the
“consolidation of democracy and the rule of law”
on one hand, as well as to the “predictability and
continuity . . . of the external security and defense
policies.” In the aforementioned sense, strategic
credibility is the result of strategic communication,
which has the objective of strengthening the state
and democracy in a planned and continuous
manner. All external policy elements must be
circumscribed to the promotion and maintenance
of national interests, assumed as defining elements.
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Without credibility, a state loses its right to be
equal in any negotiation. In the 21* century, states
cannot remain outside Alliances, Unions,
Organizations or Partnerships, and their position in
all of these types of associations is directly related
to the confidence they enjoy internationally. In this
context, credibility may be defined as a national
virtue which must be nurtured, promoted and
protected. Attacks to the credibility of a state may
have unsuspected future effects, all the more
severe as they cannot be quantified in relation to
the initial moment, but will depend on future
circumstances, factors and interests.

Of course, the political field has the most
visible contributions to building strategic credibility,
as the decisions of the political class create economic,
military and legal paradigms and credible behaviors.
There is an extremely close and directly proportional
relationship between politicians and the strategic
credibility of the state. On the other hand, the
image capital of the political environment is
directly related to the level of citizen confidence in
the political act. Considering the temporary nature
of strategic credibility and the time required to
build it, stability is necessary from a political point
of view. Quality and reliability can be demonstrated
only in the context of continuity. Discontinuity
engenders distrust, fear, instability and has the
effect of losing image capital, which generates the
restart of the process of building credibility.

We must state that it is not enough for the
political class to adopt decisions and promote
national policies. The continuous communication
of the political environment with the external and
internal audiences is required. In an international
context marked by profound changes, in a world in
which disinformation plays an important part,
appropriate communication in relation to the
circumstances is crucial for maintaining the
strategic credibility of the state.

Therefore, from an external perspective,
strategic credibility brings diplomacy to the
forefront as a way of consolidating in a planned
manner the national image in relation to the other
actors on the international stage. The reputation of
a certain state is built according to the manner of
negotiating, of mediating tense situations and
according to the light in which the acts of a state
and its entities are presented, with direct effects on
the way in which the state will instill confidence in
the other states. Observing the assumed
commitments, supporting the positions generated
by the alliances concluded and the coherence of
external policies are essential to strategic
credibility.
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3. THE CULTURAL FACE OF
INTERNATIONAL CONFLICTS

This paper sets out to reveal the most
important dimensions of the concept of strategic
credibility, as well as to investigate the extent to
which this concept is familiar to young persons
interested in a political career, future actors
involved in the process of
consolidating/undermining strategic credibility. To
identify the extent to which strategic credibility, as
an objective of the National Security Strategy, is
known and assumed by young politicians (party
members, affiliates of the youth organizations), we
chose to carry out a sociological investigation
based on interviews. Eight young persons were
interviewed — three men and five women, all
higher education alumni with ages between 20 and
30 years old.

An interview guide focused on matters of
interest was applied to the subjects. The form of
individual, structured interviews was chosen and
we selected strictly the subjects to be discussed, so
as to be able to clarify certain positions or to
explore themes mentioned by the subjects. This
method allows for a more relaxed approach of the
subjects, the activity being perceived as normal
and integrated in daily activities (Ilug, 1997), but
also entails obstacles such as the difficulty of
accessing subjects and persuading them to answer
questions over a relatively long period of time, and
suspicions concerning the assurance of anonymity
(Bailey, 1978/1982:183, apud Chelcea, 2004:301).

3.1 Processing information — data analysis
and explaining the researched processes and
phenomena. Asked if they understood the concept
of strategic credibility, most young persons
admitted ignorance (five subjects) and tried to
approximate the meaning of the concept:

S1: ... I believe it refers to the armed power of a
country, its history within state alliances, as well as
the financial power of the country and its ability to
support certain projects.

S2: Strategic credibility is found in all actions
carried out by a state, through which it can provide
international safety. The concept of strategic
credibility is most often encountered concerning the
future plans of a state.

S3: 1 did not encounter this concept before, but I
believe it refers to the way you are viewed by other
states in terms of security, defense and related
strategies. I think that a strong state, with a good
infrastructure, a powerful army and a well-
developed security strategy is credible from a
strategic point of view.

S4: T do not know the concept of strategic
credibility. I think it refers to the credibility of a
country and both its geostrategic position and its
position within alliances; a country’s efficiency in
settling conflicts, interests or promoting certain
principles or values in various spheres of interest.

Particularly, the alumni of specialized studies
in humanities are aware of its meaning, but they
are quite few:

S5: ...as I am a Security Studies alumnus, I
encountered this concept in the university courses.
It represents the way a country is perceived by its
strategic partners and the other global participants,
and the manner in which it fulfills its internal and
international commitments.

S6: ...it refers to the ability of a state to instill
confidence by consistent policies which lead to a
stable, predictable climate.

After assessing the knowledge level of the
strategic credibility concept, the meaning of the
concept was explained to the subjects. The
interview continued with asking the respondents to
characterize Romania’s level of strategic
credibility. When questioned concerning the
reasons which, from their point of view, led to the
decrease of Romania’s level of strategic
credibility, the subjects provided various answers,
some relatively ill-defined. This type of answer
reveals the shallowness of knowledge on this
subject and the appeal to response elements from
the common subjects on the public agenda:

S2: “...corruption in Romania, problems with the
healthcare system, problems with the education system”
S6: “the inability to attract European funds and
investments, the lack of coherence on the political
path.”

S1: “we don’t have armed forced, and the external
representatives of the country.. president,
ambassadors, prime minister, ministers... there is no
umbrella term to cover all of them. Apart from all
of these, there is the pollution created by the
Romanian press, the way in which it hyperbolizes
different interest topics, some of which are 100%
artificial... and the news reach the national press
and take revenge against the credibility of the
country.”

S3: “there are many reasons for discrediting
Romania. The exposure of several covered officers,
over time, has seriously affected the credibility of
the Romanian intelligence system. Corruption, the
legislative system and its serious legal errors made
over time... the economic issues we have faced and
the damage to several economic levels, especially
that of light industry... the inability to attract
European funds.”
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S5: “The large legislative volume, with many laws
and, sometimes, contradictory laws, affects us... on
the one hand, there are some Romanians who
behave in a reprehensible manner outside the
borders or who protest all the time, and, on the
other hand, their leaders who are permanently
accused of corruption.”

The same respondents believe that there is also
a set of actions which have strengthened the
strategic credibility of our country. Thus, there are
certain recurrent elements, such as:

“strengthening the partnership with the USA,
excluding the visas for Canada” (S1, S5),

“The actions within the European Union, the
actions within NATO, building the missile defense
system at Deveselu” (S2, S5),

“The declared, official affirmation, for the states
which have faced tragedies, criminal attacks,
terrorist attacks... Favorable approval for receiving
refugees” (S3).

Other respondents talk less about international
activities, and they believe that strategic credibility
is a consequence of certain internal measures in the
economic field:

“The increase of foreign investments, the increase
of the number of jobs, the increase of the minimum
wage, the decrease of unemployment rate, and the
increase of the budgets for the key-institutions in
the state” (S8).

In order to particularize the understanding of
the way in which Romania’s strategic credibility is
assessed, the subjects were questioned regarding
the relation perceived between our country and
several state categories. The opinions of the
subjects regarding the confidence of the Western
countries in Romania are equally divided, the
subjects perceiving the existence as well of the
lack of confidence in our county:

S2: Viewing the fact that Romania is member of the

European Union and of NATO, this ensures a good

collaboration with the Western countries. Some of

the Western countries have made investments

through the private companies in Romania, which

gives a bit of confidence in the Romanian state.

S5: Yes, because it had honored its commitments,

not because of the way in which it treated

Romanians outside the borders

S8: I believe so, because it is a country which is not

quite ready militarily and economically speaking,

and its interest is to be loyal to the powers with

which it is allied.

OR

S3: I believe they do not have confidence, because,

I repeat, we have an extremely bad reputation at
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international level;, over time, our leaders have
shown weakness, unlike their international partners.
Also, I don’t think they trust us for armed alliances
either, and history has proven that we are not
exactly the most loyal when it comes to our
partners. (see the turning of weapons)

S4: 1 don’t think Romania enjoys too much
confidence from the Western countries. Romania is
a developing country, and this may give the
impression of instability in all fields.

S6: The migration wave which began in the early
2000s, the cheap labor force provided by Romania
received a negative brand in the international press,
which also contributes to this lack of confidence.

Similarly, the confidence of the former Soviet
countries in our country is assessed differently, in
the sense that our common history is used as a
reference point for confidence, while other
respondents believe that this history itself and
Romania’s sinusoidal mode of action regarding its
alliances are reasons of distrust.

S4: 1 believe that the countries in the former Soviet
space have confidence in Romania, because they
have the possibility to refer to the “common”
history and to the idea of mutual help.

S5: Taking into consideration the fact that Romania
has also been under communist regime, this
certainly brings together the countries in the former
Soviet space, both those seeing democracy as an
ideal forum, and those that remained included in
this segment.

AND

S2: Accession to NATO and the approach to the
United States of America have weakened the
relations between Romania and the former Soviet
countries. Among the decisions which have led to
the weakening of the relations between Romania
and the former Soviet countries we can also mention
the missile defense system built at Deveselu.

S3: In my opinion, these countries would not trust
Romania, because there were questions regarding
the Soviet occupation of Romania. Romania was
occupied by the Red Army, during the offense in
1944, being allied with the Nazi Germany. The rest
of the country was occupied after Romania changes
sides to the Allies. I believe that this change in
strategy at that moment would cause mistrust
among these countries.

S6: No. Especially if we talk about the relation with
Russia, taking into consideration the accession of
Romania to NATO and the weakening of the
relations between the two countries in recent years.
S8: I think not, due to the ending of the communist
era in Romania (the people shot their leader).

There are some interesting answers provided
for the way in which the subjects believe that the
Asian countries see Romania, answers which are
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unanimously positive, presuming their confidence
in our country. We can provide an explanation in
the terms of the lack of recent information
regarding some of these bilateral relations
cumulated with the sociological effect of the “past
remembered through rose-colored glasses” the
subjects often talk about.

S3: I believe so, because we currently have strong
partnerships with important countries from Asia,
see China, which we had as reference point during
the communist era. Romania and China have
always had a strong collaboration and cooperation
relation in certain fields and this is why I believe
that we are trustworthy to them.

S5: Historical tradition urges me to say yes,
viewing the very good relations during the
communist era.

Also, most respondents believe that Romania
is trusted by the Arabic countries, a proof for this
fact being the lack of terrorist events against the
Romanian people and the existence of certain
historical trade relations.

S2: Romania has not had any direct conflicts with
the Arabic countries, because this can be noticed by
the fact that our country has not experienced
terrorist attacks, unlike the rest of the European
countries. The citizens of the Arabic countries have
confidence in Romania, because they migrated from
their countries for a new life in Romania.

S4: The Arabic countries may be cautious regarding
the confidence they have in Romania. Nevertheless,
the Arabic countries were able to enjoy good
reception and relations with the Romanian space.
And this is what wins the trust of the Arabs.

S5: Romania, taking into consideration that it is
located on the Black Sea shore, has constantly
unfolded trade relations with the Arabic Countries
and Turkey, and thus bilateral relations can exist
without problems.

S6: Romania’s relations with the Arabic countries
are fairly strong, especially regarding trade and
education, but I cannot claim that this necessarily
means confidence... I don’t know how confidence
between countries is measured. In my opinion, it is
a matter of perception.

Viewing the fact that the interviewed
population consists of young people who are
preparing for a political carrier, we considered it to
be interesting to talk to them about the main ways
they consider to be suitable for enhancing the
strategic credibility of our country. Their answers
have reached several important reference points,
such as the need to strengthen certain strategic
fields, and the need to have capable state people
who lead the country.

S1: In order to create a good image, people
representing it should be well prepared and invest
more in the army.

S3: First of all, I consider that it should pay more
attention to diplomatic, international relations, it
should have a more though and radical position
towards the injustice addressed to Romanians, in
order to earn the respect. Likewise, I consider that it
should be more open, it should have more projects
at European level, increase the absorption of
European funds, increase Romanians’ living
standard, everything in order to strengthen itself. I
do not think that an internally weak state could ever
be a powerful state in the eyes of others.
Furthermore, it must consolidate its army and
police. A powerful state, worth to be taken
seriously and prepared for any discussion, is a
powerfully armed state, both in terms of people and
the munition itself.

S4: In order to improve its relations with other
countries, Romania should enhance effectiveness of
communication with the other states. Another
possibility would be the creation of partnerships
and the existence of a desire to create relations with
certain alliances, unions, organizations and the
development of directions on which it bases its
external policy.

S5: First of all, we must have a constant and solid
legislative framework, focus on favorable interest
and development fields, and establish strategic
partnerships meant to generate strategic credibility
and to increase Romania’s power as an access area
to the Black Sea and the border with Russia.

S8: Investing much more in promotion, in army, in
education. Another factor that could contribute to
the improvement of Romania’s relations with other
states could be its representation by very well
prepared people who are able to conclude effective
partnerships favorable for Romania.

During the next five years, the subjects consider
that the most important measures to be taken for
the increase of the strategic credibility are:

S2: A Romanian army development strategy,
especially in terms of fighting equipment..., the
reduction of the corruption level ..., a total
transparency as regards the decisions made in
Romania.

S3: increasing the budget granted to the army,
purchasing munition, tanks, fighter aircrafts etc,
reintroducing the compulsory military service,
executing a powerful strategy in this field,
reintroducing a system similar to the five year plans
from the communist period, in order to insure a
continuity of application of these measures. In the
field of diplomatic relations it is necessary to ensure
the strategic dialogue to the other member states of
EU, NATO and others, to execute more strategic
partnerships and to consolidate the existing ones, to
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support public diplomacy actions, in order to
properly promote the security measures.

S5: it is necessary to approve a legal strategy to
ensure more coherence, to encourage the local
environment to get involved in the economic
growth and to insure the political stability and the
institutional and interinstitutional transparency.

Despite the reduced degree of knowledge
regarding the topic, the respondents offer a series
of wvalid solutions which could generate the
increase of Romania’s strategic credibility.

The identification of the most important such
measures, the construction of a coherent plan, its
popularization and implementation could represent
an important first step in this direction, given an
Indian saying that goes like "Chance favors the
prepared mind".

4. CONCLUSIONS

Considering the prerequisite observation that
one of the most important objectives aimed by the
most recent Romania’s security strategy is the
increase of its strategic credibility, we considered
it was necessary to assess to what extent this goal
was internalized at the level of our country’s
population. Therefore, beyond the conceptual
clarifications, in this paper we interviewed a group
of young politicians. The main limit of this study
derives from the unrepresentativeness of the used
group. However, the obtained answers allow us to
find some answers which should constitute the
basis of future developments.

As a general conclusion, the obtained answers
are characterized by the lack of homogeneity, our
interpretation being that the subjects have been
exposed to unsystematised random information.
The correlation of the identification data with the
obtained answers allows us to conclude that, by
attending political science or security education,
young politicians acquire a more thorough
understanding of this field. In comparison with the
rest of the group, they have more knowledge about
the strategic credibility. Therefore, it is necessary
to adopt measures addressed to the entire political
class which should aim at increasing the level of
knowledge of Romania’s strategic objectives, since
they can be achieved only if they are known.
Elaborating a clear action plan in the short and
medium run which should aim at increasing the
strategic credibility and popularizing it amongst
the politicians (even amongst the ones at the
beginning of their career as is this case) is of
crucial importance. Therefore,
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Romania would have consolidated its strategic
credibility, being recognized for its predictability
and continuity both in the external, security and
defense policy, and in the consolidation of
democracy and the rule of law. A strong Romania
enjoys not only the partners’ complete trust but it is
also a supplier of confidence, a source of stability in
a complicated region and of profound attachment to
democratic values and principles. (http:/www.
presidency.ro/files/userfiles/Strategia Nationala de
_Aparare a Tarii_l.pdf, p.3
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Abstract: Where a minor conflict arises, there is a deep or superficial cultural problem. Culture is always a cause of
conflict, whether it pays a central role or it subtly influences it. Intractable conflicts, such as the Israeli-Palestinian,
are not only related to territory issues or sovereignty, but they also refer to the recognition and legitimacy of certain
entities and ways of life. Life in harmony means life in cultural fluency. It means getting familiar with certain
cultures: their nature, the way they function and modalities through which they interweave with human relationships
in times of peace and conflict. The study of conflicts and the awareness of different cultural dimensions, including
here communication, ways to settle and resolve conflicts, and the understanding of their identities and roles within a
certain community, are defining elements in resolving conflicts or crises. The human factor from different cultures
as well as the involvement of civilian actors have increased the degree of involvement of CIMIC component within
military operations. Moreover, a good knowledge of the local situation, of the specific cultural aspects of a
particular conflict zone can facilitate communication and cooperation with local authorities and locals, which gives
specificity to CIMIC actions. Therefore, in theaters of operations, it is important to identify the most effective way of

dealing with civilian actors, for coordination at all levels during military operations.
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1. INTRODUCTION

At a time of major change, in a relatively short
time, society has faced many challenges; to a
larger extend of a political nature. To this end, in
order to resist and evolve socially, culturally and
morally, the society must adapt quickly by
rethinking all variables related to the social space
so that the individual can react effectively to the
changes occurring in his environment. By
extrapolating, the current security environment, the
international one faces a dynamism that seems to
be accelerating more and more, having as main
actors the key political changes. They play an
important role in the evolution of European
security systems. States do cooperate to maintain
security by promoting their own security and the
European security by affirming the values of
democracy, the national and international values,
and by firmly supporting the market economy. In
recent years, there has been a change in local and
regional power centers, which has led to a strategic
reconfiguration of partnerships, to a different
approach to the way in which the main actors
assume specific roles and to their interests

expressed according to safety objectives. It is
obvious that all these political issues of the states
involved in assuring the security have culminated
in the beginning of the war against terrorism, the
main problem faced by the contemporary civilized
world. These acts of terrorism, generated by and
generating asymmetric wars, have resulted in the
reconfiguration of the current international security
environment by redefining international security
organizations and concepts on the fight against
terrorism. As the world is constantly changing and
moving, the security environment is now perceived
globally, as a concept that sums up all the existing
challenges and threats generated by more or less
known forms of violence, generally motivated by
ethnic, religious misunderstandings, and last but
not least, by economic and other distinct interests.
Europe is facing a new era, defined differently
from the precedents, where the main trend is to
unify, to become more and more powerful, a pillar
of stability and security. In this context of
geopolitical changes, it is worth noting the efforts
of international stability organizations at the
regional level and, in particular, of the entire
international community for peace building in the
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Balkans, the Middle East and Africa. In order to
achieve stability, diplomatic, economic and
military instruments have been used that were
aimed at developing relations between states,
cooperation  or  partnerships, multilateral
cooperation and, last but not least, joint decision-
making. Thus, at international level, we can
discuss about alliances, coalitions or partnerships
that meet the present circumstances and that try to
manage efficiently certain crises or conflicts. In
Europe, NATO and the EU play an important role
in counteracting asymmetric threats, along with the
UN and OSCE security structures to prevent and
manage instability situations.

The real threats are migration, which may have
a destabilizing effect, unemployment, poverty,
conflicting  situations, economic crises in
Southeastern Europe, the Middle East and Central
Asia, territorial disparities, all of which are
destabilizing factors that increase risk situations, -
in the end, being real threats to global security. But
beside all these, terrorism remains the main threat,
manifesting itself both as a political pressure factor
and asymmetrical battle of criminal groupings. The
terrorist phenomenon brings with it the
proliferation of mass destruction weapons, as well
as arms and radioactive materials trafficking, that
represented in essence instability factors and
permanent threats to international stability.

The globalization process brought with it
precisely this political reconfiguration of the state
in general, quite uncertain for the national value
model, because sovereignty is essential in
maintaining the national identity. This global
culture is to some extent weakened by the local
component, the state clearly fighting for the
preservation of national values, symbolic values
that give identity both to the state and to the
members of the national community.

It is therefore obvious that the greatest risks are
related mainly to regional armed conflicts, as well
as to inter-continental migrations that have
increased lately. The domestic armed confrontation
is increasingly present, and it is taking place
mainly between the forces of a state and non-state
actors within the same state, as it happened with
the conflict in Kosovo. These internal problems
lead, in time, to regional conflicts, generating
migratory waves and economical destabilizations.
Besides, as if we are in tandem, we are witnessing
the terrorist actions that have intensified lately (see
the attacks in Paris, Brussels, Nice, Berlin, and so on).

The complex and dynamic international
environment requires greater involvement of the
military system as the main instrument to support
the security of the country as well as international
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security and crisis management by participating in
peacekeeping operations, peace support operations
and humanitarian assistance.

2. LESSONS LEARNED FROM CIMIC
MISSIONS IN MULTINATIONAL
OPERATIONS

CIMIC is part of the military action. Its
purpose is to accomplish objectives of the two
parties involved, military and civilian, which also
include  political, military, civilian and
humanitarian elements. It is cooperation that refers
to all measures undertaken between a military
commander and national authorities in peacetime,
crisis or war (civil and military). Furthermore, it
means the relation between military forces,
national government and civilian population in an
area where military forces operate. CIMIC tasks
are to establish as well as to continue the
cooperation of civilian population and institutions
within a commandant's area of operation so as to
facilitate the civil/military conditions that offer
him all possible moral, material and tactical
advantages. It also aims at creating and sustaining
conditions to support the achievements of solutions
to crises.

At the United Nations level, CIMIC missions
are in fact an application of its own management
and of its functions by correlating the principle of
interaction and transition between civilians and the
military personnel. These missions are based on
two main directions: 1. Civil-Military Liaison and
Information-Sharing, being closely linked to the
first CIMIC function, namely, the interaction
between civilians and military; 2. Civil Assistance
which is related to the second function of transition
management and it includes humanitarian
assistance missions. Thus, the UN confers on the
CIMIC concept a wider perspective, which acts to
achieve a common goal in response to a
humanitarian crisis. Some of the contemporary
CIMIC activities remain related to the
development of road / bridge / school / hospital
reconstruction projects, or to the support of civilian
authorities and the provision of civilian resources /
supplies. An essential feature of CIMIC activities
is the political non-involvement. The military, the
functional CIMIC specialists, are used to provide
support for the restoration of the economy and
civil infrastructure.

CIMIC missions, understood as coordination
and cooperation missions within the frame of
planned and conducted operations by the HQs, (by
coherent actions of supporting the joint operation
as it results also from the Romanian doctrinal



CULTURAL IMPLICATIONS OF CIMIC MISSIONS IN MULTINATIONAL OPERATIONS

projection in the Romanian Army Doctrine,
2007:47), presuppose the implementation of the
CIMIC principles (4JP 3.4.9, 2013: 3-1 - 3-5) in
relation to the particular conditions of the theater
of operations. These principles, summarized as
follows: 1. understanding the context and raising
awareness of the environment; 2. understanding
the aims and objectives of military and civilian
actors; 3. acting in accordance with the legal
framework; 4. gaining respect and trust; 5.
respecting civil supremacy and property; 6.
integrated planning and 7. effective communication
(which we will discuss in detail later on), must be
regarded as particular principles in a context
(theater of operations) where the principles of
armed conflict remain valid and produce effects.
The dynamics of the current security context and
the changing physiognomy of the contemporary
battlefield necessitate the adaptation of the sets of
fundamental principles (of the armed struggle) and
of the particular (mission type, CIMIC in our case)
to the reality of the battleficld. For example, under
the humanitarian intervention designed to protect
fundamental rights and provide emergency
assistance, usually carried out in the post-conflict
phase, the Peace Operations military character is
aimed at continuing training for engaging in
combat. But four of the principles of the armed
conflict became problematic (as an application):
clear identification of objectives, unity of effort,
concentration of force and achievement of surprise
(Chestnut Greitens, 2016:274). In this context,
CIMIC missions are meant to design those
specific, particular principles, which will ensure
the substitution of the problematic application of
the abovementioned principles of the armed
conflict. But, in the case of CIMIC operations
(CMO in the American projection) the unity of
effort is a fundamental principle, as it results from
the US and NATO doctrinal apparatus, and as
McNerney (2008:175) also remarks:

Unity of effort is a core principle for CIMIC and
CMO doctrine (NATO AJP-9 p.2-1 and JP 3-57,
from pp.I-1 to I-7). Yet in practice unity of effort in
the civil-military context usually means military
and civilian leaders take cautious, parallel steps
toward common goals, while emphasizing
information-sharing. Cautious, parallel efforts on
the non-linear battlefield are a recipe for failure.

Under these circumstances, CIMIC missions
involve searching for and identifying that
extremely fine line of common values in the
double sense of the parties involved in dialogue
and of purely military interests and civil-military
ones, to negotiate and preserve mutual trust. The

most convincing example of CIMIC missions
under the dual military and cultural constraint is
the theater of operations in Afghanistan. The
American CMO  structure  (Civil-Military
Operations) that consisting of militants with
experience in the 1991 Gulf War - conveniently
from CIMIC perspective, a short, linear war
without further engagements in the post-conflict
phase - met a theater of operations completely
changed in terms of features, highly considered
during specialized missions: the existence of many
local leaders, some of them with a fundamental
role in the configuration of the rebel nuclei, the so-
called foco' of insurgent groups, the existence of a
climate of ethnic and religious tension (between
different factions), the bellicose environment (after
23 years of conflict in Afghanistan), the Taliban-
based religious repression of the past five years.
US troops have never encountered such an
opposition in their attempt to provide humanitarian
assistance from the Vietnam War, and the CMO
structures have been effectively exceeded by the
multiple and contradictory requirements, specific
to the CIMIC double-constraint in theaters of
operations. However, the lessons learned in the
1990s in Panama and Iraq, as well as the UN
experience provided by the missions of the same
period in Namibia, El Salvador, Cambodia,
Mozambique and, above all, Somalia, respectively
NATO's experience in the Western Balkans
conflict allowed specialized CMO structures,
designed flexibly and thus adapted to the
requirements of the theater of operations, to
accomplish its mission.

The mission in Somalia involved the support
of the post-conflict efforts of US military
personnel by setting up a Civil-Military Operations
Center (CMOC). The mission in Somalia has
turned from a humanitarian assistance mission into
a peace enforcement one, following the evolution
of the general situation in the theater of operations.
Under these circumstances, CMOC has had to
limit its usefulness and became irrelevant in the
local political context (McNerney, 2008:177). The
Somali lesson was later repeated in the
humanitarian mission in Haiti (1994) when, once
again, the efforts of the CMO were futile as a

" The term foco has become a term in military sciences,
in insurgency analysis, defining, according to the
famous Latin American rebel Ernesto Che Guevara of
Serna Rosario, the center of gravity of the guerrilla
group, the initial critical mass of the insurgency
movement that feeds the revolution / revolt and creates
the conditions of maintaining the will to fight the
representatives of the insurgent group.
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result of the failure of the humanitarian mission as
a whole. As a result of these failures, the United
States has adapted its own doctrinal apparatus in
order to respond appropriately to the new realities
of the battlefield in a continuous dynamics:

Experiences of Panama, northern Iraq, Somalia and
Haiti were improving US CMO capabilities.
Interagency coordination was improving at the
strategic level and civil-military operations centers
and other innovations were improving tactical
coordination. But these improvements occurred in a
US political context that sought to minimize risk
through overwhelming force and narrowly-defined,
short missions, or — preferably — avoiding missions
completely that did not directly threaten US vital
interests. Doctrine also improved. In 1994, the
United States published Field Manual 100-23,
Peace Operations, which included important
distinctions between peacekeeping and peace
enforcement, as well as guidance on the role of civil
- military operations centers. Doctrine, for civil-
military operations overall however, remained
limited, particularly in its ability to describe a non-
linear  operating  environment  (McNerney,
2008:178).

On the other hand, the United Nations also
paid the lesson of non-adaptation and insufficiently
flexible structures in the conflict in the former
Yugoslavia. The CIMIC structures projected in the
Western Balkans missions have failed to
accomplish their mission and, moreover, many
atrocities have been committed against them. The
attitude of the Ilocal population, based on
stereotypes (especially anti-American) led to a
repositioning of Allied CIMIC structures, and the
effects of change were felt over time, given the
rather long duration of the Balkan mission. In
Kosovo, for example, civilian-military missions
have had other effects, and the American CMO
structures have been able to design and deliver not
only assistance to Kosovo refugees, but also to
create contacts with local leaders, and distribute
information products, radio/TV broadcasting, etc.
On the other hand, the lesson learned in the Balkan
theater, namely the "Bosnian lesson" of CIMIC
missions, translated into important changes in
NATO doctrine (AJP-9), but also in American
doctrine. The continuous adaptation of CIMIC
actions to strategic objectives, the maintenance of
civil-military links for a long time and training
troops for flexible intervention in relation to the
theater of operations (in the post-conflict phase),
for Peace, building or peace enforcement, allowed
the CIMIC/CMO structures to carry out their
missions successfully. CIMIC missions in Kosovo
are a case that has been the subject of a separate
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study given the unintentional design of the KFOR
mission on the five multinational brigades (MNBs)
responsible for distinct areas (operation areas):
MNB North French coordination), MNB Center
(British coordination), MNB East (American
coordination), MNB South (German coordination)
and MNB West (Italian coordination). Practically,
CIMIC lessons (meaning both good practices and
mistakes) have to be clearly understood at the
brigade level. The integrated plan of the CIMIC
mission of MNB North not hierarchically but
successfully implemented in civilian-military
mediation, the limited definition of the CIMIC
tasks of MNB East, the indisputable success of the
Austrian CIMIC structures under MNB South, the
relative calm in the field of operations of MNB
West (and, implicitly, the lack of specific
requirements for CIMIC related structures), i.e. the
effective approach of CIMIC missions within the
MNB Center, led to the need for a detailed and
applied analysis of the mission, with positive
overall outcome, resulting in a series of lessons
learned of great importance for the adaptation of
doctrinal apparatus at least at the level of combat
manuals (Mockaitis, 2004).

Coming back to the theater of operations in
Afghanistan, assuming the deployment of CIMIC
missions in parallel with those launched in the
Kosovo operations area, the first successes of the
mission jointly designed and coordinated in line
with the projected objectives were those of
humanitarian assistance at the Afghanistan border
and cooperation (the creation of the impression of
goodwill and trust in the American troops in the
eyes of the locals) based on the generous 