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Reinhard Golz (Ger many)

Editorial
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Manfred Oberlechner (Austria)

The Institutionalization of Inclusive Migration
Pedagogy as an Academic Discipline in the
Context of Austrian Teacher Training

Abstract: Since the 2016-17 winter semester, migration has become an essential component of the theo-
retical and practical teacher training in the central region (Upper Austria, Salzburg) as part of the inter-
disciplinary unit on diversity and inclusion. Reflective and inclusive migration pedagogy requires there-
fore extensive self-critical reflection work by teachers and students on recognizing difference and plurality,
critically examining structures of discrimination and privilege, such as age, class, education, place of resi-
dence, physical and mental disabilities, giftedness, sexual orientation, beliefs, religion, and also racially-
motivated dehumanization and ethnic stereotypes.| n 2013 t he “Feder al Framewor k Law
Training f or Ed usedantthe Austréah NaSohasCouncil ehaebypcie@aing the legal basis
for the education policy project Pddagoginnenbildung NEU

(see URL: https://www.bmb.gv.at/schulen/lehr/labneu/index.html; retrieved August 10, 2016).
Keywords: migration pedagogy, inclusion, Austria, new training for educationalists

(Manfred Oberlechner:
): 2016 2017

2013 “

( https://www.bmb.gv.at/schulen/lehr/labneu/index.html; 2016 8 10

Abstract (Manfred Oberlechner: Die Institutionalisierung der inklusiven Migrationspddagogik als aka-
demische Disziplin im Rahmen der ésterreichischen Lehrerausbildung). Seit dem Wintersemester 2016/17
ist Migration im Rahmen der interdisziplindren Einheit von Verschiedenheit und Inklusion ein essentieller
Bestandteil der theoretischen und praktischen Lehrerausbildung in der zentralen Region (Oberdsterreich,
Salzburg). Reflexive und inklusive Migrationspddagogik erfordert somit weitgehende, selbstkritische Re-
flexionsarbeit von Lehrerinnen und Studierenden, bezogen auf das Erkennen von Verschiedenheit und
Vielfalt, das Priifen der Strukturen von Diskriminierung und Privilegien. Hierzu zdhlen Alter, Klasse, Bil-
dung, Wohnort, physische und psychische Beeintrdchtigung, Begabung, sexuelle Orientierung, Glaube, Re-
ligion, ebenso rassistisch motivierte Entmenschlichung sowie ethnische Stereotypen. 2013 wurde das
»Bundesrahmengesetz zur Ei nfidhrung einer newen Ausbil du
terreichischen Nationalrat beschlossen. Hiermit wurde eine Basis fiir das Projekt Pddagoglnnenbildung
geschaffen

(siehe URL: https://www.bmb.gv.at/schulen/lehr/labneu/index.html, Stand: 10. August 2016).
Schliisselwérter: Migrationspddagogik, Inklusion, Osterreich, neue Ausbildung fiir Pddagogen

Pe3tomMeMaHdppen O6epnexHep: MHcTmnTyyumoHanmaayumsa WUHKINKW3 UBH
KakK akKkapgemMumuyecKkasa agucuumnnumHa B pamMKax NOATOTOBKW YUYUTeE]
2016/ 17 MUT paumnaA B pamMk ax MeXagunmcumnnaumHapHOT O egNHCTBa
HeoTBeMOI cocTaBHOM yacTbil TeopeTumyeckKkoimn n npakTunyeck
ueHTpanbHOM perunoHe (BepxHsasa ABcTpwusa, 3anbubypr) . Pedne
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neparormka TpebyeT O6GWMPHON CaMOKPUTUUHOW pednekKkcuUBHDOI

TOUYUKREEHM S BbISBNEHMNS pas3nunuuns n pasHoo6Gpas3wus,

npoBepkY"
npuBuner ni. Cioopa oTHOCATCSH BO3pacrtT, kKnacc, o6pas3oBaHue

nNcCUMXxXMyeckoe HapyweHume, oOJapeHHOCTb, CeKcyanbHasfa OpPUEHTaAa
MO WBUPOBAHHaAS#H gerymMmaHunszaymas n 3THMYECKMNE cTepeoTunnsl.
HaumoHanbHbM CoBeTOM 6bA NMPUHAT «O6WMA dGegepanbHbn 3akc
nepgar or oB» . Tewm caMbM co3pgaHa OCHOBaA ANBRL: npoekTa na
https://www.bmb.gv.at/schulen/lehr/labneu/index.html, coctToAawneBHy:cT1Tho 20161 . ) .

KnwouyeBble mwiropgaa,MoHHaa nepgarormka, MWHKNw3uWa, ABCTpusS, HOB

1. Salzburg and its higher education institutions: a location for
migration, a location for cultural capital in terms of inclusive mig-
ration pedagogy

The sociologist Pierre Bourdieu extends and gives new meaning to the concept of capital. He sees
the ownership of the meansof pr oduct i on, money and "asagsoutcadf

organi zational power not only within economic rel

(“econo
at

capital”) as wel/l a s ") Baurdizwg 1984 p In thi§ contewmt|the key tarims,in a pi t al
addition "toare€apiit dlindab?t ftduesslicdr i bes “ svithcairdativelys pac e s
object

flexible structure, it consists of a “ ¢éBeurdieo f

& Wacquant, 1992, 16). This field can, according to Hofbauer and Krell, be applied to a great variety
of institutions and levels of aggregation, as well as to a university or the whole academic system
(Hofbauer & Krell, 2012, 85). T h e s & are“teiresult dfprocesses of social differentiation;
within them, individuals or groups compete for positions or rankings, and there are different rules

of play for each field. The individual actor g’

(Aulenbacher & Riegraf, 2012). Furthermore, depending on their circumstances, an individual or a
group develops different f or ms” agpd prirhasilp untonsdous
system of schemes of perception, thinking and action which is focused on particular goals and
which structure individual and collective action (Koller, 2002, 185). In other words, Bourdieu is
describing the "iofitheandividua orahe individialsgtoypk taking the action, a

Bour di

style which draws on past experiences and has animpactontheprese nt and t he fiut ur e.

thus the result of biological determinants as well as both individual and social socialization and

may express itself specifically i hexpeltsan tlieamm-m

demic field thereforer e f er t o “t he’. subject’s habitus

The |l ogical consequence i s t oandrtoecdlldor thidin chnmestios e t o a

with pedagogical professionalism in order to promote an inclusive migration pedagogy as part of

the new teacher training i n Austri a. As “ i f@Baurdieua1984z2@8),thsul t ur al

of a

di

fi

eu

H

g

“t eachefpreteatbitsdlf & 9 draw on Bourdieu—as “ per manent dismpositions

ism” (own translation) of teaching staff' —in other words, education for an inclusive migration ped-
agogy, the accumulation of knowledge about migration in the context of a new teacher training, is
the “i ncor p'qBoadies,d99% 28() bf taahlteacher."

In this context, the time f act oftulturednamincbrporateds i gni f i c a

state—i . e . in the form we call “cul ture
presupposes a process of internalization which takes time because it requires teaching and learning
time. The time must be personally invested by the investor (..)” (Bourdieu, 1983, 187; own transla-
tion). “ Edu ¢ B partefnirecdrporated multtra tapital. This means that anyone now
appl ying t 8in indusive migratiompeddgogy as part of their teaching degree at the

in French,

Sal zburg University of Education Stefan Zweig, at
education institutions, or at other col 1"engses and

u

B
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also prioritize the need to work on themselves. It is only via this route that specialist knowledge in
inclusive migration pedagogy can subsequently becol
230).iV This assumes that students invest much more time and effort than ever before (in research

projects, too), so that inclusive migration pedagogy does not simply become a buzzword in teacher

training.

The focus of the teacher training reform in Austria is on changes to the way teaching training col-
leges and universities work together. All the teaching degrees offered in Austria are encompassed
by this reform. The students are therefore academic
Process’”. The new bachelor’”s and master’s -degrees
related qualification within the framework of a skills-based and professionally oriented training for

future educationalists. This, in turn, is based within a study programme that is standard for all in

terms of its main features. With cooperation between the training institutions — teacher training
colleges and universities —and the formation of four regional development networks (clusters) in

Austria, the aim is to provide a collective, homogeneous training for all high school teachers. Since

2009 the Austrian federal government has been trying to make careers in teaching more attractive

and put professionalization at the heart of continuous national reforms of the whole teacher train-

ing system.v

This teacher training reform is — as in most of the prosperous European countries — embedded in a
situation of social diversification through immigration. Currently (as on 1.1.2017), for example,

22.1% of the resident population in Austria have a migration background. 18.9% of the migrants

were born abroad and therefore come from the first generation of immigrants, whereas 5.6% of
parents have foreign ancestors but were themselves born in Austria, so they belong to the second
generation. Most of the foreigners in Austria originate from the former Yugoslavia (primarily from

Serbia (118,454), Bosnia-Herzegovina (94,611) and Croatia (73,334), followed by immigrants from 10
Germany (181,618) and Turkey (116,838)."

The state of Salzburg, too, is today an immigration state. The Salzburg State Statistical Service pro-

vides a good overview of the distribution of migrants in the state of Salzburg: in addition to 15.6%

of residents with foreign citizenshipv", there are people with a migration background who already

have Austrian citizenship (in total, 21.3% of the population, i.e. the third highest percentage after

Vienna: 42.8% and Vorarlberg: 24.5%)\/'"
of Salzburg’s municipal authority (as on 1li-1.2017)
dents) around 25% (approx. 40,000 people) do not have Austrian citizenship. The majority of im-

migrants come —in keeping with the Austrian distribution (see above) —from the former Yugoslavia;

. The data on the distribution of population from the city

in addition, there is a greater number of people with German and Turkish citizenship. Citizens from
Africa, North and South America and Oceania are more of a minority in the city of Salzburg — there
is a smaller number of these (under 1,000 residents of each).

Salzburg as a location for higher education therefore stands as a symbol of historical and current
migration movements. At the time of the Protestant expulsions in the 17th and 18th centuries,
many Salzburg families had to leave their homeland. Post-1945, Salzburg was a hub for large-scale
international migration movements (Jewish emigres, war refugees, foreign-language forced labour-
ers and prisoners of war, and many others), just as today many refugees (the majority from Afghan-
istan, Syria and Iraq) are passing through Salzburg en route to Germany and other EU countries. —
All these historical and current migration movements impact on Salzburg as a location for higher
education, and therefore also on the social framewo
higher education institutions.

A third point of contact, for the purposes of this contribution, is the disciplinary specialization of
migration pedagogy, as suggested by Paul Mecheril (Mecheril, 2004); theoretical positions on the
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issue of inclusion and, in particular, norm-setting within international (educational) policies offer

further orientation here. This is consistent with the UNESCO Salamanca Statement (1994), which

argues that regular school s wi t"arethebesoway&somondi ng “i
bating discrimination. tlhne a“duN tG comighet ndtPeérsodni wadanb itl h & yR
Disabilities” (2006) also identifies, inter alia, the following as socially effective markers of differ-

ence: “cultyur dlskbal ¢bhinydg a e i“ggeonnder ', dé mptoil fiitd @tail or
other opinion”, “,a gdBseconomic status”. I n ot her wor ds, thi s means
refers to t he, inthaelimgnigragondi ver si ty

Based on all the lines of argument cited above, the author takes the view that an inclusive migration

pedagogy should be implemented as a core element of the reformed teacher training in Austria.

This is linked with broad-ranging ideas pertaining to a (self-)reflective and inclusive teacher train-

ing that is increasingly able to avoid shortcomings in the Austrian education system, such as the
phenomenon of adol escent s "lewing $chod eanlyi This iaclusive n backgr
teacher training is based on a particular kind of knowledge transfer whereby migration pedagogy is

broadened to include an inclusive pedagogy. The aim is to prevent injustices and provide fairer

higher education, thereby also achieving a perspective on migration that is more sensitive to diver-

sity.IX

Socio-educational knowledge is necessary for this: this is what enables the more socio-critical con-
sciousness required for the new teacher training in the first place. The appropriate fundamental
question is: to what extent can educational institutions influence stability and change in a society
and, in so doing, make a specific impact on social inequalities? This kind of reflective teacher habi-
tus can provide innovative alternatives which make it possible to think and act from an educational
science and pedagogical perspective, taking into account every aspect of inclusive migration and
diversity pedagogy.

“Diversity” and “plurality” are terms which atle use
the issue of “multiculturality” in education. —+tn—rta
terms mean. Usual | vy , the aim is to convey the ideahthat div
ment” or something “valuabl e”. I n this sencse, even

teristic feature in relation to the differential field of health — one which, however, hardly anyone in a
western meritocracy would wish to claim for themselves. Neither should (deviating here from
Prengel, 1993) every line of difference be automatically socially, legally or politically recognized,
but should be part of a democratic struggle for recognition. Diversity understood in the most com-
prehensive way, taking into account the overall plurality of the world, admittedly evades definition.
Categories can only be formed if equality and difference are related to one another (Prengel, 1993,
31). It is evidently impossible to conceive the whole, the overall diversity, sociologically. When

Prengel (1993, 49) writes: “Radical plurality devel
creatures and forms of knowledge and thinking; each of these are highly valued in their idiosyncra-
sy”, this statement can only be -unotdheweset ffomch as nor m
sociological, anal ytical perspective. There is also
that develops out of difference on the basis of equal rights, i.e. out of egalitarian difference, realizes
democracy in a radical way” (Prengel, 1993t 49; own

ic or democracy-eroding components of plurality come to power within the democratic process,
democracy is radically endangered.

It is therefore essential to include issues pertaining to society as a whole —issues which go beyond
the direct teaching learning context — in the research and teaching of teacher training colleges and
universities in Austria. In the case of diversity or migration, this may lead as far as socio-
philosophical questions and drawing, in particular, on Critical Theory. (The Critical Theory of the
Frankfurt School is concerned with the ideological content of educational theories from the per-
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spective of a critique of ideological bias; see also the Enlightenment criticism and the criticism of
reason in Dialectic of Enlightenment or Eclipse of Reason on what happens when education is sub-
ject to the criteria of market-economy thinking, the aim of which is to maximize utility (Horkheimer
& Adorno, 2002; Horkheimer, 2004; Adorno, 2015). A corresponding educational mandate to col-
leges and universities that is based on critical theory might start with the following main aspects:
the reflective competence of both teachers and learners, the characteristics of the educational or-
ganization, as well as the prevailing teaching methods and teaching content.

At the same time, it is important here to consider social change from a socio-critical perspective:
this raises the question of to what extent social change leads to social dimensions of difference —
where advantages and disadvantages prevail — and to multiple experiences of recognition or ne-
glect among persons included in the educational process. For precisely this reason, intersectional
analysesX on social dimensions of difference or potential categories of discrimination must be car-
ried out with a focus on a concept of tolerance and education that is humanizing, self-empowering,
democratic and egalitarian.XI Against this background, the available potential and existing barriers
in teaching and learning situations can be assessed more accurately, and positive and negative spi-
rals with regard to individual learning can be triggered and halted respectively. Such a reflective
teacher habitus provides innovative possibilities, promoting pedagogical debate and didactic prac-
tice in relation to migration too: the critical potential of the considerations that follow should con-
tribute to a deeper and more systematic understanding of inclusive migration-pedagogical profes-
sionalism in the context of a reflective teacher habitus.

2. Challenges to teacher professionalization™ in the context of liv-
ing in a migration society

The i ssue bhas' ni dandaidwi feadnres teacher training courses at Austrian teach- 12

er training colleges and universities—i ncl udi ng at Sal zburg’s hagher edu
tion is therefore, today more than ever, of fundamental importance for pedagogical forms of organi-

zation and practice. The Austrian Ministry for Education (BMB, formally BMUKK) has, in response

to this, institutionalized a department for diversity and language policies, the education of minori-

ties, and sch o0 o | partnership, cr eat i n'ganinforenatidnkedregvicé e nz st el |
centre for monitoring language competence in the field of German as a second language. In addi-

tion, an advisory board has been set up to advise on intercultural education, and the University

College of Teacher Education Styria has been commissioned, as a national centre, to set up the Aus-

trian Teacher Training Colleges Network in order to promote quality development and profession-

alization around the issues of interculturality, migration and multilingualism.

In terms of students enrolled on teachingu-degree ¢
tions, the following picture emerges with regard to migration and demographic data: an analysis of

students in the third and fifth semester of the elementary school course shows that of a total of 213

students enrolled, 44 of these (20.7%) had foreign citizenship (predominantly German) (the analy-

sis was carried out by the admissions office of the Salzburg University of Education Stefan Zweig

without including students in their first semester, as at the time of the analysis (as on 25.8.2017)

they had not yet been registered correctly). The Paris Lodron University of Salzburg makes its stu-

dent statistics publicly available. " Itof f ers t he o ption to f'iahdbgr both b
“student s”(bagedon etizdnshig)eln the 2017 summer semester (as on 1.9.2017), 3,594

students were fully registered for the teaching degree at the Paris Lodron University of SalzburgX'V

— 373 of these were teaching degree students with foreign (predominantly German) citizenship, i.e.

10.5% (admissions continue until November every year — as of then, the data for the respective

semest er”)X This confiributienlwill go on to explain further what this means in terms of
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anchoring the i”#ghe demenfary 4nthhigh schotl teacler training course cur-

ricula at Salzburg’s higher education institutions.
At al l event s, ”inths cotrébution réfemitog clasteri ofonmultifaceted phenome-

na relevant to education. These phenomena produce different educational trajectories and are

therefore of importance to educational institutions—i ncl udi ng Sal zburg’w higher

tions. Accordingly, the author u s e s mi gr da&anon* mioas tarmipovgically ade-
quate references in terms of pedagogical thinking (Mecheril, 2004, 11).

A migration pedagogy that nevertheless continues to direct its theory and practice towards an im-
agined majority population “can at best be
(Castro Varela, 2015, 657; own tran_slation). Consequently, it is not enough to add optional modules
on migration or"t8thenctrecalcoftbatharitraiting deyrées. All students need
to receive systematic basic training with regard to migration, and this must include an intersection-
al perspective on other dimensions of difference such as gender, sexual orientation, language, reli-
gion, aptitudes or cognitive, motivational and emotional potential,XVII age, mental and physical im-
pairments and/or position within the structure of social inequality.

The Austrian education system is still structured in a way that means migrants are more likely to be
systematically disadvantaged (Steiner, Pessl & Karaszek, 2016, 84). Or, to put it another way: the
Austrian education system is significantl] k-
VM s pportunities t o | eayv eerabgereratons of echoplIsty-,
dents (Steiner, 2009). However, given that many pedagogical practices paradigmatically see migra-

ground

tion exclusively as a problem, it must be asked whether early school leavingxIx among young people

“with a migr at ibeimgsybtenaticaily co-preddcéd byi sehools. (The percentage of

people “without a migration background” who
percentage of people *
tion) and 16% (second generation). In absolute numbers this means approx. 27,700 people. In oth-
er words: 30% of people between the ages of 15 and 24 who were not born in Austria are today
considered early school leavers; they have completed — as a maximum — their mandatory schooling
and are not completing any form of training. In the group born in Austria, this is approx. 10%
(Bruneforth et al,, 2016, 134).); i.e. where the students who are selected are those who do not have
enough ability to appropriate the techniques of academic success at school —including the required

level of technical textual competence according to the educational standards (BISTXX), or where

young people “with a migration background”
themsel ves faci ﬁ(xbdisé‘riininaticm which eystématitadlyl ithpacts on their educa-
tion across multiple dimensions.| t i s t herefore not surprisin

with a migration bacakgr!)und

descri be

mor e I i
and t hi
| eft S C

who | ea:

g that t

a migration background” wh o ar e <certi fi e @ducation nhedsVis significdindyp e c i al

overrepresented in Austrian special education schools — even though poor German language skills
are not supposed to be the reason for this (Kornmann, 2006, 71-7 2 ) . Via this?”
| ear ner s “ wi Hadkgroand'mie gnoralikedlydorbe de facto shunted into special educa-
tion establishments which generally fail to offer them any adequate school-leaving qualification for
them to build on in their further education.

3. Inclusion and migration pedagogy

Inclusion starts with the needs of all participants and claims it can provide a response to the diver-
sity of individuals. Inclusive education is therefore focused on diversity and not merely on the joint

“speci al

education of students or sa hmiodr asttiuodne nli asc K gwi ot uhn dad'r.

evaluating the richness of human experiences, this diversity corresponds to pedagogical and di-
dactic ideas which do not focus on | earners

’ def i ci
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on potential emphasizes the benefits individual diversity can bring to educational processes.xxII

Moreover, against the backdrop of a society that defines itself in terms of respect for human rights,

mi gration pedagogy can contribute tddosimactordn c |

ance with the paradigmatic aim of teacher training in Austria, which sees itself as committed to
egalitarianism and inclusiveness (Allemann-Ghionda, 2013, 126).

In the Austrian education system, which practises educational selection at a very early stage
(Nusche, Shewbridge & Lamhauge Rasmussen, 2009, 24) and has many half-day schools that in
effect displace a large proportion of learning to the private sphere, the need for inclusive intersec-
tional reform of educational structures is especially pressing. From this intersectional perspective,
the corresponding educational policy with regard to migration is always connected with a critical
approach to power and domination: this inclusive and intersectional migration pedagogy with a
critical approach to power is practice-oriented because it is concerned with dimensions of differ-
ence and the interactions between them, with the aim of minimizing social inequalities in practical
teaching and learning settings. In terms of the phenomenon of migrants leaving school early, this
means that migrants are a major risk group for early school leaving — not because they are migrants
but because they often lack sufficient educational attainment (especially an adequate level of Ger-
man, the language of education) to be able to make use of the many educational opportunities that
are available in Austria. This also goes to the crux of equal opportunities: in principle, everyone in
Austria has the opportunity to choose higher education. The preconditions, however, that would

usi ve

al so enable everyone to excel in higher education
cul tur al capital”. This means that in Austria

through education because the requirements for higher education in Austria are too demanding for
them. For this reason, early school leaving must be understood as a problem generated by a variety

of soci al factor s: the phenomenon of student s,
14

school early can only be explained in detail with reference to the interplay between socio-economic
milieu, a lack of problem-solving strategies at an individual level, and systematic conditions (such
as the fact the Austrian school system is highly selective) (Steiner, 2009, 152; BMUKK, 2012, 12).

4. Professionalization in the teaching/learning context from the
perspective of inclusive migration pedagogy

The diversity differentials that learners themselves contribute to educational institutions — e.g. in
terms of their language(s), their knowledge, or their relationship to the educational institution —are
di fferentials that are constitutive of migrf
cul tural?” di fferentials conceioveddngnt ©6emwims$
brought their ethno-c ul t ur al customs “to us” in “our
inclusive migration pedagogy takes account

processes: these experiences represent the cultural and linguistic differences of a single pluralistic
(educational) society (Mecheril & Oberlechner, 2016).)(XIII
recognize this heterogeneity both symbolically and practically, and to provide learners with educa-

Teacher training in Austria needs to

tional processes that correspond to their skills, knowledge and interests (Oberlechner, 2015, 735).
The project of implementing an inclusive migration pedagogy in higher education institutions must
therefore also be analyzed in the context oft eac her s’ and | earner s'’i
ences of socialization within educational institutions. Teachers (cf. the socio-cultural context of

ati
cbf

mi gr e

for

on so
“at tbe

Austrian

of

di

every

verger

Austrian teachers: primarily -BoatgeoniasVy, i sotrtomspea

distinct interest in safety, security and roots), almost all of whom (with some exceptions) only have
German as a first language and have no experiences of migration, do not understand the milieus
and social experiences of the increasingly heterogeneous learners they teach.
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These teachers often do not know what it is like to be at home in two or more linguistic, ethnic and

social worlds and to have to balance different — and often contradictory — systems of norms and

values on a daily basis. " Consequently, it is of vital importance to revise our concepts of linguisti-

cally sensitive teaching and lay down foundations that ensure that all learners (even so-called na-

tive students who are significantly lacking in language skills) acquire, through their education, the

ability to communicate to a respectable standard wi
At the same ti me, reflection on how the “foreign” &
within and beyond educational institutions should be central to this inclusive teacher training.

From the perspective of an inclusive migration pedagogy, we must counteract segregation if it is
based only on the language development or language skills of students who do not have German as
a first language. The new teacher training should therefore not be about introducing elective mod-
ules on migration or interculturalityxXV which students may attend voluntarily. Instead, it is neces-
sary to establish within the new curricula a systematic basic training and education on migration
issues relevant to education for all teaching degr_ee students. Furthermore, anti-racism, anti-
discrimination, political and religious fanaticism™"" and extremist Islamization (e.g. in terms of
excluding women and girls from education) should also be components in an inclusive migration
pedagogy. This also includes sensitivity to difference as regards fair educational participation for all
—in line with Austria’s own objective for education
pedagogical and didactic response to heterogeneity by introducing learning processes appropriate

XXVii
to all learners.

5. Migration and internal higher education development

An inclusive migration pedagogy must counteract this in both theory and practice within the cur- 15
ricula of the new teacher training. It should be targeted towards all students, teaching and adminis-
trative staff, it should be highly differentiating, and it should promote a reflective competence that
makes it possible to absorb or counterbalance mechanisms in the education system which produce

. . s XXV . .
or reinforce inequalities. Here, for example, a revision of the concepts of language-sensitive
teaching is of crucial importance, laying the foundations for all learners (even so-called native stu-
dents who demonstrate a significant lack of language skills during their degree programme) to

acquire the ability to communicate to a respectable level in a multilingual society.

At the same time, a key function of this new inclusive teacher trainingistoreflect on haoaw “f or ei g
ness"0 r “ ot hissconstr@esl en a daily basis in institutes of higher education and universities.
This all has a concrete impact on the conttent profi

te”: the Salzburg University of Education Stefan Zweig has accordingly changed its organizational
structure by setting up a centre of excellence for diversity pedagogy with an emphasis on migration
and multilingualism (with a particular focus on intersectionality). In addition, the higher education
institutions are promoting higher education teaching processes with a focus on migration-
pedagogical practice during their internal teacher training programmes through publications, re-
search proposals, specialist conferences, and continual professional development programmes for
teachers, and they are also establishing national, international and interdisciplinary research col-
laboration projects on migration and education. Furthermore, in 2013 the first professorship for
sociology with an emphasis on migration pedagogy was instituted at the Salzburg University of
Education Stefan Zweig; this shows that the issue of migration has an important role to play in the
devel opment of t h e ™ |
Finally, by changing its name to include that of the exiled Stefan Zweig in November 2014, and by
hosting the first Stefan Zweig conference in December 2015, the Salzburg University of Education

nclusive University”
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Stefan Zweig has made a clear statement with regard to the relevance of migration issues in peda-
gogical training.

Professional pedagogical practice, including migration-pedagogical practice, always takes place
within a field of structural and cognitive contradictions —and this is also the case in teacher training
colleges.xxx This therefore suggests that in general — and especially under conditions of migration
and diversity — all students — and teachers — should be given the opportunity to acquire a profes-
sional approach that is accordingly reflective with regard to migration pedagogy. In other words,
because migration-pedagogical practice is always case-specific, and because it is not just a matter of
applying the same *
alwaysdemonstrat e “ cromanggeatioh-pedagogicltpérspeztivd.

Teacher s’ -reflectioh shaukd pbrocseé dn fin anti-positivist basis (Horkheimer, 1989). Its
starting point should be that thinking must engage with and embed itself in reality, but at the same
time it requires distance if it is to be self-critical. Criticism therefore requires not only the negative,
sceptical mo ment but , at the same ti me, t h
prevailing zeitgeist (inclusive of education policy issues).

Thus, a teacher who practises in a critically enlightened way uses inclusive migration pedagogy to
diagnostically identify and dialectically neutralize socially-mediated oppositions in order to deepen
and preserve these — raising them to a new level where new perspectives are permitted — and to
make use of them in pedagogical practice: the purpose of critical pedagogical professionalism is not
to create a pedagogy that is free from oppositions, rather to recognize and grasp real oppositions in
such a way that they can be changed through pedagogical practice.

recipe” in each individual

e

case,

ndi vi

The question of how the educat T-ovheaethisiinolsivei(hiut i Jgns of

gration-)pedagogical practice is in operation — can become places of reflection, places in which pro-
fessional teachers see themselves, at the same time, as learners, is crucial here because reflective
practice requires reflective environments. Especially when it comes to the competing demands of
migration and performance assessment and efficiency at teacher training colleges and universities
which must comply with prescribed assessment, selection and allocation requirements, this migra-
tion pedagogy will always be influenced by social interferences, paradoxes and ambiguities.

6 . | mpl ementing the inter'discipl

progr .

Overview of the i mplementation of the intcerdiscipin
riculum of the bachelor’”s and master’s degree
EC Module Module title Topic
code
1 P1:1 Language as the Basis of Teaching Multilingualism, differentiation
3 P 1:3 Linguistic Foundations of Language Ac- Multilingualism
quisition
1 P 1:3 Language Level Monitoring and Language  Multilingualism
Support
2 P 2:2 Inclusive Rhythmicity and Motopedagogy Inclusion, differentiation
3 P 2:5 Diversity and Inclusive Pedagogy: Gender, Diversity and inclusive pedagogy: gen-
Interculturality/Multilingualism, Disabil-  der, interculturality/multilingualism,
ity disability
1 P 2:5 Gender, Interculturality/Multilingualism,  Gender, interculturality/multilingualism,

Disability disability
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1 P3:1 Changing Perspective: Diversi- Diversity, inclusion
ty/Inclusion and Society
2 P 3:4 Gender and Media Gender
2 P 3:4 Migration Pedagogy, Intercultural Learn-  Migration, multilingualism, diversity

ing/Multilingualism and Media
2 P 3:4 Diversity and Inclusive Pedagogy: Disabil- Diversity, inclusion

ity
2 P 3:5 Political Education in Elementary School
2 P 4:2 Reading and Literary Skills Gender, diversity, multilingualism, mi-
gration; heterogeneity
4 P 4:2 Reading Diagnostics and Reading Support  Gender, diversity, multilingualism, mi-
gration; heterogeneity; differentiation
2 P 4:3 Communication and Conflict Gender, migration
2 P 5:1 Performance Assessment and Diagnostics  Diversity, heterogeneity, differentiation
1 P 5:1 Ethics and Ethical Practice Migration, gender
4 P 5:2 Social and Historical Learning Gender
4 P6:1 Heterogeneity and Differentiation in Heterogeneity, differentiation
Mathematics Teaching
2 P 6:3 Educational and Career Orientation Gender
2 P7:2 Autonomous Language Use in Differenti-  Differentiation, inclusion
ated Foreign Language Teaching
2 P 8:1 Concepts of Sustainability Inclusion
2 P9:1 Sensorimotor Learning Inclusion, gender, differentiation

Figure1:1 mpl ement ati on of t he i nt e'(idduding migratiom aithiy mezt er i a
the bachelor’s and master’s degree programme ——h—el
Education Stefan Zweig

Since the start of the winter semester 2015/16, the Salzburg University of Education Stefan Zweig

has offered a new el ementary school course curricul
interdisciplinary topic of “diversity” (including *
ECTS (European Credit and Accumulation System) points.

Within the framework of the bachelor’s andv-master’s
er, there are very few course units which are required to focus on migration or inclusive migration

pedagogy. For example, one course unit which must i
Pedagogy, Intercultural Learning/Multilingualism in the Context of Media and Foreign Language

Teaching”.XXXI

Since the winter semester of 2016/17, the thematic
components in educational science and pedagogical and practical training as a sub-field within the

interdi sci plinary topic “diversity and inclusion” as p:¢

and master’'s degrees in the Mitte region (n . e. Uppe
tiated abilities in perception, evaluation and making judgments with regard to teaching and learn-

ing processes, combined with an inclusive attitude, are the key educational objectives of all courses.

These are identified, in comparison with the Salzburg University of Education Stefan Zweig elemen-

tary school curriculum, not via an explicit allocation of ECTS points but in terms of content at the

l evel of the module and course descriptions. I n the

ter’s high school teaching pr ogaraarare so fantdhe rles@leelt d
school teaching degree there is very little content on migration or migration background; in the

subject area of geography and economics wiuthin the
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dents must p a s sve” inodelss torréspodmgito & HCES @dinits, and these include
migration studies modules. This means students can pass by specializing or by taking individual
subject-specific seminars.

What is immediately noticeable when the two curricula are compared is that, overall, at high school
level, the diversity topic is not integrated as compactly as at elementary school level, and this is
primarily because of the dominance of subject areas or specialist disciplines. On the other hand, the
field of diversity is more strongly connected with the respective research within subject areas, and

the new specializat’'iFonstéeadl o$i 6sppedatmaypeeds schoo
able to anchor migration pedagogy in the high school curriculum on a long-term basis. However, it
remains to be seen whether the | s"saslaevisildefdisaretegr at i on v
unit i n the “ i n"tinethedittsregiom briwhegher yt will il itocget lost or even

“ di s s’ wthirt tkid This is because the core curriculum (apart from the optional course spe-
cializations) is largely lacking in the specialist courses reserved solely for the specific thematic field

XXXii - . .
Moreover, as regards multilingualism in

of migration and available in comprehensive breadth.
relation to migration, it is apparent that although the new curricula do, on the whole, address multi-
l'ingualism more explicitly, t her’&entérmsoftestablishing
concrete approaches or making it compulsory to anchor the respective teaching content in the
compulsory core curriculum in the middle region or in the elementary school curriculum of the
Salzburg University of Education Stefan Zweig (Purkarthofer, 2016, 11).

These curricula do not convey the issue of migration by any means substantially enough, and they
do not adequately address requirements such as learning process design for bilingual or multilin-
gual learners, engaging with differences in ethno-cultural socialization, possible traumatization due
to forced migration, etc. This is certainly true of the elementary and high school curriculum at the
Salzburg University of Education Stefan Zweig (Purkarthofer 2016, 11). This is also true if results

nly mor e

are compared nat iswuedaelativgly spatelMin the carridulanm and appears most 18
frequently where it i s part of the interdisciptimna
there must also be a comparative analysis of the respective paradigmatic starting points for anchor-

ing migration (as a resource, in the context of intersectionality, etc.) in all elementary and high

school course curricula).

The teachers’ attitudes, knowl edge and practical s k
module descriptionsr epr esent, as a starting "ptheidetitivefasoe ner al “ p

will be how the individual teacher implements the content of the course. It will depend on the
teacher’s attitude as to whet her hproblent andsahiabil-
ity or as an educational opportunity with great potential and transfers his/her knowledge (possibly
also via an emotional perspective) to students accordingly.XXXIII
In order to ensure that there is a correspondence between pedagogical and didactic concepts of
empowerment on the one hand and migration pedagogy within curricula on the other, there should
not be a one-sided focus on the deficits of learners with a migration or refugee background, rather
the emphasis should be on fostering the diverse skills they have brought with them. This focus on
potential highlights the benefits of heterogeneity for teaching and learning processes. If we wish to
achieve fairness, social justice and equal opportunities for all, migration pedagogy needs a concept
of diversity that, firstly, sees diversity as the norm and, secondly, reflects critically on existing rela-
tions of power and domination. This intersectional migration pedagogy with a focus on the criti-
cism of power and domination is a practice-oriented science that is concerned with dimensions of
difference and the interactions between them in order to minimize social inequalities in practical
teaching and learning settings.

approach
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7. Requirements for core skills in inclusive migration pedagogy

However, the idea is not that inclusive migration pedagogy simply becomes another buzzword. In

order to prevent this from happening, reflection at both a systematic/theoretical and an individual

level is required, as well as concrete answers regarding pedagogical practices. The following section

outlines requirements for core skills in migration pedagogy (for more details see Oberlechner, 2016)
within the context of the new teacher training.

7.1. Inclusive migration pedagogy is not an esoteric discipline

Migration relativizes both individual certainties and social norms. Migration is therefore never a
minority issue, and migration pedagogy is never a minority pedagogy. Questions relevant to the
whole of society intersect within the thematic field of migration, above all because they concern
social change. Inclusive migration pedagogy must also take account of multiple socio-cultural and
socio-psychol ogi cal aspects (e.g. in relation it
ly ties, death and funerals in a foreign country). Migration pedagogy poses questions regarding the
multiple causes, motives and purposes of migration, and distinguishes between different supra-
individual types of migration. The processes and structures of interaction associated with these
issues, which operate at the levels of both individuals and society as a whole, therefore represent
particular thematic fields within migration pedagogy: migration pedagogy accordingly analyzes and
interprets constructions of dme”" @atnlde r"y/o“ud u

and society, state, nation, rights, ethnicity, language (including bi- and multilingualism). In addition,
there are processes of acculturation, integration and disintegration; of transnationality, transcul-
turality, assimilation, marginalization, stereotyping, the formation of prejudices, racism and ethno-
centrism, inclusion and exclusion or segregation. Inclusive migration pedagogy also examines relat-
ed questions of power, domination and social participation, including differences in educational
opportunities and risks arising from multi-layered, plural biographies (which are of particular in-
terest in the context of migration pedagogy). This special pedagogy therefore enables not only anal-

ysis and i nt erapnrde t“aytoiuo’n iodfe n‘twet”i es, but al s
A theoretically complete picture of migrati.i
and “discourse” but i's al ways +fubtura ¢comditionsioif thekei

constructions, e.g. to the national logic of competition, which, when the necessity arises, repeatedly
instrumentalizes identities (including those of migrants) (see the analyses by Balibar & Wallerstein,
1990).

7.2. Inclusive migration pedagogy is comprehensive and differentiated

A migration pedagogy-based approach that is too simplifying is therefore characterized by a con-
densed analysis of current social situations, one which unjustifiably suppresses the dimensions of
difference into which migrants are incorporated, and overlooks the fact that differences such as
ethnic origin, nationality, class, gender or sexual orientation — which are acquired in unequal socie-
ties (either inherited/imported from another country or imposed upon arrival in a new country) —
can manifest cumulatively, that is to say, in the form of multiple intersectional discrimination. ™"
For this reason, migration pedagogy does not simply tease apart discriminatory dimensions of dif-
ference in the context of migration, education and early school leaving and regard these as discrete
elements that are merely added together; instead, it regards these as unique composites that are
inherently different from one another (or, to put it more concretely, in the words of someone di-
rectly affected: you are not discriminated against as a Turk plus as a girl, but as a Turkish girl). This
comprehensive, differentiated concept of migration includes, in addition, questions relating to im-
migration and emigration, regular and irregular migration, economic migrants and refugees, envi-
ronmental migration, the construction of foreignness, gender, transmigration, exile, brain drain,
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brain gain, brain waste,XXXV and many more besides, i.e. all those migration phenomena that are
also relevant to education.”"' This migration pedagogy thus incorporates, right from the outset,

not just the dimensions of difference of sy
one in the teaching and learning context.

7.3. Tools for inclusive migration pedagogy?

How can inclusive migration-pedagogical knowledge be mediated through concrete lesson planning
in inclusive teaching and learning settings? Specialist learning on the issue of migration requires
incisive subject-didactic research on inclusive subject-based teaching in migration pedagogy. In
addition to this subject-didactic perspective on migration pedagogy, therefore, inclusive pedagogy
must be broadened out i f migration pedagogy
requires effective collective learning on the collective topic of migration, and it is only inclusive
teaching that can create the right conditions for this. V" Migration-pedagogical learning thus does
not draw on simplified constructions of identity which focus in a knee-jerk and overhasty manner
on, for example, students having a particular nationality or a first language other than German,
thereby causing students from families with
worl ds” ( Ober | ec hn edes, all héviribys indvddjal locdlizatioss arisihg frona
multiple and simultaneous sources of identity are overlooked in the educational context. To ensure
this does not happen, migration pedagogy requires constant (self-)critical reflection and permanent
analysis of the actual situation as regards recognizing difference and plurality and structures of
discrimination and privilege. Only then can a didactics that is sensitive to difference also be accord-
ed actual value within the context of teacher training; not, however, in the sense of a complete mi-
gration pedagogy tool with an exhaustive list of correct teaching and learning methods with regard
to students “with a migration backgr ou-refiettiye

s . XXXVili
awareness of all learners within learning processes.

7.4. A critical and reflective teaching habitus

A correspondingly critical and reflective teaching habitus contributes significantly to ensuring that
the requirements of migration pedagogy are met as adequately as possible in teaching and learning
situations. This is primarily the case where institutions of higher education also have a reflective
culture that is accepting of mistakes, where they are familiar with the practices of case review, peer
advice and supervision, and where offers of training are not interpreted as implying weaknesses or
even incapacity on the part of the staff. The question of how the educational environments in which
(migration-)pedagogical practice takes place can become places for reflection, places where profes-
sionals likewise view themselves as learners, is central: reflective practice requires reflective envi-
ronments. It is important to increase awareness of this, as otherwise it is not possible to continually
re-conceive the field of migration and take it beyond an overly-prescribed migration discourse. The

udent s

mul tipl

reééher |

usual “edu'tarto wmada | mitgarl &kt i on, however Jamd t‘e®c tmearel y

even the language used by migration educators should be continually deconstructed anew.

8. Closing remarks

Accordingly, a reflective habitus with regard to inclusive migration pedagogy uses a concept of
migration that is neither a-political nor post-political but is instead cognizant of moral pitfalls, diffi-
cult balancing acts between divergent world views, and the risks of instrumentalization. It always
reflects critically on approaches that culturalize and essentialize the phenomenon of migration in
connection with education: students and teachers should therefore learn, as part of their teacher
training, how to justify their own migration-pedagogical practice at all times. Those responsible for
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managing schools or higher education institutions need to know themselves, from a theoretical
perspective, how and why the issue of migration should be included within the curricula, and how
and why it should be a consideration within administration, further education and training, and the
selection of teaching staff. This might involve schools and higher education institutions modeling
processes on their own initiative or offering suggestions for reform in order to create an inclusive
school and class climate. Migration in the context of education is not least about alli ndi vi dual s
emotional connection with, and sense of belonging to, the educational institution. The objective of

inclusive reform in educational establishments includes, above all, the migrants themselves. Think-
ing about high achievement and excellence is especially important in the context of migration (e.g.
on the part of the Austrian Academy of Sciences) as well as in terms of academic achievement in
colleges of education, universities and schools. All this requires continuous institutional reforms.
Furthermore, colleges of education in Austria must not leave fundamental research on migration to
non-vocational universities and limit themselves to research that is narrowly focused on the teach-
ing profession and only covers issues ‘Tlsire-ect| vy
quirement to measure direct impact in practice ultimately and unjustifiably restricts migration
research and the migration pedagogy that goes hand in hand with it. Critical reflection, principle-
oriented theorization and deconstructive criticism do not necessarily lead directly to practical pro-
posals for pedagogical solutions. The aim is to develop comprehensive theoretical knowledge about
education, for critical awareness is only possible if it is cultivated within teacher training. A reflec-
tive habitus therefore generates innovative solutions which make it possible to maintain the mo-
mentum of educational science approaches and pedagogical thinking and practice in the field of
migration. This should enable teacher training colleges in Austria to include problems pertaining to
society as a whole, and which go beyond the immediate teaching and learning context, in their
teaching and research. In the case of migration, this might even include socio-philosophical prob-
lems. 21
The aspects addressed in this contribution — the reflective habitus, the focus on individual cases,
skills or resources instead of on deficits, etc. — can of course also be found in other concepts of ped-
agogical professionalism unrelated to migration (and this comes some way towards systematically
anchoring inclusive migration pedagogy within special pedagogy). However, if we are to develop
the potential of the reflections that are, to a certain extent in this contribution, consciously explora-
tory into a systematic understanding of inclusive migration-pedagogical professionalism in the
context of the new teacher training, the following questions must be addressed (in further contribu-
tions elsewhere). The focus here should be to define more precisely —in a systematic and conceptu-
al sense —and empirically investigate the challenges pertaining to teacher professionalization in the
context of living in a migration society:

Upon which understanding of professionalism will this inclusive migration pedagogy be

based, and to which processes of professionalization will it refer?

To which concepts and empirical evidence on professionalization can inclusive migration

pedagogy be linked for the purpose of mediating pedagogical skills?

How should the relationship between inclusive migration-pedagogical skills and other

pedagogical skills be conceived?

How should the interplay between the different (empirically proven) aspects of profes-

sional teaching skills and inclusive migration-pedagogical skills be conceived?

What is the perception of the relationship between professional habitus and professional

skills within migration pedagogy?

Which specific bodies of knowledge should form the basis for inclusive migration-

pedagogical professionalism (assuming that professional practice always refers to con-

crete, domain-specific content)?
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To what extent can inclusive migration-pedagogical professionalism be empirically justi-
fied?

To what extent can research results pertaining to other concepts of diversity-sensitive
practice and to intercultural competence be applied to inclusive migration pedagogy?

| f inclusive migration pedagogy is to gene
higher education institutions in the future, too, there has to be a need —and indeed a market —for it,
not least on the part of the teacher training students and the individual schools. Schools, who have
increasing autonomy over selection of personnel, are now in fact seeking candidates with qualifica-
tions in inclusive migration pedagogy. The implementation of inclusive migration pedagogy in the
context of the new teacher training in Austria cannot therefore only be a top-down process (im-
posed by the government and administrative bodies) but must also be bottom-up. This is the only
way in which inclusive migration-pedagogical education can become both ideal and capital in equal
measure.
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attitude to peopl eowli ¢éhwidi sadpeéctaksdanedl ppment al n

of all, opportunities to get a full education.

At the present time, the Republic is carrying out c
speci al education by curceaattiionng ocfo nidnidtiivoindsu aflosr wihteh esdp
needs at their place of residence on the basis of
Republic has accumul ated a unique experience of wor
t al neadso ampeéci fic approaches to the professional
system of special and inclusive educati on, have bee

and tendencies of the developmeegi of (nzdeasswvedyedat
district).

Inclusive and special education in the Mozyr district

As of September 15th, 2017, in the Mozyr district,
children in need of speci al oducatli canssarsd acocer e Off i
were disabled children (in total in the Mozyr di st
14,440 students at institutions of gewsehaloilséeanscndar
tutions) .
The numberremfwicthh Isdpeci al devel opment al needs attend
number of children with speci alscdevod!| oipnnsetnittault i noenesd s|
The number of children with special devalbmpmenbél n
children with special devel opment al needs aattending
tional institutions is 42. The number of a@whildren w
tions of ot her Mini strires wbsth.sgdei anlumbev e lodp ntehnitle
Mozyr Center for Correctional and Development@é Tr ai
On the basis of the inclusive approach, educatiaonal
for integrdtedh eo©d individuals with special devel opn
physical and/ or ment al di sorders. They open:

speci al classes (groups);

classes (groups) of integrated (collective) weduce

stations of correatsisomsdlanared pedagogi cal

centers for professional and soci al reha-bilitati

tion.
I'n educational institutions of a gener al tmy p e, whi c
modation and educati aon adf diervcil wipdneailt al wintele dsspe t he n
with special devel opment al needs does not ®exceed 20

toyaniye i perspektivy .. [Status and prospects ..], ¢
I n the academic year 20tli7t/ 2t0ildBns 6&r ee daupcearta toinmag iim st
including 26 -sscchhoood!| si,ns30 tprtd ons, and the €CDTR, wh e
tion as wel/l as correctional and pedagogical assist:

Inclusive education of pre-school children

I n pclkool educational institutions there are: 8 spe-
27 stations of correctional and pedagogbschaAbolassi st
instituti ansbyarseerotiafef echaracteristics: the State el

Nursery School Ne 12 for Children with Sevear-e Speech
tion “Mozyr Speci3al fNurr sGhriyl dScehno owi tNe Vi sual | mpairnm
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Il nhe State educational institutRomot MEhyt dBEpaciwalk hl
Speech I mpairments” the educational process is orga
pr-&chool institution for chihtdsencwitédspeveirg sppeet
l um “Education of children with severe speach i mpai
tion classes “Logorhythmic exercises” (stammering).

Much attention in the institution tiisonpadi de ntvd rtomene a
ai med at the treatment not only of the existing spe:
the devel opment of children’s communicative, as wel |
There are six groupsupisn wtihe oiamslt@iatpu tsitoany: o goruopi | s

with-hou24 stay of pupil s. I n toscaHoalheirres tairaeu t8ilorc.h i T
tional process is carried out by 14 -pesdyucchaotloorgsi satn d at
mwic director, and a physical -edhicalt iiomsttietawcthieon 0o
90% of children are enrolled in general edueation s
cates a high effectivenesgcbél thdapti astote@gmounp fTbe
stay of chil dmeennt iiometdhepabebownest i tuti on. Such groups

of a child to a kindergarten and are created for <c¢h
we ek . Thes ,edtuceatsopeech pat-phoy olgolsd gi, stt,het hee amhseirc al

the physical education teacher conduct a variety of
successful adaptation of chil dr enprtec htolbd ceadruciattii mmsa
institution allows parents to stay with their childi
The State educational instituBDohot MEChyt dBnpaciwal hN¥
pairments” includelsour0 warokiprsg wd d the AAWlse.c hlitl dirse nat tTehn
content of education is determined by theneducati on
cludes the curri ewlhwmlofi nsstdpeidiiooln groe chil dren wit
programme for t hecledald adrieaoan wott hpwvé sual I mpai rdgents.
cess is organized by taking into account t he —severi
use of-te¢egpmil oal and specialomquhembasi sfof the Bl ahn
dogystem, for vi su-alclcyoridmpagi rteod tphecopleeachi ng ai ds wi t
The armewnti oned educational i-hseétaehvbonormmermt efora ibr
with special devel opment al n e epdast. h oTlhoeg iisnts ttiot upri covni des
therapy assistance to pupils who along with visual

“Maternal School” functions within the educational

the versatile deéwelampimeamti safngpuphe parentse-psychol c
ness. This form presupposes not only the joeint stay
school education, but also the regul at av¥ifsiwiitmg tdfe

aim of providing the necessary psychol ogical and pe
education and development of their child (Kovach, 2
I'n Mozyr and the Mozyr -sddhlsaali citn stthietruet faorwnebk eacllasnos pOh ep r
ci al groups and groups of integrated education funct

Inclusive processes in institutions of general secondary education

I nstitutions of general secondary edutiaonopandompri s
bringi-wg th2 ul | —wiitlhl praarttei,al7 2f i | | rate), where 226
where 5 -ihmpeariirregd children receive help, 21 correcti
which are attended by 1105 chil dren.

An tiemrated class (group) is referred to as a group
health indexes are within the norm and chill-dren wit

ity. Children with a certai n spa(tgiroduopgsy) ,prwhfiiclhe dsettuedry
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realization of the educational process according to
l'iving in educational institutions.

The contingent of students in integirattidorsuchhtjgemer
secondary education in the Mozyr district in the ac
foll owing devel opment al di sabilities: |l earning diff
i mpairments (lsmpaéegmea) s lfeadi Wggiree), severe spee
The inclusive approach to the organization of the e
the content and forms of the educational activity o
stdi ed by students with disabilities is reduced to t
ing are minimized. Requirement s, adequate to the ¢
Schoolchildren develop theomeiateegative adebirnudeg,t
and educational activities.

Schoolchildren with severe and multiple impairments
content of certain educational subjects igoincompre
the schoolchildren’”s abilities and for their soci al
speech pathol ogists, coordinated with parents, appr
of which classes for trhgiamizetde gamnmyd afd | wlsitleddr eant & rhee
ic year. Socialization, inclusion in adequate work
skills are of particular importance at the initial
of tfbemati on of domestic skill s, t he cul ture of
(Konopl eva, 2005) .

There are a number of educational i nstitutni-ons in M
me nt has been created faoahibkbdoeat wonhal sipetceéeql atdieorre | ¢
the State educational i nstiltQ’t,i otnh e Mbtzaytre Seedcuocnadtairoyn
“Mozyr Secondlazr’y, 8 dcdheo oSIt aNee educati onal institgytion
t he St atmalediurcsattiitouti on “the Mozyr district Kozenky
The State educational i nsti tlwt"i oins “cMorzryernt 3 e/c oannd ae ¥t
venue of the innovative project “1I mpl ementation of
studenht sdiwifterent educational needs in a communicat
innovative project is being i mplemented wid-h the in
ary education in t-hhe ReépulGloimel qfakWild|Bbreslkys Gegdoas, 3
as at educational institutions in MMO2®&k and t he Min:
Il ntegrated education at the | evel of gener al seconc
institutions (secMnayrr ydissthroiod ts.}f rHeaevdehseri r an mamt i ea s
been created in two schools: in the Stat®0 eadmudcati on:
the State educational instiltédti on “ Mozyr Secondary .
Thus, the systcemiomfn s meceidaulc agduwnal institutions of
Mozyr State Professional Lyceum; i ntegrated and spe
and special-sghoopsinstptetions (nur s eersy hsoooHo dlIns)t; 2
tutions (nursery schools for chsd¢hoeln oviit lpdrsgre’es hd &
ment centers,; stations of <correctional and pedagog
and -spaheool institutionsfoMoCygrr Retgii omall &Lredt Bevel op
and Rehabilitation.

The work of the Center for Correctional and Developmental Trai-
ning and Rehabilitation

The State educational institution “Mozyr Center for
Rehadbiilon” has been working in the educational Syst
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the center ensure constant support of children with
institutions of the city amdatrke reicet viotg; eatr | pr € ®
assistansccehood pgrreoups are organized, where -25 chil dri
school children are studying at home. The educatior
and pedagogde ails agisven ano 69 children with-speci al
tion to Mozyr CCDTR is organizddekorn26rdinmabt edas
created in the center, technical means for physical

The @dwuecnal process in the CCDHRYyiIi sacadagannicg-ave eikn (Tl
i men of a disabled c¢ch#ll0d'5s hsotuarys ,i nt htehec hCQCRTTR ni sar®

meal s. The duration of the | estswhestBtbss mdbBumeésutbBgrr i
the first half of the day, academic cl ass eas-, i ndi vi
ni zed. Correctional cl asses, rehabilitati we, organi
terests, i nadrievildeislad dwmorrikng the second half of the d

and -spaheo ol groups includémedyphamipc waéeé&lss, odayoor g:¢
of the environment.

Measures are carried out t o drewsil ol aairdd i mptr orviea It h;
massage, exercise therapy, as wel | as activities fol
cultural | eisure for children. Club activig-ies are
ing”, 6 tsdruddetnhtes a@ltub “ Modeling and design”. There a
parent s: “A Ki-inadl IHe ar“tA” ,Co“zn dHw us e’ .

Mozyr CCDTR pays much attention to the orgiani zati on
vi dual coosut ¢equed®ns, thematic group consultations,
work, which are prepared by the specialists from t he
of the center. For exampl e, in thentfg aameevolokf @fed hte
lowing topics for discussion: -SsOroel opmiendp ®f '35 i nSo c
tation of a child with Down's syndrome”, “A pi+te—of
dren. Behavi oro'f, a' Swikiilad i zlht o wgph a game”, “Chil dren
rel axation”, “How to help a child with social inter
collectivov .. [On the work of pedagogical coll ecti ve
There are ehougbaropyimeg out the educationa&l process
guirement s: fl exible zoning, polysensory provision,
me nt to a chil d. There are 5 classrooms, rZ2 game ro
school groups, 2 study rooms of the speech pathol ogi
practical wor k, a music studio, a gym, a room for s
watching videos and anizmat éch mdwi escarrdtd ome trtoiong

A resource room has been created in the CCDTR in whi
There are manuals and speci al equi pment for wuse in
transportation fprayi mmabéreidalch, | @wheal, chairs (all di
are provided with wheelchairs). There is an- interac
er s, a music system, musi cal instrument sks Tarerdcent e
educational aids for all types of schools carrying
The I|ibrary collection comprises 5,540 textbooks ani
The activities of Mozyr CCDTR make spewai bbbleduaoati
only for wurban children, but also for children |ivi
decision of problems in the education of <children w
the activities of fspsepceicailailst(si nicnl utshevef)i elddicati on i
with health organizations and soci al service insti
wor k. Al this provides solutions to the d&i-verse an

t efmaces.
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The work of t heedpprpadcdodgpd gigc @lal commi ssi on (PMPC) i s
CCDTR. Annually the members of the commission condtu
pedagogi cal examination of chidlsdruegm nwirtelquersdc iodl edal
institutions and parents to determine the a&-ondition
tion programmes, providing correctional and- pedagog
fied disordernamitausdyofngedheatdiyonal changes and pers
the process of specially organized education. I n tt
accept more than 3,000 children aged 0 tb I1l8galnto t
representatives of the child and its aim is to deter

At present the approaches udadednandet @EDTRnNnavatsee
education of chil dmweint iwp it ¢l nsdedywoszir @ sayrcch/odrogi cal di sor

wor ked out , as wel |l as the curricula for twenty edu
educational and methodol ogi cal manuals fora-teachers
tional andginealhom@hual s on such educational fields
“Sensnotyr training”, “Practical mat hemati cs”, “Visu
Center for Correctional and Devel ogpomeirmaadd ghrgd icmil n g
assistance to students with autism disorders in the
in the Republic use manuals worked out by the spec
Devel opment al Trainifrog emxd mRélrabi“lAi tsepteico ma,l child w
hi m?"”, “Devel opment by Playing *“, “Devel opment by |
with Mum” (the author: Ashkinezer E. V., a speech p
stagebeoVI Republican contest “Modern Technol ogi es
An i mportant area of the activity of Mozyrl -CCDTR i ¢
dren with special devel op3me nBEaarll yn afleedise Icabtp mteamdodd g & | & fo
ders and early initiation of <correctional worgls wi tt
child's socialization, but also often all osw t-he —chi
t em.

Education in thessG®DTeR tnoa keensc oiutr apgoe t he gr @aat est pos
bled children, to improve the quality of their Iive
into society. Through the social rehabilsi taatd on of

di sabled children in the CCDTR the percenteage of f a
cided to abandon rietsi e npli ahtaisthgsmegtniifn cantly decreas
activities of the CCD-TRIlefda misltiaamsp oV e rucnohnaep pti mee ssso a n d
parents have an opportunity to find themselves in si¢
i fe.

\ocational education of children with special developmental

needs

An i mportant aspecotn ooff tchhe |sdaeinalwiizeh speci al devel o
education and making something out of it in | ater
groups for students with special devel opmeant al need
tanal education in the Republic of Belarusb-which al
tain occupational abilities as the basis foor | ater
fessional Lyceum has organioaegd tfoe fpelolpdvwei awg tdc dwpeae
bility (1st degree): “plasterer” (3rd catehgory) and
ment “Kalinkovichy State Professional Agrae-i an and

cializatiowisth oi mpteelpll eect ual disability (1st degree)
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|l andscape design” (3rd category). People with speci
tutions of specialized secondary and higher educati
Theysgsem of psychol ogi cal and wéed agodewxa lad smemtoa It (
needs (foster care) has been operating in the Repub
two years after finishing or -wga aspeadi alg @@&nerdaulc ad d
school (a special gener al boarding school ), an auxi
wel | as gener al secondary, vocational, secondary sp
aim is to i noctreecatsieo ns oocfi agr apdruat es with speci al deve
foster care is carried out in accordance with such
on proessti denti al accompani ment of orphandheamekcclkiel dr e
of the Council of Ministers of the Republic of Bel a

foster carwi tohf sppeercsioanls de(veed ompene nafalt me eMisni stry of

Republic of Belarus 19.07.2011 N 92).

Fostare is provided by an institution which a disab
organize the necessary action, the head of t he edu:
wi || carry out foster care odntécugataidumalesi ndtni ttuhte
type (e. g. secondary school) cooperates win-h such o
ter, the Center for Correctional and Develp-pment al

pl ementary eedudatriemmn afn@r young peopl e, healrt-h organi
vice center and other organizations on issues of so

Ways to improve speech pathol ogi
with disabled students

Il ncl ubdiwatieon in the Mozyr di strict i s provi034d by
creative, talented people, able to generate new ide
children's personality, proviidalnigz atpipon.t uAtitt eas $ @me
stant work on improvement of the professional skil!l
education is being carried out. On November 28t h,
“Mozyr Regi ona@d r eCeetnitcerra If oandC Devel opment al Training
one of the venues for the Week of Professional Exce
Gomel Region. As part of this event thegseéeimpér of th
ence, demonstrated the conditions etrteaitredcpf-@at isweecd
proach to-twowvkalnohinking and their unconwentional
nts with severe and mutitéepl e devel opment al di sabil
order to upgrafdet hdespeail afistas i oh Mozya- CCDTR,
n of speech pathologists has been orgami-zed, car
umetwedol ogi cal -tdre oirlre ftnoecaraitn go nian whi ch the foll o
sed: “Regul atory and I-eedguacla tsiuopnpaolr tp roofc etshse acto rtrheec
cation”; “A unified approach to diagnostics and
hreeaed multiple disabilities (SMD)"”; “cdl-he use o
nal sessions with SMD children”, et c.

M yr CCDTR constantly encourages the workn-of a met/
ing groups, whomeetgiamdsz ei n htethe form of a round tabl
and methodol ogi cal seminars on a number ofc-topics:
ti omdlcati onal process at the | evel of thpeldieale educ
opment of sensory perception, fine motor skills of

guaintance with the environment”, etc. (Sudibor, 201

s 0o S0~ —a
o T T QAo Y9 —~+ 7T S5 0
N O —+c —™ = 0
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Practice analysis shows that the | eadingtutoiromsf pr
in the Mozyr district in the system of inclusive ed
and spread of professional experience presented in
search projects. During7tdeclperéevaarfacl mpr2djle8c ttso veelrl
the following issues, which are relevant tpo inclusi
tions of the mMmentahdy 2thdd a¢eletaed by applyingr-game tec
mati on of ceo maninli lesgptedafk i m@n c hi | drveenr blay woimmgninoat i
means” ; “Socialweahi epeof abktddipt mpmaent aff heeengsat er
nol ogi es” ; “Peculiariti éhe aciimpaighend daeénoheafngvoakc o
i mpl angte nier ad esédccadacsyialt utf dhe use of games and ex:
the elimination of primary school s tswwchemtl s- h eday 9 qarga p
i mpaired children by means of visual modelling”, et

Professional development in an international project

The teachers in the Mozyr special educati om- system
tional project “Training and retraining of teachers
ofliversity”, which has been i mplemented by represent
and Eastern Europe including such countries as the

Bel arus was represented by WMpzywamS&tPan&Ehe@&mgadgoagi c alh e
Academy of Postgraduate Education ( MinsM.) ,Masnd Vite
erov.

Within the framework of the project the university
for speechs,paochemlod giasmtd secondary education teacher s

depart ment of the Mozyr district, student s; hi bit
speci al training sessions on this iesmert ddvientheemnh e
educational process,; masters’ and candidates’ t hese
inclusive education have been published in authorit:
of Diversity” has been published, et c.

Conclusion

Thus, three forms (models) of schoolchildren’s incl
of Belarus, which get support from the government:

1) speci al classes in a general educatiom school

create opportunities of extracurricular woerk on a
tions of a speci al school ) ;

2) classes of integrated education (there may be c
number4ope@pl e (4miprecorpl i smartdher s, but normore tha
ders));

3) correctional and pedagogi cal counseling as a sy
the work of stations of correctional and pedagogic
Similar f or msapopfr oaarc hi ool ushieveeducati on of children w
the | evedhodl pedcucati on.

The Mozyr Center for Correctional and Deved-opment al
cational institution pobvpdiynbohogioakgr ameddcalystaan
tance to people with special devel opment al needs.

and/ or multiple physical and/ or ment al di scorder s an
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tional andntdelvel ppmmchosoci al, met hodol ogi cal , cons
activities.

An i mportant prerequisite for the success of the sy
specialists working in thisafielsdgchepegtht patbhokbbgi
educators. Evidence of the professionalism of these
di strict is the current system of generalization a
scientifidolodi oreelt hnesearch projects of teachers,

participation in international projects on the one
on the other hand, the most signidn cafnt groacu atee sn gwi
speci al devel opment al needs to soci al i fe.
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Natascha Hofmann & Andrea Ohidy (Germany)

Mentoring, Counselling and Mediator Models
to Improve the Educational Situation of Sinti
and Roma in Germany

Abstract: This article presents the educational situation of Sinti and Roma in Germany. The members of
this highly heterogeneous minority group differ not only in terms of the time of their immigration, their
legal status and language, but also in terms of their educational participation and success. The only thing
they have in common is that they can all be defined as disadvantaged when compared to an average Ger-
man citizen. Since the 1990s, various mentoring, counselling and mediator programmes have been deve-
loped and implemented in Germany to improve the participation in education and the educational success
of Sinti and Roma. The impact — for example the positive effects of self-chosen mentors and role models
from the majority society or of Sinti and Roma educational mediators — has been proved by empirical stu-
dies. In order to further improve and strengthen these models, educational programmes for the professio-
nalisation of mediators have been developed, such as the Hamburg Model or the ROMED Model.
Keywords: Sinti and Roma, Germany, educational situation, mediator models

(Natascha Hofmann & Andrea Ohidy: Sinti  Roma
): Sinti Roma
38
20 90
Sinti Roma
- Sinti  Roma

ROMED
:Sinti  Roma

Abstract (Natascha Hofmann & Andrea Ohidy: Mentoren-, Beratungs- und Mediatorenmodelle zur
Verbesserung der Bildungssituation von Sinti und Roma in Deutschland): Dieser Artikel stellt die Bild-
ungssituation der Sinti und Roma in Deutschland dar. Die Mitglieder dieser stark heterogenen Minderheit
unterscheidlens i ch ni cht nur hinsichtlich der Zeit ihrer Einwan
Sprache, sondern auch in Bezug auf Bildungsbeteiligung und Bildungserfolg. Die einzige Gemeinsamkeit
ist, dass sie alle, verglichen mit dem durchschnittlichen deutschen Biirger, als benachteiligt definiert
werden kénnen. Seit den 90er Jahren wurden in Deutschland verschiedene Mentoren-, Beratungs- und Me-
diatorenprogramme entwickelt und umgesetzt, um die Bildungsbeteiligung und den Bildungserfolg von
Sinti und Roma zu verbessern. Ihre Wirksamkeit — zum Beispiel die positiven Effekte selbstgewdhlter Men-
toren und Vorbilder aus der Mehrheitsgesellschaft sowie der Sinti- und Roma-Bildungsmediatoren —
wurde durch empirische Studien belegt. Um die Wirksamkeit solcher Modelle weiter zu verbessern,
wurden Bildungsprogramme fiir die Professionalisierung von Mediatoren entwickelt, wie das Hamburger
Modell oder das ROMED-Modell.

Schliisselwérter: Sinti und Roma, Deutschland, Bildungssituation, Mediatorenmodelle

Pe3twoMeHatawa XodmMaHH u AHagpea Oxwunpgwn: Kypatopckue, KOHCYJ
MoAaenu AnAA ynydweHwmsa obGpas3oBaTenNbHOW cuTyauumm CUHTU U L
npeagcTtaBnsaeTrT ob6pas3oBaTeNnNbHYW cuUuTyaumw CUHTWUW WU UbITaH B
HeAHOpPOAHOT O MEHbIWNHCTBaA oTnNnu4yarwTCA He TONbKO BPeMEeEHE
ctTatTyca u dA36blKa, HO MW yyacTumemM B nNnpouyuecce ob6GpasoBaHUsa |



Hofmann & Ohidy: Mentoring, Counselling and Mediator Models to Improve the Educational Situation
International Dialogues on Education, 2018, VVolume 5, Number 1, pp. 38-48
ISSN 2198-5944

MOMEHTOM fABAAeTCHA TO, 4T o
paccmaTpuBaTbCsa B KauecTBxe
peanuns3ywTcsa pa3/iMyHble KypaTopcKkue,
UTO6bB YNYyyYwnTob yyacTue CUHTM "

sphbek TUBHOB@TPUMEDP, NONOXUTENbHLbLE

M ob6pa3uyuoB U3 60NbLWWAOTPAABUKIEB R
SsMONMpuMyeckKkuMMM wnUccnepgoBaHumamum. Jna ToOT O,
akKumni, 6blnn pas3paboTaHb oO6pa3oBaTenNbHLE
Takumux kKak [Fambyprckaa Mopgenb MWAW MOpAenb
KniwouyeBble ccwHomBA : M L bIT aHe, [epmMaHmMUsa,

OHMN BCe, no
rHeepoBar®nd epmMAHNK UK

UublraH B

3 (e K T bl

4T o BIx

POME/].

Sinti and Roma in Germany

I n Ger many, Sinti and Roma (sometimes al so
national minority since 1998. There is no reliable data on their exact number or proportion of the
population. On the one hand, because official statistics — except for the statistics on refugees — do
not include the category of "ethnicity”, and on the other hand because German immigration and
refugee policy is subject to major changes. According to estimates by Sinti and Roma advocacy
groups, there are about 70 to 150 thousand people who can be assigned to this ethnic minority
(Engbring-Romang, 2014). The Federal Ministry of the Interior estimated their number in 2009 to
be 60,000 Sinti and 10,000 Roma living mainly in the Rhine-Ruhr, Rhine-Main and Rhine-Neckar
regions, in the West German provincial capitals as well as in Berlin, Hamburg and Kiel and the
surrounding area (BMI, 2009). According to the Berlin Institute for Population and Development
(2016), 70,000 Sinti and Roma who were German citizens and 50,000 who were registered as refu-
gees or asylum seekers lived in Germany in 2010 (Briiggemann, Hornberg, & Jonuz, 2013, p. 97).
These data alone show very clearly how heterogeneous this minority group is. In Germany, Sinti
and Roma will usually be categorised according to (a) the time of their immigration, (b) their legal
status and (c) their language (Table 1).

Table 1: The categorisation of the German Sinti and Roma

Naming Immigration Emigration location/region
Sinti 14th-15th century India

Vlach 18th-19th century Transsylvania

Lovara 1950's Poland

Roma guest worker 1960-7 0 * s Former Yugoslavia

Roma refugees 1990° s Rumania, Kosovo, Bosnia
Roma EU citizens Since 2004-2007 Rumania, Bulgaria

a) The first immigrant Sinti have lived in the area of today's Germany for about 600 years. They
were first mentioned in documents in 1417 (Fraser, 1995); they are considered to be the longest
ethnic minority living in Germany. In the 14th - 15th century the Vlach people immigrated from
Transylvania, and in the 18th - 19th century the Lovara groups from Poland (Margalit, & Matras,
2007). In the 1960s and 1970s Roma guest workers came from the former Yugoslavia (Jonuz,
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2009), and in the 1990s larger groups of refugees came from Romania, Kosovo and Bosnia. Since
the so-called eastward expansion of the European Union (2004-2007) more and more Roma EU
citizens have been migrating from Romania and Bulgaria to Germany (Engbring-Romang, 2014).

b) The Sinti are German citizens. Some of the Roma who immigrated before the 1990s also have a
German citizenship. Most Roma who came to Germany as refugees or asylum seekers were and are
deported on the basis of repatriation agreements with their countries of origin. The immigrants, as
Union citizens, have the right to live in Germany under the Schengen Agreement.

c) The German Sinti and Roma are mostly multilingual. The groups immigrated before the 1990s
used their own dialects in addition to the German language: the Sinti speak a Sinti dialect of Romani
Chib, the VlIach speak a Vlach dialect, the
Matras, 2007). The groups immigrated after the 1990s also speak the language of their country of
origin or the dialect of their region of origin. Their level of competence in German as an educational
language is very different (Gogolin, & Lange, 2011). The insufficient German language competence
of Roma pupils is one of the most important explanatory factors for their failure at school (ibid.).
There are no representative studies on the socio-economic situation of the German Sinti and Roma.
Based on the few existing empirical studies, we can conclude that the number and proportion of the
unemployed or people who live without a continuous job is significantly higher than in the majority
society. Above all, the situation of those who do not have a residence permit and work permit is
characterized by poverty and disadvantage, which are further important explanatory factors for
school failure (Baumert, Stanat, & Watermann, 2006; Becker, & Lauterbach, 2007).

Most Sinti and Roma have a permanent residence, so they do not migrate. For some families, an
absence of several months from their residence (Strauss, 2011) and for a smaller group the so-
called circular migration is characteristic: They commute between two (or more) countries. The
majority of the society considers them to be non-German (Open Society Institute, 2003). Many of
them conceal their ethnic affiliation (Jonuz, 2009) in order to facilitate their own or family social
integration or social advancement, as well as to protect themselves and their family members from
antiziganism (Winckel, 2002; Heitmeyer, 2010) and institutional discrimination (Mengersen, 2004;
Riichel, & Schuh in: Strauf3, 2011).

The educational situation of the German Sinti and Roma

Due to the reasons mentioned above (difficulties of definition, lack of statistical surveys), there is
no representative data available on the educational situation of the German Sinti and Roma. The
empirical study carried out by Daniel Strauss between 2007 and 2010, in which 275 people were
interviewed orally and in writing, provides the most comprehensive picture of the living and educa-
tional situation of Sinti and Roma with German nationality (Strauss, 2011). Briiggemann, Hornberg
and Jonuz (2013) compared their results with the study by Andreas Hundsalz (1982), who conduc-
ted ("unstructured") interviews in 1981-82 with 132 people and evaluated written estimates of
social welfare offices (see Table 2).
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Table 2: The Educational situation of the German Sinti and Roma

‘ Hundsalz-survey (1982) | Strauf3-survey (2011)
Educational participation
No school attendance 34% 13%
No school leaving certificate 46% 44%
Secondary school leaving certi- 20% 47%
ficate
Types of schools attended
Regular school 69 % 90,6%
Special needs school 31% 9,4%
\Vocational training
Yes 6% 18,8%
No 94% 69%
No specification - 12,8%

Source: Briiggemann, Hornberg, & Jonuz, 2013, pp.104-105

Based on a comparison of the results of the two studies, we can state that the educational situation
of German Sinti and Roma with German nationality has improved considerably since the 1980s
(Briiggemann, Hornberg, & Jonuz, 2013, p. 104), but still remains below the German average.

The study commissioned and financed by UNICEF — a comparative study on the living and educati-
onal situation of Roma in Albania, Bosnia-Herzegovina, Bulgaria, Kosovo, Macedonia, Romania,
Serbia and Germany (2007) provides a picture of the educational situation of German Sinti and
Roma without German nationality: The life of Roma families, who immigrated from the former Yu-
goslavia in particular, is characterized by insecure residence status, the constant danger of deporta-
tion and the associated exclusion of social welfare benefits and school attendance. The low socio-
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economic status and the lack of German language skills of the affected families make their integra-
tion in both society and the school system difficult. Since the Western Balkan countries have been
defined as "safe countries of origin”, the Roma immigrants in Germany have been systematically
deported and returned (Fliichtlingsrat Baden-Wirttemberg, 2018: http://fluechtlingsrat-
bw.de/roma-fluechtlinge.html [15.5.2018]).

All in all, we can say that the educational situation of the German Sinti and Roma is very different

on the one hand. On the other hand, it can still be described as disadvantaged (compared to an

average German citizen). As the Diisseldorf-based social psychologist Sami Dzemailovski put it:

" Wh at uni tes wus all is discrimination® (Lindemann,
the social integration/inclusion of the Sinti and Roma minority in Europe (European Union, 2011)

and there is also evidence of how their participation and success in education can be improved

(Lindemann, 2005; Frese, 2011): for example with the help of mentoring, counselling and mediator

models.

Sinti und Roma in an educational awakening: Mentoring, coun-
selling and mediator models

Since the 1990s, various programmes have been developed and implemented in Germany to coun-
teract the comparatively high educational disadvantage of children with a Sinti or Roma back-
ground and to promote their social participation. The basic aim of these approaches is to accom-
pany and support the educational biographies of these children. However, the programmes, which
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take effect in the cities of Bad Hersfeld, Berlin, Bremen, Diisseldorf, Essen, Frankfurt, Hamburg,
Hamm, Kiel, Kiel, Cologne, Leverkusen, Mannheim and Straubingen, are characterised by diffe-
rences in institutional anchoring, in the scope of the practical fields of action and in the qualification
of the specialist staff (see BVerfGE 1,2 and 4; Lindemann, 2005; Bezirksregierung Arnsberg, 2011;
RAA, 2014; Landesinstitut fiir Lehrerbildung und Schulentwicklung, 2015). The weighting of the
different aspects is also reflected in the many different terms: educational advisors, tutors, mentors
and mediators.

In scientific literature, mentors are ascribed the role of an advocate and friend, who is often older
than his mentee and can become a valuable advisor on account of the difference in experience
(Perzlmaier and Sonnenberg, 2013, p. 22f). Educational counsellors are attributed a similar signifi-
cance, and their work is also intended to support the mentees' learning or working as well as their
personal development. Tutors, on the other hand, focus and accompany formal learning processes
in the narrower sense. Education mediators are assigned a mediating area of responsibility. In the
following, educational mentors and consultants and mediators are spoken of in particular.

Basically, there are two trend-setting components in the relationship building between mentor and
mentee: On the one hand, whether mentees choose their own mentors or whether mentors are
made available as contact persons of institutions. Secondly, whether the mentors are from the ma-
jority society or part of the community. These aspects can make a relevant difference for the relati-
onship of trust between mentor and mentee.

In the following, two educational biographies of young Roma are used as examples to demonstrate
that even elected mentors from the majority society can contribute to the success of educational
pathways. It then outlines why efforts are being made at national and international level to qualify
Sinti and Roma themselves as mediators and to use them in the field of education. The success con-
ditions of Sinti and Roma as educational mediators in Germany will be discussed using the Ham-
burg Model and the ROMED mediator programme.

Self-chosen mentors and role models from the majority society

,Some were inspired by stars, | had Mr s. K.
Ms. K. is a social worker in a refugee home where Bilsena lives with her family. She is Roma and
migrated with her family from Macedonia to Freiburg in the 1990s. Bilsena comes from a family
that, due to socio-economic conditions, can be considered to belong to the middle class. Education
is considered to be of great importance in her family, but married women usually do not exercise a
profession after starting a family. From the very beginning, the young Roma has had the desire to
arrive in Freiburg, to move from the dormitory to an apartment with her family and to communica-
te with the people in Freiburg. Due to intrinsic motivation, Bilsena quickly learned the German
language, graduated from secondary school and then trained as a doctor's assistant. She continues
to benefit from her multilingualism in freelance translation work. Ms. K. looked after Bilsena early
on when she arrived in Germany and encouraged her to go her way. She had passed on her know-
ledge of formal educational approaches and pragmatically supported Bilsena in completing an edu-
cation. She also set an example to her by reconciling work and family life.

Neno also reports about a person from the population of Freiburg who played a decisive role in his
education: "Mr. B. is a great support for me and like a mentor who has been with me constantly for
six years now" (Hofmann, 2008, p. 72). In contrast to Bilsena, Neno only met his mentor months
after his arrival in Freiburg. Neno had already had discriminatory experiences with students and
teachers at that time. He found no access to his classmates and describes that after three months of
regular schooling he was trained in a special school without any reason that he could understand.
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Later, other teachers confirmed to him that he was understretched there because his skills could
not be adequately developed there. "I could have gone long ago [due to my good grades]. But since I
didn't have anyone who could speak German well and would have been able to stand up for me, I
was there quite a long time, up to the 8th grade." Retrospectively, it makes him sad and angry. What
happened to Neno is described in the literature as institutional discrimination (Gomolla, & Radtke,
2002). When Neno met the social worker and craftsman Mr. B., he worked with Neno to find out his
interests and then motivated him to complete the necessary educational qualifications to work in
the field of media design. Neno has meanwhile passed his Abitur (high school graduation), founded
a family and works independently in the media sector. He describes Mr. B. as a long-standing friend
who continues to support him.

The stories of Bilsena and Neno — both names have been changed to guarantee anonymity — were
recorded in an empirical survey in 2007. A total of 16 qualitative interviews were conducted. Five
out of 16 interlocutors reported that teachers, social workers and employers in particular are of
great importance for their educational careers and personal development. The young Roma sur-
veyed cited the following support from mentors and confidants from the majority of society: hel-
ping them to find their way around the unknown education system; encouraging them to attend a
secondary school or start an apprenticeship; establishing contacts with employers; being a personal
role model (Hofmann, 2011, p. 114).

The effectiveness of mentoring and godparenthoods is well known and can be explained with the
Inclusion-Exclusion-Theory. According to the sociologist — following Niklas Luhmann's example —
the integration into modern societies takes place through interactions in individual functional sys-
tems that know their own conditions and forms of inclusion and exclusion (Stichweh, 2005, p. 52).
To cut a long story short: Those who are well integrated in many areas of the system increase their
ability to build up a secure, stable place in society. Young Roma with an immigrant background —
such as Neno or Bilsena "do not yet point out the plural embeddings in different contexts because
of the relative shortness of their stay in a new location (...)" and precisely in this regard, it is exactly
this that aches and pains; see a "typical cause of exclusion risks" (Stichweh, 2005, p. 57). This is one
of the reasons why mentoring and sponsorship programmes for migration and integration work in
Germany are booming.

The fact that Neno and Bilsena were able to establish a trusting relationship with their mentors was
due to the mentees' willingness to open up and accept the support offered by the authentically inte-
rested social workers. It should be noted that these mentoring relationships are not institutionally
anchored and characterized by mutual exchange and learning. In addition to the effectiveness of the
self-chosen mentor-mentee-relationships in the educational biographies, the 2007 study was able
to show that education and integration processes of young Roma could be positively influenced if
training facilities became places where the social and cultural backgrounds of minority members
were discussed and different starting conditions for school education were perceived.

Sinti and Roma as educational mediators

At national and international level, Sinti and Roma are considered to play an important role as edu-
cational mediators when it comes to the educational awakening of minority members (ECC, 2015).
They could manage to turn school into a place that "tastes" (Lindemann, 2005). For Sinti and Roma,
as educational mediators, would positively support educational biographies and act as mediators
between parents, teachers and children (End, 2009; BezirksregierungArnsberg, 2011, p. 66f;
Strauss 2013; Alte Feuerwehrwache e. V., 2014). Discrimination and stigmatisation in education
and training as well as the transfer of Roma children to special schools could thus be counteracted.
Structurally anchored educational mediator programmes could contribute to the improvement of
individual school education, as well as to the development of education and social participation for
an entire generation.
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Particularly during the Decade of Roma Inclusion (2005-2015) (see: http://www.romadecade.org/;
retrieved: 15.5.2018) the development of mediator programmes and the vocational qualifications
of Sinti and Roma as educational mediators was promoted at national and international level.

In the following, two qualification programs of successful educational mediator models are to be
considered in more detail as trend-setting for the educational awakening of Sinti and Roma in Ger-
many.

The Hamburg Model

The emergence of the Hamburg model of Sinti and Roma as educational advisors dates back to the
1980s. A large number of Sinti and Roma children did not go to school at all, disproportionately
many attended a special school and only a few graduated (Krause, 1989). In 1993, the first Roma
teacher was hired at a primary school with the aim of supporting an age-appropriate enrolment
and regular school attendance of these children and working towards a school leaving certificate. A
concept for the use of additional Roma teachers was developed by the educationalist Mareile Krau-
se in cooperation with the Cinti Union Hamburg. The activities of the Sinti and Roma as educational
advisors were geared to the needs of pupils, parents and schools. In this way, it was also possible to
respond to the differing needs of groups such as Sinti as a nationally recognised minority or to im-
migrant Roma groups, which differ in their social status, their variant of Romanes dialect and their
knowledge of the German language as a school language, for example.

In 2011, a modular qualification programme for educational mediators was developed and sup-
ported by the City of Hamburg in order to professionalise and improve the work of educational
advisors. The modules covered a spectrum of topics ranging from developmental psychology, peda-
gogical, organisational and legal topics, school subject specific and language-promoting knowledge,
to areas of professionalisation and dealing with the history of the Sinti and Roma. 15 Sinti and Ro-
ma from Hamburg participated in the qualification, 14 of them completed it with a certificate. Nine
of them have been permanently employed in the municipal education sector since then.

A study of the Hamburg Model was carried out in 2013 and 2014 (Landesinstitut fiir Lehrerbildung
und Schulentwicklung, 2015). Tilman Kressel interviews school administrators and educational
advisors and focuses on the areas of activity of the Sinti and Roma at the respective operational
schools and their integration into the regular processes of the schools as well as the effects with
regard to student and parent behaviour. Kressel was able to work out the central statement that
absenteeism has declined sharply since the employment of educational advisors, that trusting rela-
tionships between pupils, parents and teachers have been established or strengthened, and that
communication between all those involved has improved. As a result, parents are better informed
about school processes and tasks and the fear of parents to give their children into "foreign hands",
which is also mentioned as the cause of school absenteeism, diminishes. The successful conditions
of the educational counsellor's activities include, on the one hand, the motivation, attitude and
competences of the educational mediators, on the other hand the recognition of the school ma-
nagement and teachers and their involvement in school structures. It can be seen that appreciative
cooperation within the college is beneficial, as it facilitates the identification of educational advisers
with the school, especially when the educational advisors are in a conflict of roles or conflict with
opinions in their community (Landesinstitut fiir Lehrerbildung und Schulentwicklung, 2015, p. 25f).
The results of the survey also indicate the relevance of mother-tongue teaching, which increases the
language development of the pupils as well as the appreciation and acceptance of the language in
school life. Work still needs to be done on qualifying the educational advisors and developing a
curriculum for Romanes.
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The ROMED Model

The results of the "Study on the Current Educational Situation of the German Sinti and Roma"
(Strauss, 2011) provided three organisations already active in the field of education mediation with
the opportunity to use the available resources and infrastructures to professionalize educational
mediation of Sinti and Roma, to make it more efficient and to implement it in cooperation with local
authorities. RAA Berlin, Romnokher in Mannheim and Madhouse in Munich were involved. Within
the framework of the joint project (2012-2014), which is based on ROMED, a European training
programme for Sinti and Roma mediators, qualification and professionalisation measures were
developed and implemented at the three locations with Sinti and Roma as educational mediators.
The basic goal was to develop and implement strategies and concepts to facilitate equal access for
Sinti and Roma to education, training and the labour market (RAA, 2014, p. 7). The qualification in
Berlin lasts more than 240 hours and covers four modules covering similar subject and competence
areas as in the Hamburg Model: Module 1 - Information, Module 2 - Consulting and Communication,
Module 3 - Pedagogy (promotion of inclusive education), Module 4 - Documentation, planning and
evaluation (RAA, 2014, p. 26-37). The qualification is dual-orientated and, in addition to the acqui-
sition of skills and specialist knowledge, is based on a large proportion of practical and work expe-
rience.

It is interesting to note the attitude towards inclusion and heterogeneous learning groups with
which the training of educational mediators is approached, since the focus is on explicit but not
exclusive support for Sinti and Roma in the field of education and training (RAA, 2014, p. 27). Sup-
port for Sinti and Roma children is seen as an answer to a disadvantage in the formal education
system that is conditional on generations, but the offer of educational mediators is not aimed at
other educationally disadvantaged children in the sense of an "ethnic" occupation. A culturalisation
of educational disadvantage is thus also counteracted at the professional level. This attitude is also
reflected in the certificates to be acquired after completion of the qualification: the certificate of the
German Mediation Association, the ROMED certificate of the EU and a certificate of the three project
partners. A basis for further development opportunities and a multifaceted professional use of edu-
cational mediators was thus laid. The systematic and appreciative support of offices and local au-
thorities, the close interaction with the cooperation schools, as well as the motivation and attitude
of the mediators (RAA, 2014, p. 44) is cited as a prerequisite for the successful implementation of
educational mediation.

Conclusion

On the basis of our experience to date, we can conclude that the most important criteria for the
integration of the Sinti and Roma minorities in schools are as follows: involvement of those affected,
promotion of the mother tongue, recognition as an ethnic minority, education and vocational trai-
ning, political support, the provision of livelihoods, e. g. through residence permits, and mutual
trust (Lindemann, 2005, p. 11). With regard to the mentoring programmes, we know that their
scientific monitoring and systematic evaluation (ECC, 2015, p. 29) plays a very important role in
quality assurance. Based on past national and international experience, the establishment of men-
toring programmes seems to be a viable way of integrating Sinti and Roma into schools. In order to
pass on the experience and to be able to further develop and evaluate the programmes, networking
is of great importance. Furthermore, it is essential that Roma educational mediators acquire a pro-
fessional attitude that can help them deal with conflict situations. To this end, systematic supervisi-
on and collegial advice seems indispensable. Another important prerequisite is that the schools and
educational authorities concerned recognise and support the work of the mediators. Based on the

45



Hofmann & Ohidy: Mentoring, Counselling and Mediator Models to Improve the Educational Situation
International Dialogues on Education, 2018, VVolume 5, Number 1, pp. 38-48
ISSN 2198-5944

experience of the Hamburg and ROMED Models, a mentoring programme is currently being plan-
ned in Freiburg, involving the Pedagogical University and the state educational authorities. We will
continue to monitor and report on the development of the planned pilot programme.
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Personal and Reflective Epistemology in Pre-
Service Teacher Education

Abstract: Teacher preparation programs aim to provide pedagogical skills for knowledge development

and critical thinking. Yet teacher candidates themselves have views and understandings of the very nature

of knowledge, or epistemology, which might inhibit or advance their development as teachers. This paper

begins with an overview of Kitchener’'s (19838) model for
logical development, The Reflective Judgment Model (1994, 2004). Next, a presentation of research in tea-

cher candidate epistemology in Poland is compared with a study of teacher candidate perceptions in Sin-

gapor e, both grounded by Kitchener’'s model eof knowl edg ¢
arch review by Sleeter (2000) reveals the limitations of such studies in the application to historically un-

der-served students and teachers of color in the United States.

Keywords: pre-service teacher preparation, refelctice epistemology, comparison Poland, Singapore, USA
(Jill Heiney-Smith: ):
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Abstract (Jill Heiney-Smith: Persénliche und reflektierende Wissensbilanzierung in der zweiten Phase der
Lehrerausbildung): Vorbereitungsprogramme fiir Lehrerinnen und Lehrer zielen darauf ab, pddagogische
Fdhigkeiten fiir die Wissensentwicklung und fiir kritisches Denken zu vermitteln. Aber Lehramtskandidat-
Innen haben eigene Ensichten in die Natur des Wissens oder der Erkenntnistheorie, die ihre berufliche
Entwicklung hemmen oder vorantreiben kénnten. Dieser Artikel beginnt mit einem Uberblick tiber Kitche-
ners (1983) Modell fiir kognitive Verarbeitung und die spdtere Arbeit in der epistemologischen Entwick-
lung, ,The Reflective Judgment Model*“ (1994, 2004). Al
der Epistemologie von Lehramtskandidatinnen in Polen mit einer Studie iiber die entsprechende
Wahrnehmung von Lehramtskandidatinnen in Singapur verglichen, die beide auf Kitcheners Modell der
Wissensentwicklung basieren. SchliefSlich zeigt ein umfassender Forschungsbericht von Sleeter (2000) die
Grenzen solcher Studien in der Anwendung auf historisch unterversorgte farbige SchiilerInnen und Leh-
rerinnen in den Vereinigten Staaten.

Schliisselwérter: LehrerInnen-Ausbildung im Vorbereitungsdienst, reflektorische Erkenntnistheorie, Ver-
gleich Polen, Singapur, USA

Pe3woMelxmn XemmAm JIMmyHOCTHAasa M oTpaxatwwasa cbHbanaHCUMpPOBAHHO
hba3e nNoAgroToBKW yuyunteneih): MoagroToBUTENbHBIE NPOT PamMMbl
4T OO bl nepepgartThb nepgar orumnyeckKkue yMeHUNs: B OTHOWEHMUMN yBe]J
MbllWWNneHUWaHAHDaaTbl Ha [JONXHOCTbL Yy4YMTena UMew Co6CTBeHHOe |
nnwn Teopwuwn NOoO3HaAaHWMA, KOTODp®bLE MOT YT npenAaTcTBOBAaTHb n X n
ycCKOpPSATb ero. JaHHaa cTaTbs HauyumHaeTcs Cc o63o0pa Mopgenwm
nepepamoTomkammbHeWnwelhw paboTb € 3n0ucTFEamRefleaive fudgmentk M pas3BUT MU
Model* (1994, 2004). [Janee cpaBHMUBaeTCs nNpe3eHTaumsa ucchneq
Ha AONXHOCTHDb yuyuntens B Moneob we c mccnepoBaHmem CoOTB
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KaHaunpatamMm Ha [JAONXHOCTbL yuumTtena B CuHranype, KOTOp®ble

OTHOWEHWUKN YyYyBEeNMYEHUS 3HaHWUMN. B 3aknwyeHUNW OOWUPHELNR nc
(2000) nokKkasdbiBaeT TrpaHUWLb NOJOOGHLX MCCNefOBEMMWUIA B NpUMe
ULBETHbLM WKOANbHMKAM U yuyuuntenam B CoepguHeHHbX Wrtatax Amenpl

Kniwoyesble CoQgB@QT OBK a yHI/ITeI'IeI‘/'I H a CTaXnposke, oOTpaxatwuwa
cpaBHeHue MNonbuwwu, CnHranypa u CLUWA

Introduction

Kitchener’'s (1983) wor k on c og myfuture seudies aimed ets si ng i s

examining how older adolescents and adults make decisions when faced with conflicting problems.

These complex problems abound in schools, where educators make daily decisions without com-

prehensive evidence or data that will promise positive outcomes. For example, zero-tolerance

discipline policies were designed to diminish school violence and make classrooms safer, based on

data of in-classroom behavior disruptions. Evidence pointed to removal of students and strict ad-

herence to policies for various kinds of incidents. Yet these policies unintentionally targeted under-

privileged students, mostly students of color who were removed from the classroom and into a

different kind of violence on the streets (Wilson, 2014). How doschoolsd ev el op t hei-“ri ght"”
or policies? Who says what is “right” and o just?” Q
gical research, and cognitive processing is just one element of how we think about the construction

and acquisition of knowledge.

Kitchener partnered with King (1994, 2004) to provide further research on the cognitive proces-
sing model, ultimately developing the Reflective Judgment Model for Epistemic Cognition. This

model begins with Kitchener’ ' s ¢ hd&ddedsions based dna | wor k
evidence and the strength of an argument. ©She argue
on” |l evel, in which individuals comput e, memoErOize,
which individuals begintomonit or t hei r own progress in |level one,
l evel , in which individuals are able to consider th

the criteria for knowing (Kitchener, 1983, p. 222). Level three is the foundation of critical thinking
and it allows the individual to make interpretive judgments and wrestle with hard questions.

The Reflective Judgment Model (King & Kitchener, 1994, 2004) builds on these initial levels of cog-
nitive processing to show how individuals develop their ability for critical thinking, in developmen-
tal stages. The developmental progress can be summarized as pre-reflective, quasi-reflective, and
reflective, articulated in seven stages. In the pre-reflective stage, decisions are made through autho-
rity and with total certainty. In the quasi-reflective stage, there may be elements of uncertainty and
some evidence, but little understanding of how this leads to a conclusion. In the reflective stage,
individuals can make judgments based on evidence, available data, and reasonable certainty. They
can defend their points of view by drawing attention to their own thinking, and adapt and revise
thinking when new evidence is presented (King & Kitchener, 1994, 2004).

This body of research provides a conceptual frame for educational psychology and research, and is
particularly relevant to the development of pre-service teachers. As Zdybel (personal communica-
tion, September, 2016) argued in a presentation on epistemological reflection in contemporary
teacher traini n g, King & Kitchener’'s model of cognitive pr
developmental process of pre-service teachers. They start in the cognition phase, making instructi-
onal decisions right out of curriculum and lesson plans, move to the metacognitive stage, where
they begin reflecting on their own teaching practice and what they might want to adapt, and
hopefully move to the epistemic stage, where they develop the ability to think deeply about the
needs of their students and match them to their own instructional strengths and resources. Zdy-
bel s (2016) research connects cognitive processing
howthepre-s er vi c e t e&wowlbdgercan devebeihtd instructional knowledge. As a com-
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plement to this contemporary work in Poland, the following articles examine epistemology and the
development of pre-service teachers in two other global contexts.

Article Reviews, Key Points and Analysis

Chai, Khine & Teo (2006) conducted a study on epistemological beliefs of pre-service teachers in
Singapore. Building on the work of King & Kitchener (1994, 2004), the researchers designed a Li-
kert-type survey aimed at examining how pre-s er vi ce teacher s’ bel wefs about
ledge translate into their developing pr act i c e. Because Singapore’s Mini:
emphasizing constructivist-oriented teaching practices in 1997, the researchers assumed some
level of sophistication from the participants. What they found was a surprising combination of be-
liefi n the uncertainty of knowledge, along with a reli

The article’s |literature review is robust eend compe
arch on both epistemology as a general field of study, as well as epistemology focused specifically
on classroom learning. Not surprisingly, several studies find that teacher beliefs are largely congru-

ent with classroom practices, and can even “act as
l earni ng” ( Kagan, Rich®d3o,;1996).dn| s, thesresearthBraPgne that their
review of the I|Iiterature indicates a correlation b

engagement in learning. (Chai, Khine, & Teo, 2006).

The study was grounded in research questions aimed at exploring 1) the profile of epistemological

beliefs of pre-service teachers in Singapore, and 2) the possible differences between gender and

subject matter. While the study had a large sample size of 537, including 42.8% male and 57.2%

female, and the researchers report adequate Cronbach alpha reliability scores for their factor ana-

lysis, the central flaw is a lack of reliability with the instrument used. Chai, Khine & Teo (2006)

claim that the five point, 30 iatclebattlseydowoergport s 5ldr awn
any reliability scores or any of the item development procedures. This makes the statistically signi- -
ficant results somewhat questionable. The detailed reports of small differences between gender

and subject area are described, but do not support or abandon previous study findings. Neverthel-

ess, the researchers do not claim causality and simply argue that the results show that pre-service

teachers in Singapore believe that learning takes effort and that learning processes, to encourage

critical thinking and creativity, are important aspects of acquiring knowledge (Cahi, Khine, & Teo,

2006).

One fascinating revelation of this study was the little variation among the beliefs held by the pre-
service teachers participating in the survey. The researchers note the homogeneity of the culture,
and of the centralized education of these students, which facilitates similar beliefs about teaching
and learning. This point alone would be an interesting topic for a future comparative study, in
which pre-service teachers from various cultures take the same survey about epistemology and
teaching practice.

Unl i ke Chai, Khine & Teo’'s (2006) stwudy in Singapor
(2000) work consists of scholarly reviews of the research on epistemology in the preparation of

historically underserved children in the United States. Appropriately, Sleeter begins by challenging

the very definition of “research?” in her revi ew, n
academics as the most “legitimate knowers” (Slsseeter, 20
tions in epistemological studies about the nature of knowledge, but with the goal of understanding

how these diverse epistemologies have been used to examine multicultural teacher preparation.

Sleeter (2000) examined experimental, survey, observation, and interview data from a total of 119
works, mainly articles. She notes that collectively, this review addresses research in recruitment
and selection of pre-service students, preparation in the pre-service curriculum, and broader insti-
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tutional reform. Next, Sleeter explores the four epistemologies that frame most research in teacher
education: positivism, phenomenology, narrative research, and emancipatory research. This
narrowed her interest to examining assumptions of various epistemologies, the convergence within
epistemologies, and how teacher preparation is influenced by this research.

Broadly speaking, Sleeter (2000) argues that her review of the research shows that that teachers of
color bring a higher commitment and social justice-knowledge base to supporting students of color
with academically challenging curriculum. She explores several studies between the years of 1970-
1999 that demonstrate these findings, including Haberman's (1995) observations of urban teachers.
Haberman’s (1995) work identified seven att
persistence, willingness to work with authority on behalf of children or youth, ability to see practi-
cal application of principles and research, willingness to take responsibility for the learning of at-
risk children, a professional orientation to teaching, ability to persist within an irrational bureau-
cracy, and expectation of making mistakesandlear ni ng fr om t hem. Sl ee
is succinct and organized. What follows are highlights from each of her sub-categories connected to
epistemology in pre-service teachers, including Community-Based Cross-Cultural Immersion Expe-
riences, Multicultural Education Coursework/Field Experiences, School-University Collaboration
Programs and Mandates.

Community-Based Cross-Cultural Immersion Experiences

Sleeter (2000) notes a research gap on the efficacy of cross-cultural immersion programs connec-
ted to good teaching. After reviewing several self-reported studies, Sleeter argues that cross-
cul tur al i mmer si on exper i e setvigesstudbmas arfd greumdnthetm én
contextually relevant knowl ed g e "is khopledgexranifers to
other contexts. “Are gr aduat e sbasedfimmersian @xperiences
good teachers in culturally different communities? Good according to whom, and on what criteria?
Do such programs have a stronger impactt han ot her i nterventions?
use of positivistic studies when these basic questions are so central.

Multicultural Education Coursework/Field Experiences

In this section, Sleeter (2000) examines research data from many different program designs that
include multicultural coursework during field experiences, or field experiences coupled with cours-
es taught in community settings. Among many studies, Sleeter claims that three studies reported a
positive change in pre-service student s (al t hough notably, s h ee-
ant). Bondy et al. (1993) examined the effects of a course that examined achievement of poor and
minority compared to White middle-class students along with teaching strategies designed to break
that cycl e. Sl eeter reports, “This course wa
red in public housing neighborhoods. Bondy et al. found a significant impact of participation in the
course and field experi encne tSakeen etro gde tdh enrot
ficant i mpact” was, but the reader can i nfie
cated valuing of their cultural knowledge.

School-University Collaboration Programs

Sleeter explores the fascinating results of the Teacher Corps programs established in the 1970s,
noting that Teacher Corps graduates were more likely than the controls (non Teacher Corps gradu-
ates) to make instructional choices such as developing culturally relevant curricula and building on
community resources in teaching, that produced gains in reading achievement and attendance.

r

t hgpt i nc
" (p. 21
did not
s coupl e
(epx.p | 201r &
r a chan

i bu

t es

transf or
however
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These findings support the proliferation of school/university partnerships in teacher preparation
programs, which Sleeter suggests are flawed.

An intuitive logic suggests that teachers will be better prepared when universities and schools col-
laborate than when universities control the process of preparing teachers. At the same time, since
most school professionals are white, pairing universities with schools does not replace teacher
preparation for white professionals. The lens of positivism could help to show whether such a mo-
del can produce any consistent results (p. 221).

Mandates

Sleeter (2000) underscores all of the previous research by noting the top-down mandates that are
designed with the intention of supporting children, but often lacking real support in the schools to
make them effective. An example is the National Council for the Accreditation of Teacher Education
(NCATE), which requires that teacher education programs include multicultural coursework and
fieldwork. The lens of epistemology is once again useful in this discussion, allowing for the
emergence of questions such as, who says that a teacher is culturally relevant? How do we measure
cultural competence of a white teacher in an urban setting? Sleeter argues that a positivistic ap-
proach could offer a systematic framework for answering this question, but that so far, it has not
done so.

Discussion and Conclusion

In her presentation on epistemological reflection in contemporary teacher training, Zdybel (2016)
argued that self-observation and self-k nowl edge i s a keystone imp a teache
ment. Zdybel shared drawings from undergraduate pre-service teachers that demonstrated their 53
understanding of how knowledge is developed and—tral
cognitive processing allowed an interpretive lens for the levels that the student drawings might

reveal, from cognitive, to metacognitive, to epistemic. This framework was similarly used in Chai,

Khine & Teo's (2006) -sertiae achertio Singapaael thowglet abbuoknowp r e

ledge development. The products are wildly different, a drawing and a 30-item Likert scale survey,

yet the findingsdo r ev e al similarities. Zdybel’'s stwudents in
derstanding what “knowledge” means and howa- it might
te machine-like fantasy world, where inputs and outputs each occupied a specific place. According

to the researchers, the students in Singapore were more homogeneous in their responses but did

show an wunderstanding of the wuncertainty a&f knowl e
mines the myriad institutional mechanisms that act as barriers to the study of epistemology itself,

arguing that bias and representation in the research inhibits our ability to make claims.

All of this research has great relevance to the development of pre-service teachers. Regardless of
the research design and methodology, data collection processes and research questions, teacher
educators want to know what theoretical frameworks will help to advance and develop the actual
practice of our emerging professionals. Building upon research in the wide field of epistemology
and considering models of cognitive processing can help teacher educators around the globe to ask
important questions, and ultimately design educational experiences that enhance learning for stu-
dents and teachers alike.
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Character Building or The Development of the
Personality: An Innovative Methodological
Platform in the Informational Educational

Space

Abstract: Currently an acute crisis exists regarding the traditional methodological platform of the higher
education system. Research continues with studies of individual facets of human personality without re-
ferring to new methodological realities. The dominant model of the University has remained unchanged
for about 200 years. Today, however, the goals, means and agents of socialization are changing. In this es-
say, a new methodological platform for personality development is proposed and discussed, one which ex-
amines the role of behavioral stereotypes in the social and professional success of the individual.
Keywords: network paradigm for personality development, mentai activity, behavior, activities, stereo-
types of mental activity.

(Mikhail N. Berulava & Galina A. Berulava:
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200 55

Abstract (Mikhail N. Berulava & Galina A. Berulava: Charakterbildung oder die Entwicklung der Person-
lichkeit: Eine innovative methodologische Plattform im informativen Bildungsraum): Gegenwdrtig be-
steht eine akute Krise hinsichtlich der traditionellen methodologischen Plattform des Hochschulsystems.
Die Forschung befasst sich weiterhin mit der Erforschung einzelner Facetten der menschlichen Persén-
lichkeit, ohne sich auf neue methodische Realititen zu beziehen. Das dominierende Modell der Universitdt
ist seit rund 200 Jahren unverdndert. Heute jedoch verdndern sich die Ziele, Mittel und Akteure der Sozia-
lisation. In dem vorliegenden Artikel wird eine neue methodologische Plattform zur Personlichkeitsent-
wicklung vorgeschlagen und diskutiert, die die Rolle von Verhaltensstereotypen fiir den sozialen und be-
ruflichen Erfolg des Individuums untersucht.

Schliisselwérter: Netzwerk-Paradigma fiir Personlichkeitsentwicklung, mentale Aktivitdt, Verhalten, Ak-
tivitdten, Stereotypen der mentalen Aktivitdt

Pe3wovMMunxauvwn Hukonaesunudy bepynasa unOd@mpMWMMH@B AHIEK Ce@&BaAHKAT eBEP )
mnnu pas3Butmne NUNYHOCT N MHHOBaAaUMWOHHaASA MeToOpONOrmMyeckasd
o6pas3oBaTennbHOM npocTpaHcTBE) : B HaCTORMMUBREBUNCBPEBMSA npwu
OTHOWEHNM TpaguWUMOHHOM MEeTOoO[ONOT NYeCcKOI nnatdop mbl cuc
MccnepoBaHne npopgonxaert 3aHMmmMaTbCA OT A€eNbHbBMMU rpaHamMmu

onmpasacb Ha HOBbEe MeTOAMYEeCKWEe peanbHOCTMWU. JoMnHunpywa s
200 neT oOoOCTaeTcsa HEU3IMEHHOIW. OpHakKko ceropgHa M3mMeHAawTCa |
coumnmanunsauyuumu. B HacTosweh cTaTbe nNnpepgnaraeTtca M paccmwmart
nnartdopma ona pas3BUTMUA NMUWYHOCTMNU, KoTopasa smccnepyeT p

coyuynmanbHOT O n I'IpO(*JeCCI/IOHaI'IbHOFO ycnexa nHaOounBMagyymma.
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Knwo4yesBble ceaepeBas napagunr mMma aonsAa pas3sBnTnNAa NMNYHOCT KN,

noBepgeHne, pAelhcTtBUSA, CTepeoTUNb MEeHTaANbHON AaKTUBHOCTM!

* * %

The educational system of the 21st century needs new methodological bases and innovative educa-
tional technologies that provide compliance with the realities of the emergent information society.
Given the multifaceted influences of electronic information sources, changes in the personal, behav-
ioral, and cognitive development of today's youth require a fundamentally different approach to
content and teaching technologies, and, consequently, to the development of new criteria for quali-
ty assessment of the growth and development of students in schools and in higher education.

The practice of teaching is informed and determined by those theoretical constructs on which it is
based. Thus, on their long and intertwined journeys, theories of psychology and pedagogy have
focused their attention on teaching practice, each offering certain advantages. There remains the
fascination of psychoanalysis from the world of psychology in spite of the fact that its theoreti-
cal/experimental /empirical base is a matter of concern. But at the same time, its heuristic achieve-
ment lies in drawing attention to the role of the unconscious in human life (Fadiman, 1996). More
recently, cognitive psychology has demonstrated the role of mindfulness, particularly regarding the
development of mentality and personality (G. Berulava, 2010a). The work of such important con-
tributors as Jerome Bruner (1996) and Lev Vygotsky (1965), who have demonstrated the role of
culturally-derived language, perception, problem solving, and creativity, offers much improvement
to both the purpose and potential of teaching and learning. Humanistic psychology, with its chal-
lenge to both behaviorism and Freudian psychology, particularly through the work of Carl Rogers
(1942) and Abraham Masl ow (1943), has ident
toward self-actualization and the importance of safe, trustful environments. Each of these, has

f

i ed

Met

th

made possible a greater understanding of thepgpotent

aggregated achievements largely do not exclude, but mutually complement each other.

To a considerable extent, each of these developed distinctively in different national and cultural
settings. And in the former USSR, Marxist-Leninist ideology generated a number of its own theoret-
ical constructs, particularly with emphasis on the collective as opposed to the Western emphasis on
the individual ( Zi mme r ma phistorizad apgrgach with ésfocu¢ ynghapt-
ing of the individual from the “outside 1in
societies (Vygotsky, 1965).

Twentieth Century psychologies and pedagogics clearly demonstrate the dominance in various
national sciences of action theory (Fadiman, 1996) as the result of the implementation of the postu-
lates of these ideologies. The importance of action theory (Parsons, 1937, 1968) with its system-
theoretical approach in the co-development of the individual and society cannot be denied. At the
same time, every theory has its range of application and implementation within its cultur-
al/historical context and may not enjoy universal domination over long periods of societal devel-
opment. Each of the aforementioned psychologies is, in fact, a product of the industrial age. While
this does not necessarily render them obsolete, each lacks a systemic structure suited to an infor-

mation-d o mi nat ed soci ety. Today’ s milieu suggédsts t

opment suited to a view of the realities of the information age.

Current appeals to the sphere of rational consciousness are and have been embodied in the domi-
nance of the verbal-monological form of teaching, to organizing training from the general to the
specific, from theory to practice, from knowledge to skills. However, it is clear that many young
people today have a completely different style of thinking, appealing, at least intuitively, to other
cognitive strategies (G. Berulava, 2010b). It seems that the existing verbal and theoretical con-
structs are in fact in conflict with behavioral, communicative, and cognitive commonplaces that
were more sustainable in times past.

he 1
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Today, the result of the dominance of action theory, as exemplified by the contention that
knowledge is constituted in action or performance in academic knowledge and skills, in national
education systems can be seen in the fact that you will not see a single section devoted to behavior
or to the unconscious in many Russian psychology textbooks (G. Berulava, 2008). However, it is
easy to overlook the fact that it is mostly everyday behaviors and their cumulative effects which
determine the civility and mentality of a nation and its culture, and which contribute greatly to an
individual s success in |ife.
* * *

Very often the visible form of a person’s | earned m
an overly simplistic, unproductive and non-heuristic description. Let us understand behavior in this

context as the type of mental activity that is not conscious at the stage of its implementation, although

it may be analyzed purposefully in the future. In this sense behavior refers to automaticity, a term

used by the psychologist Benjamin Bloom (1986) to describe unthinking, automatic behaviors, for

exampl e, tying one’' s s ho epulpmefulacionis mdntal activitynthatrisa st t 0o b e
determined by a conscious objective. Human activity in this latter sense represents conscious, ra-

tional, purposeful action.

Behavioral patterns are much more stable than the
habit and harvest a ghardevelof persohalitifdevelopinendreamainstodtséde h i
the sphere of the Russian education system. Unfortunately, this is the case not only in theoretical
psychology and pedagogy, but also in national educational practice, behavioral psychology moved
into the background, refusing to respond to Marxist ideology with its dominant activity approach.
And, in our opinion, this is quite unjust. It is not rational and thoughtful activities which are more
often found in daily life, but rather unconscious automated patterns of behavior. Communicative
stereotypes are also very important in our lives, when a person is communicating in standard situa-
tions using established and familiar patterns, not thinking consciously about what to say and how

to respond. He or she does it using familiar phrases and clichés. Each person uses emotional stereo-
types in interpersonal communication, expressing emotions, likes and dislikes in a familiar way.
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Indeed, a civil person, whose effective behavior patterns have been formed, does not have to reflect
whether to give up a bus seat to an elderly person or a small child. Such an individual does this
automatically. It may seem a small gesture, but such activity has cumulative effects in the building
of a civil society.

Appropriate civil behavior patterns are best established early on. An individual need not ponder
whether to help an elderly person cross the road, to help someone who drops something, to speak
politely. All this should come automatically. These should be automatic responses.

The positive stereotypes in the sphere of personal emotional activity are also very important, for
example smiling without reflecting when welcoming another person. Such responses are the so-
cial/moral fabric of a civil society.

It is a societal deficit when young people do not understand that a cultured, civilized person should
be able to express joy when someone feels good or succeeds. Knowing how to speak to others po-
litely, how to make calls to services, how to talk to supervisors and other such everyday responses
are reminders that manners are fundamental to civil society. The hopeful thing is that civil behavior
can be taught and learned, especially when it is modelled by teachers and others in authority. An
old saying tells us that civil behavior is better caught than taught.

* * *

It is abundantly clear that in Russia the school as an institution has not taken up this task in any
serious manner. Undoubtedly, pupils were and are told that they should behave well. But nobody
seems to know exactly what nsithiskhbuld hapgea (Radly, @end i n  wh a
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teachers are not always an example of proper behavior). Today, the schools and universities con-
tinue to attempt to improve academic standards, but elements of civil behavior are not included in
the new educational standards (G. Berulava, 2010b). This ought to be no less an important concern
than fostering the development of a rational consciousness, the development of the mind and sup-
porting the acquisition of knowledge and skills. John Dewey (1907) went so far as to say that the
school has two important missions: academic and social, but that the social mission, that is, the
mission of building up an active, civil, participatory society is the more significant of the two.

Often, this consideration is missing in school and university education and in published educational
programs and standards. It is impossible to develop a full personality and a healthy society by shap-
ing consciousness only and not shaping behavior. Certainly, both must be taken seriously, and they
have different but complementary psychological manifestations.

The concept of disciplined practice was standard procedure in the Russian pre-revolutionary
school (Berulava, 2001). In the Soviet era, this concept was always viewed with a negative connota-
tion, and it has remained so till the present day (Berulava, 2001). Of course, drill and practice, also
known as repetitive disciplined practice, is not of itself a sufficient condition of education, but it is
significant and should not be underestimated. Anyone who has succeeded at higher, expert levels
knows well the value of disciplined practice, whether in music, science, the arts, reading, even in
sports.

An example of such a curriculum is found at the Suvorov military school of Moscow where positive

social/moral habits are learned early on to the degree that they become automatic. Parents who

send their children there are subconsciously aware
how to |live there.” They ar e c o nattivity eill be fotrmedaat pat t er n
the behavioral, communi cati ve, affective, and physi
in everyday life. Habits are indeed habitual, that is, people act on them without thinking. The pupils

are expected to rise early, dress quickly, tidy their clothes and make their beds. These are simple, 58
natural habits of personal everyday hygiene. They are taught that it is necessary to communicate
with elderly people and to treat others with respect. They are expected to form the habit of system-
atic reading and other important stereotypes of mental activity (M. Berulava & G. Berulava, 2009).
In the laboratory school of John Dewey at the University of Chicago in the late 19th and early 20t
centuries, students were expected to clean the school rooms, to help with food preparation, to work
with others on projects, and to |l earn habits of <civ
the factors of development of character building involved in the training in habits of order.” ( 190 7,

p. 3) So, this is not a new idea, but one we can learn from and rediscover.

Many wealthy people in Russia send their children to private schools, where there is a very strict

and often ascetic regime (G. Berulava, 2010b). They are attracted to such schools not only because

they feel a positive potential will be formed in their children, but because the child will be taught in

“strict frames,” the meaning of which is the wild.l
children, for instance, the habit of valuing work and self-regulation. Further, they learn to dance,

sing, and participate in the arts and sports programs in such schools because school life is about

community as well as academics.

Sadly, it will come as no surprise that large numbers of young people who complete school and seek

work lack the most basic communication and team-wor k s ki | | s. Nowaday s, such
cation formbtuilandg”"team increasingly used. These a
“soft” stkhialtl scarry over into widely different spheres

Berulava & G. Berulava, 2009). But what are we to think when young people graduate from school
and university with a deficient and narrow range of communicative behavioral patterns and habits?
The necessary abilities to communicate are primarily determined by the presence of adequate and
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productive communication and emotional experiences, taught and learned in civil conditions which
prepare young people for success in domestic life, society, and in careers.

Cognitive growth and development plays an equally important role in human life. In most cases we
at first do not see and then define, we first define for ourselves a certain phenomenon, and then
observe it. In all the chaos of the outside world, we have an obvious tendency to perceive infor-
mation in the form of stereotypes, that is, to include this information automatically in a certain sys-
tem of coordinates. These are established in relation to typical situations in human life, and they
then become unconsciously active in these standard situations.

Cognitive growth as seen from certain views of Gestalt psychology (Bruner, 1996) in time enjoys a
certain priority over the further development of behavioral, communicative and affective stereo-
types which will function as the actual, real-t i me f or ms of an individual

S me rn

Thus, most human behavior in everyday practical situations is automatic and manifested in behav-
ioral acts, communication and emotional response. In practical situations cognitive fixed images are
actualized automatically. This does not mean that individuals will act only on that basis, since these
actions can be accompanied by some analytic-synthetic reflection in the future. Cognitive images
are stable, mindful algorithms, primarily based on implicit knowledge, in which the strategies of
problem solving are presented a priori (James, 1914; 1996).

Thus, fixed mental images play an enormous role in human life. Any changes of them are seen as an
attack on the foundations of our world.

* * *

We have already noted that the imitation of external repetitive patterns of behavior and how their
internalization is a very important mechanism for the formation of positive behavioral stereotypes.

In the past, mass media played a very important positive role in this regard. Our best film-makers,

actors and, in general, whole generations have grown older under the influence of the positive ex- 59
amples of national cinema. As the psychologist Albert Bandura has noted, we do what we see (Ban-

dura, 1986).

In the age of information technology, ever-emerging forms of mass media play an important role,
presenting humanistic patterns of behavior which are then internalized. It is one of the most essen-
tial and effective mechanisms for shaping human behavior. In earlier times cultural stereotypes of
behavior, along with the transmission of certain cultural values, were passed on from generation to
generation.

Unfortunately, modern television, film, internet, and social media have ceased to be sources of posi-
tive and productive patterns of behavior; on the contrary, persistently, they often promote patterns
of pathological, aggressive, anti-human, inappropriate behavior (G. Berulava, 2010a).

It is impossible today to underestimate the immense role of the internet in the formation of stereo-
typed patterns in a person's mental activity. Psychologically speaking, the internet to a great extent
replaces real activity with virtual activity; it is now credited by young people with the ability to
establish oneself in life through activity in the virtual world (G. Berulava, 2010a).

The current education system fails to take into account that the implementation of new information
technologies has created a global transformation, completely replacing former systems of
knowledge acquisition. The lack of hierarchy in the information, as opposed to knowledge, that is

purveyed is a characteristic of “network education,
of such information is determined primarily by the motivation of the learner, mediated by his or
her ‘“isthegptrpose-in-my-l i f e?” ori entations.

The virtual sphere of communication and reception of information forms novel patterns of mental
activity, considerably different from those formed in traditional educational spaces. It is worth
pointing out that information networks are far more than a technical tool, having acquired the sta-
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tus of a new culture with its own semi-sphere. Texts and images presented by electronic carriers of
information today act as sensory and perceptual standards that greatly change the framework of
norms of behavior and social interaction.

Virtual space has turned into a new reality which replaces the real world of things, people and rela-
tionships for many young people. The analysis of human life in virtual space gives reason to talk
about and thoughtfully examine previously unknown processes that affect the perception of people
and their mental functioning. Replacing objective reality with virtual reality has become for many
people a way of life. In this sense, technologies have gotten ahead of the existing infrastructures of
human relationships and have begun to create unknown consequences (G. Berulava, 2008).

* * *

It seems utterly reasonable to underline the crucial role which school and university could and
must play in the formation of productive behavioral patterns. They emerge first in the family set-
ting, as imitation and reaction, and then as patterns of behavior stimulated by parents. However, in
systematically organized education they must be formed in a like manner as an imitation of the
behavior of teachers, but mainly as the result of systematic, purposeful experiences in humane
behavior in situations created by those we entrust in school settings to guide the young. There is
much to criticize regarding the old system of Soviet education, but for better or worse that system
offered young people patterns of moral behavior that were successfully internalized and manifest-
ed in society (G. Berulava, 2008).

We suggest that applications of psychological principles by those working in school and university
settings in the process of special behavioral training could rectify this gap substantially. If a person
speaks certain necessary words 100 times and smiles in the course of typical training situations,
these reactions will remain in his or her unconscious, "in autopilot mode", and he or she will utter

them completely freely and correctly at the moment they need to be expressed (G. Berulava, 2010b).

That determines the choice of words to express, for example, delight, surprise or contempt. So
much of the career and destiny of the young person greatly depends on these seemingly simple
things.

A special training system could achieve that goal, primarily through the work of psychologists and
educators, who can create these typical communication situations and work out the necessary
communication patterns for schoolchildren and older students in the making of civil society. Yet the
behavioral trend in the activities of psychologists has recently receded into the background. In fact,
training work today is based on the creation of completely atypical and artificial situations, possibly
appealing and entertaining, as a form of emotional self-expression, to search for associations and
other artificial constructions of life patterns among young people (M. Berulava & G. Berulava, 2009).
In many cases, the interaction of psychologists with trainees turns into an adapted presentation of a
psychology course, based on a verbal-monological style of material delivery. But a great need exists
for practical applications centering on daily life where students are engaged in the purposeful and
systematic formation of effective, socially positive patterns of behavior.

Thus, the education system ignores a very important layer of human expression that can manifest
itself not only in the sphere of purposeful activity, but also in the sphere of unconscious behavior,
often of a stereotyped nature. However, reliance only on an appeal to the sphere of theoretical con-
sciousness, with the support of verbal-monological methods, corresponding to this teaching ap-
proach, has resulted in today's situation, where schooling provides the world with culture-deficient,
non-adaptive, aggressive, intolerant personalities showing inadequate forms of behavior.

What is the theoretical basis of network education that we have developed, which, from our point
of view, should be the new methodological platform for the present education system? Its basic
postulate is personality development with the support of the rational consciousness sphere com-
bined with the sphere of the unconscious. This implies the need to form not only a sphere of

60



Berulava & Berulava: Character Building or The Development of the Personality
International Dialogues on Education, 2018, Volume 5, Number 1, pp. 55-64
ISSN 2198-5944

knowledge, skills and abilities, to establish mechanisms of thinking, to awaken individual creative
potential in the process of rational purposeful activity, but also to educate young people in positive
and productive behavioral, communicative, affective and motor stereotypes of mental activity (M.
Berulava & G. Berulava, 2009).

The human psyche is indisputably considerably active not only with regard to the sphere of the
rational, but also to the sphere of the unconscious. The unconscious, as Vygotsky notes, "is not sep-
arated from the consciousness by some impenetrable wall - the processes that start there often
have their continuation in consciousness and, conversely, a number of conscious issues are sup-
planted into the subconscious sphere. There is a constant, dynamic connection between the two
spheres: the unconscious influences our actions, is revealed in our behavior, and by these tracks
and manifestations we learn to recognize the unconscious and the laws that govern it" (Vygotsky,
1965, p. 94). The latter sphere produces all kinds of stereotypes of mental activity embodied by the
stereotypes of behavior, communication, emotional response and motor activity. However, many
people appear not to have the skills necessary to deal in socially positive ways with the problems of
everyday life, or have acquired the wrong skills and erroneous patterns of behavior. Some people
do not know how to be welcoming and friendly, how to talk in company, how to express an argu-
ment or point of view appropriately, how to reject unreasonable requests, or how to express a
range of simple positive behaviors that are the essence and fabric of civil society. (Hjell & Ziegler,
1997).

Specialists have always stressed the importance of automatic, stereotyped behavior in humans as
predominant, since in many cases it is the most appropriate, and in other cases it is simply neces-
sary (Bodenhausen & Lichtenstein, 1987). The famous British philosopher A.N. Whitehead (1999)
argued that civilization moves forward by increasing the number of operations that we can carry
out without thinking about them. William James (1888, 1914) also insisted that "ninety-nine hun-
dredths and, perhaps, ninety-nine thousandths of our operations are completely automatic and
customary, from getting up in the morning to going to bed in the evening. Dressing and undressing,
eating and drinking, greeting and parting: most of the forms of our ordinary speech are so stereo-
typed by repetition that they can almost be called reflexes. For each kind of experience, we have an
automatic,pre-pr epar ed reaction..."7

As James notes, we are creatures of habit, stereotyped individuals, imitators and copies of ourselves
in the past. And since under any conditions this is what we are inclined to, it follows that the fun-
damental concern of a teacher should be to foster in learners at any level a set of habits that will
serve them well in life. Education creates behavior, and habit is the material from which the behav-
ior is made. There is no unhappier a creature than a man or woman in whom there is nothing cus-
tomary, except indecision. For such an unfortunate person, raising a cup to the mouth, getting up
and going to bed, the beginning of any fragment of work becomes a matter of explicit volitional
decision. Much of our time, decisions to do or refuse to do, are things firmly rooted in automaticity,
so as not to occupy consciousness at all (M. Berulava & G. Berulava, 2009).

In our theory of networked education, stereotypes are a form of mental activity determined by the
sphere of the unconscious and actualized in the process of solving typical problems. That is, we are
talking about stereotyped behavior in which a certain attitude is stable for the behavior of a partic-
ular person within the framework of the occurrence of typical problems in life. The concept of ste-
reotypes is based on the concept of behavior in the broad sense of the word. Unlike activity as we
have described it, behavior is not subordinated to a previously set goal: there is no preliminary
thinking, plan of action nor foresight; it is mediated by the sphere of the unconscious and is there-
fore automatic.

Typically, researchers, as a rule, do not focus on differentiation between the rational and uncon-
scious components of the subject's mental activity, do not take into account that the subject very

61



Berulava & Berulava: Character Building or The Development of the Personality
International Dialogues on Education, 2018, Volume 5, Number 1, pp. 55-64
ISSN 2198-5944

often forms relationships with people based on unconscious stereotypes of behavior that he or she
has developed. Behavior in this case is viewed as the level of mental activity initially not controlled
by consciousness. In the broad sense of the word, behavior includes both uncontrolled acts of
communicative and affective behavior, as well as behavior in the narrow sense of the word, as a set
of defined behavioral acts. As we define the matter, differences between the concepts of activity and
behavior are explicit. The distinctive features of activity are its awareness, purposefulness, objectiv-
ity and instrumentality. The awareness of activity means its thoughtfulness, planning and anticipa-
tion of result, the existence of a certain logical scheme. Alongside that conception, there is a point of
view that the distinctive feature of activity is its impersonal character, in the sense that it does not
depend on who is performing.

At the same time, we should consider that behavior and activity are inseparable, in the same way
the conscious and unconscious are in the course of constantly changing interactions of the individ-
ual with the outside world, ensuring the continuity of mental activity. In any psychic phenomenon
of the conscious person there is nothing that is fully conscious or completely unconscious (Brush-
linsky, 1994). Thus we need not fall victim of a false dichotomy between behavior and activity.

The integrative image of the world determines the personal choice of any stereotypes of mental
activity. At the same time, the stability of the image of the world and its personal determination are
considerably conditioned by the fact that "our emotions, affects, and aspirations exist in us persis-
tently only because during certain phases of their existence do they act as systems of unconscious
psychological attitudes, thereby ensuring the unity of the personality of the subject and the con-
sistency of his or her behavior.” (Bassin, 1985, p.

In this regard, it is purposeful to study the behavioral stereotypes of young people today, for they
are an unconscious means of interpreting events in accordance with individual socio-cultural expe-
riences and covering all kinds of physical and mental experience. Such a cultural scheme of the
individual in the context of the larger society is reasonably taken into account when organizing
educational experiences.
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An axiomatic feature of the educational space in the emergent information society is that the
amount of information accumulated by mankind globally exceeds the amount of knowledge that
can be learned by an individual. The modern education system seems focused on distilling and ex-
tracting the core of the available information which must be learned. But with the sheer volume of
new knowledge, the problem is practically insoluble, especially for the Humanities, where the cu-
mulative effect does not reduce the role of the earlier cultural layer while at the same time placing
emphasis on studying the "archive of inforanati on.
tion does not necessarily make the graduate of the university ready for professional activity. To
purposefully address and solve this problem, certainly one beyond the scope of this essay, can help
us to address the development of all types of individual mental activity, that is, not only in the
sphere of rational consciousness, but also the unconscious one.
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