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Introduction to culture theories from an anthropological point of view

by Diana Szabo,  Hungarian coordinator, Justice project

What is CULTURE? 

We usually use the word Culture in such a taken for granted way that we rarely take time to think about its meaning. However, the notion is far from being unambiguous. Generations of cultural anthropologists have been fighting in vain to agree upon a consensual definition. In fact, when speaking about Culture we have an almost natural tendency to mix up ideas, concepts and implicit theories of different nature and order. 

First of all, there seems to be a lingering confusion between the anthropological and the “cultural” meaning of the word. Constructions like “Ministry of Culture” or  “a man of culture” call for a translation of “Culture” as the most important, most valuable part of human intellectual and artistic production. Indeed, for a long time this was its only pertinent signification. The word finds its roots in Latin language, in which “cultivare” referred exclusively to an agricultural activity. It was not before the Middle Ages that the original denotation was extended to human potentials: culture became a personal quality attained as a result of restless efforts and hard work. French, German, but also English integrated this denotation, first in the individual, later in the collective sense. This is how Culture became a synonym of civilization. It was only in the 19th century, due to the influence of the newly born cultural anthropology that Culture was deprived of its title of nobility. It became something simpler and more general, corresponding more or less to the way of life of different human groups. Today both meanings are legitimate, but the double origin of the word often leads to confused ideas. The “high cultural” perspective often predominates even when Culture is understood in the anthropological sense. Insistence on cultural elements like theatre, literature, philosophy, education or religion to the detriment of more ordinary aspects of life may easily lead to an implicit conceptual division of humanity between those who have and those who do not have a « real » Culture. It is useless to say that according to this classification OUR society ALWAYS and NECESSERILY belongs to the first group. A more sophisticated way of drawing a line between US and THEM consists in focusing on the spectacular, exotic sides of Culture: on music, dance, food, artefacts, etc. Though apparently this is a more generous point of view, focusing on what is supposed to be the particularity of cultures different from ours, the consequence is the same. In general, when only (or mainly) these elements are retained of a Culture, in reality they are already nothing but empty shells with no real signification. This is what we can call the « folklorisation » of Culture. Implying that WE have Culture while THEY have folklore is just another way to introduce the same ethnocentric division of humankind. It is not that piano playing and flamenco dance are not important, but it would be a serious mistake to reduce Culture to these impressive manifestations. Culture is not necessary spectacular, it can be found in the smallest, most ordinary aspects of life. 

Ralph Linton : Culture is ordinary. 

“Culture refers to the total way of life of any society, not simply to those parts which the society regards as higher or more desirable. Thus culture, when applied to our own way of life, has nothing to do with playing the piano or reading Browning. For the social scientist such activities are simply elements within the totality of our culture. This totality also includes such mundane activities as washing dishes or driving an automobile, and for the purpose of cultural studies these stand quite on a part with the “finer things of life”. It follows that for the social scientist there are no uncultured societies or even individuals…  every human being is cultured in the sense of participating in some culture or other.”

Let’s admit. But if we have to renounce of using theatrical performance and piano playing as necessary criteria to recognise a Culture cannot we at least presume that they are signs of a relatively more developed state comparing to some “not so developed” cultures? The temptation is always big to judge other people, other cultures from our point of view using criteria that seems evident and primordial for us, and that leaves no doubt concerning our superiority. This is exactly the definition of ETHNOCENTRISM. When Leslie White, an American anthropologist decided in the 50ies to establish a hierarchy amongst human societies he found that the best way to evaluate development would be to measure the quantity of energy used per person. No wonder that the United States came out as the big winner of the competition! In reality it seems extremely difficult to range human societies in a hierarchical order because they do not adhere all to the same value system. For some it might seem more important to live in equilibrium with a given ecosystem than the accumulation of energy or some material values. Human Cultures are not only different but also essentially incommensurable. Comparing them proves to be extremely complicated because of the lack of an external, objective point of observation. To recognise an unavoidable part of subjectivity in all judgments is a huge step towards CULTURAL RELATIVISM, an intellectual standpoint that aims not at eradicating all ethnocentrism - it is just not possible - but on the contrary, one that warns to be constantly aware of it, forbidding to take our own Culture for a natural  « standard ». 

Taylor, 1989: Ethnocentrism is unavoidable

“The point of view from which we might constate that all orders are equally arbitrary, in particular that all moral views are equally so, is just not available to us humans. It is a form of self-delusion to think that we do not speak from a moral orientation which we take to be right”

Cultural relativism is a position, which is easy to defend from a philosophical point of view but rather hard to maintain in practice. Since can we indeed accept that all actions are morally equivalent? That would be to give up the defence of Human Rights. After all, what are we to think of burka, of human sacrifice, of excision? Cultural relativism cannot oblige a person to renounce of his deepest convictions. But while defending them he should never forget that his judgements are not founded on a universal, metaphysical truth, but on a particular value system in which he partakes. That is why it makes no sense to speak about superior or inferior cultures. It can happen though that cultural values prove to be incompatible. In this case however, no society has the right to impose its solution on the others, nor in the name of development, nor in that of Human Rights, nor in that of military and/or cultural superiority. In cases of cultural incompatibility ALL societies should be ready to reexa-mine their own priorities and to make reasonable efforts to invent mutually acceptable compromises. If absolute cultural relativism practically is not pos-sible and morally is not acceptable, it is still true that anti-relativism is a sign of intellectual rigidity and is usually concomitant with physical and/or symbolic violence. Clifford Geertz, a leading figure of symbolic anthropology, recog-nising the impossibility of both extreme stances proposes an intermediary position, the only defendable one to his sense: that of “anti-antirelativism”. 

Do all these considerations take us closer to an acceptable definition of Cul-ture? We understand its importance and its implications but do we really know it better now what are we speaking about? More problems emerge when we try to define Culture dissecting it into its constituting elements. We owe the first and most famous experiment in this line to Edward Taylor. 

Edward Taylor, 1871: Culture is a complex system 

“Culture or Civilization, taken in its wide ethnographic sense, is that complex whole which includes knowledge, belief, art, morals, law, custom, and any other capabilities and habits acquired by man as a member of society” 

Despite the abundant and well-founded critics this definition still merits our attention, since it is shedding the light on some especially important considerations. First of all, it emphasizes the fact that people are not born with a particular culture; they acquire it gradually in SOCIETY. This means clearly that it is not the individual but the group who is the holder of a given culture. Recorded cases of the “savage child” - children adopted and brought up by animals or kept in prolonged isolation - prove that the lack of all human contact prevent these children from developing a cultural identity, although they have and keep the mental and affective capacity to become a cultural being. Humans universally share a certain predisposition to acquire Culture. But the actualisation of this disposition happens in the group, introducing considerable differences between human societies. Culture in this sense is a common heritage of humankind (genetically inscribed in all new born babies as a huge possibility) but at the same time it is what makes us so different, cultural differences being transmitted not genetically but by means of social LEARNING. However, the position trying to establish a causal relationship between cultural traits and biological descent is relatively resistant. Even when refuted on a conscious level, it has a tendency to skip back in our unconsciousness, manifest in expressions like « hot tempered » Mediter-raneans, or in stereotypes like Africans «having the music in their blood».

Another point that Taylor points out in his definition is that Culture is made of “habits”, i.e. recurrent models of action. Much later, the French sociologist, Bourdieu speaks about « HABITUS » to express the same idea. A certain “habitus” may characterise a particular cultural or social group. Having a natural tendency to reproduction, it is resistant to change. It is “habitus” that makes it easier for children coming from middle class families to cope with university, reproducing their parents’ social itineraries. It also explains why these children go more frequently to museums than those coming from working class families. If it is true that it is people that produce Culture, it is also true that Culture ends up by acquiring a certain exteriority, producing a relatively strong hold on individuals. 

Culture is NORMATIVE, not because it possesses a special metaphysical force to impose itself to human communities, but because human communities, i.e. society itself becomes its guarantor. In order to socially exist each person has to respect the limits of NORMALITY that the society he lives in imposes. He needs to produce an image of himself which is socially acceptable and in which he finds himself recognised. What is at stake is his IDENTITY. Identity is not a fixed internal quality of the person, on the contrary, it is a dynamic image – a “FACE” would say Goffman - that the person negotiates, confronting his own view on himself with external views of others. This negotiation happens in the action - and especially in the inter-action. Society is the final judge of the efficiency of this performance. The individual has a considerable space of liberty to elaborate his strategy of action, but not complete freedom. He is limited by a series of constraints while relying on a series of resources that are culturally available for r him. These limits and resources could be represented as a pack of cards that can be played out in various ways. Having only a limited number of cards in his hand, the player cannot play a card, which is culturally non-existent. If he does it, he will see his normality put seriously in question. Just think what would happen to somebody declaring himself the legitimate pretender of the French crown in a session of the European Commission:

The grasp of Culture is all the more important that people are usually not aware of it. Indeed, they cannot really be, precisely because Culture is part of their identity, so something very difficult to perceive from outside. The apprenticeship of a culture is in fact concomitant with the formation of iden-tity. This double process is called SOCIALISATION. Primary socialisation starts with the birth, probably even a little bit earlier. For the child the world he learns to know is not just one of the possible worlds. For him it is THE world itself. He is internalising its rules and evidences. He learns how to be “at home” in it. Of course, socialisation is not limited to the early childhood. Later on, as experiences multiply, other social milieus than the family and the small community participate in it. New MEMBERSHIPS and new ROLES are interiorised in pair groups, specialised educational institutions, professional corpses, associations, corporations, congregations, etc. This is the way of secondary socialisation, which takes a lifetime. As Culture is not homoge-neous, identity cannot be either. There is a direct relationship between the multiplicity of pertinent social universes in our world and the compound identities of its inhabitants.

This statement is a particularly disturbing one from the point of view of culture theory. For many years cultural studies were founded on the deep conviction that cultures form harmonious and homogeneous entities with well-defined boundaries corresponding to the frontiers of social groups that support them. Now all these frontiers and boundaries seem particularly blurred. One way of making order in the chaos is to differentiate different levels of Culture corresponding to different levels and types of social organisation. 

Prieswerk proposes a system of four levels. He distinguishes national, regional, mikro- and makro-culture. In doing so he identifies and isolates different types of communities to which he attaches a distinctive culture. Let’s examine them one by one.

Nations are internationally recognised political and economical entities with protected frontiers and autonomous political representation. This description remains true despite the growing importance of trans- national and supra-national organisations. Nations in modernity are in fact so “primary” social constructions that their frontiers seem to be concomitant with some “natural” characteristics, just think of the “arrogant” French or of the “cold blooded” English. If these “cultural traits” are not more that stereotypes, it is incontestable that the nation relies on a common history and on the adhesion to a state representing its uniqueness. Common history, the centralisation of power and the desire to feel united result in the generalisation of a particular way of life, a certain philosophy and ideology. But nations function as a community of destiny not because of a common culture, on the contrary, this culture is the result of a common will of imagine the nation as a community

Benedict Anderson, 1983: Nations are imagined communities

“In an anthropological perspective I would propose the following definition of the nation: an imaginary political community, imagined as inherently limited and sovereign.”

Regional culture has at least two meanings. Some regions within the same country may have particularly salient identities, like Britain or Normandy in France. But there are regions, which are cutting through national frontiers- the Mediterranean being a good example. Here again, a common history, similar climatic and geographical conditions, as well as numerous exchanges are producing resembling ways of life, beliefs, communicational codes (just let’s think of vendetta, a custom spread from Morocco to Corsica) 

Mikro-Culture, according to Prieswerk, is attached to relatively small social groups of different types, varying from ethnic groups to companies through social classes or generations.

Let’s stop here for a moment. ETHNICITY is one of those much-debated notions that seem to provoke more questions than answers. It is also awkward to use, having an increasingly bad reputation due to contemporary constructions like ethnic minorities, ethnic cleansing or ethnic wars. It is unpopular since it seems to nourish a dangerous nostalgia for poor blood communities. It is important to underline here: if common descent makes part of ideologies attached to ethnicity, it is not necessarily participating in its anthropological definition. 

There are in fact two ways of thinking about ethnic groups. The first one is linked to a “primordialist” conception according to which an ethnic group is characterised by a certain number of observable traits of cultural, economic, territorial, social, linguistic and biological order. According to this vision ethnicity than would be a natural, innate sentiment of belonging to this objectively constituted community. The second, on the contrary, defends a ‘situationalist” position. It affirms that ethnic groups can be recognised not on the basis of some objective traits, but on that of their frontiers, formed in the interaction with other groups. Some traits acquire a particular importance in certain situations because they serve to maintain ethnic boundaries, that is, they nourish collective identities. Ethnicity is than not an inborn characteristic but a certain potential to fix collective identities. Ethnic categories are collective representations that people use in order to organise and give a sense to their interactions. Barth maintains that ethnic boundaries do not serve to preserve some inherently valuable cultural traits, but on the contrary, differences between cultural traits are maintained and defended in order to justify ethnic borders (Let’s think of the numerous and significant debates between member states and the European Union concerning the preservation of national identities, through, for example, the maintenance of traditional fabrication of cheese.) People (individuals as much as communities) have always needed the image of the Other in order to grasp, as in a mirror, their own identities. Ethnic categories are one of the most ancient and most powerful ways to create this very necessary otherness. In this sense British, American or French are as much ethnic categories, as Pakistani, Hutsi, Serb, or Patchtune. 

Fredrik Barth : ethnicity is based on attribution or self-attribution of ethnic categories. 

“To the extent that people use ethnic identities to categorise themselves or to categorise others…they form ethnic groups”

We see that ethnic groups share one major characteristic with nations: they are « imagined communities » in the sense that within their presumed frontiers all the people cannot indeed know each other personally. This however does not prevent them from considering the Nation (as the ethnic group) as a « profound, horizontal » comradeship. Benedict affirms that “ beyond the primordial village, where face to face is the rule, there is no community but imagined.”

Makro-culture is based on widely spread ideologies or religions creating a common vision of man, nature and supernatural. Islam, Catholicism, commu-nism or economic neo-liberalism are just a few contemporary examples. 

It is evident, that each human being, today more than ever, belongs to social universes, which are distributed amongst all of these levels. After all what can we said about the identity of this catholic Egyptian engineer, living in the States, working for IBM and fervent adept of country music? In our mondialized, complexified society relying on extended communication and increased mobility is their any place yet for the old fashioned notion of Culture? At least, it seems that we have to renounce of the reassuring correspondence between territory, nation and culture.

Some anthropologists, while considering that it is illusory to scientifically describe a culture as it was an objective, reified entity, defend it, arguing that it has an existence to the extent that it functions as a semiotic system. A semiotic system is made of signs and signified “things” where signification is created in their relationship. Even if Culture looks more complex today and more difficult to isolate than in the past, its main function remains the same as in traditional societies: to give sense to our existence. It provides us with a certain framework - let’s call it SYSTEM OF REFERENCE - in which things, facts and events acquire their meaning. It also furnishes schemes of “normal” behaviour and provides models for solving problems of existence, among others those of everyday interaction between people. Culture is a normative, interpretative system, giving orientation for understanding, action and value preferences. These orientations are as arbitrary as meaning in language (there is nothing really “tabloid” in the word of table – says Watzlavick) Words are signs in which things and significations are arbitrarily linked. For this reason, Culture can be apprehended on the model of language as a semantic system.

Clifford Geertz, 1973: Culture is a semantic system


“Te Concept of Culture I espouse… is essentially a semiotic one. Believing with Max Weber, that man is an animal suspended in webs of significance he himself has spun, I take culture to be those webs, and the analysis of it to be not an experimental science in search of law but an interpretative one in search of meaning. It is explication I am after…”

No more illusion then of scientific objectivity. In fact, it is extremely difficult to scientifically analyse something the objective existence of which is put in question. The main problem with culture is that we rarely experience it directly. We can be confronted to its products (pieces of art, language, dresses, food, etc) or we can identify it in the way people behave, think or speak - on condition that it is possible for us to form the idea that other ways of behaving, thinking or speaking are possible. But we never indeed meet a Culture. What we meet are individuals possessing a rich, but never unlimited reserve of resources and constraints - a system of reference - composed at the intersection of different types and levels of communities - from which they can construct their own personal identities. This system of reference remains the most of the time invisible. It seems to take form only when confronted with other systems displaying obvious differences. We arrive to the seemingly absurd affirmation that it is CULTURAL DIFFERENCE that creates the illusion of Culture. And if we were to admit that Culture is nothing but a pure invention?

Kristen Hastrup, 1990:  Culture is an invention

Culture is an invention, tied up with the invention of anthropology. Unlike earlier generations of anthropologists who thought of culture in essentialist terms, we now realise that it is a creation on our part. Whether constructed in the singular, and denoting a philosophical counterpoint of nature, or in plural, designating sociological entities, we can no longer claim culture to be an objective fact. Cultures materialize in contradiction to each other: differences are exaggerated in the process. (Culture) is sensed only by way of ‘culture’ shock” – summing up in dramatic form the exposure to another culture. 

THE INTERCULTURAL ENCOUNTER

Culture may be an invention but its force and effectiveness can be verified indirectly and sometimes indeed dramatically in the intercultural encounter. All communicational situations are occasions for constructing, maintaining and defending identities. All identity strategies are linked to cultural roots. Communication is therefore the place where Culture becomes perceptible. In order to understand what happens in communicational situations between individuals having different cultural backgrounds there is a certain advantage to imagine Culture as « real ». The metaphor of the « onion », pointing out the dialectics between the visible and invisible part of culture, can help us understand why Culture is so difficult to perceive from inside while so powerful in intercultural conflicts. 
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3 Implicit Cultures

We can consider that the layers of this onion correspond to three basic dimensions of Culture. On the surface we can find everything that can be seen, touched, understood after a minimal introduction to the corresponding code system. Artefacts, behaviour, language, social organisation are classed here. Norms and values are more hidden, they are found in the second layer. They become seldom explicit though people are usually aware of them, so if necessary they can always be explained. What we find in the middle is the core. This dimension of Culture remains completely hidden. It is a kind of black whole containing all the EVIDENCES of a culture. Even well informed autochthones cannot explain them, for the simple reason that they ignore their existence. These evidences are sometimes called also “basic assumptions”. They form the IMPLICIT, UNCOUNTIOUS part of Culture. Because in this core we find invisible elements that resist to exploration, becoming detectable only indirectly, through the effects it exercises on other entities it meets, it can be compared to a BLACK HOLE. Judgments about what is reasonable or not, what is funny or not find their fundaments here, as well as basic rules of relationship to nature, society, the human person, supernatural and ... to Culture itself. In fact, these are the questions that all cultures put to themselves. Particular cultures can be considered as assem-blies of particular answers to a few universal questions. In this sense while cultural particularism is what makes communication difficult, Culture as such is that common basis on which understanding is always possible between different people. 

Cultural differences are apparently arbitrary and consequently difficult to theorise. In order to overcome this difficulty anthropologist and other rhetoricians of intercultural interaction have made considerable efforts to systematise variations, introducing different types of classification systems. These systems are always to be treated cautiously; they are based on simplification and overgeneralization. For this reason they cannot be con-sidered as true representation of reality. They are, like all models, nothing but artificial constructions, serving to help imagine some arbitrarily chosen characteristics of a reality most part of which remains hidden.

 One such system is proposed by Kluckhon shown in the table below. The advantage of this presentation is that it makes clear the unity of the pro-blematics present behind all cultural variables. It is also interesting to see that contrary to most other systems proposed by interculturalists his structure is not a binary one which allows him to avoid the usual mistake which consists in dividing the world between the two basic categories: US and them.


The model of Kluckhohn

	Orientation
	Options

	The characteristic of the human nature
	Fundamentally bad


	Neutral 


	Mixture good-bad
	Fundamentally good



	
	Changeable 
	Constant
	Changeable 
	Constant
	Changeable 
	Constant

	Relationship between Man and the Nature
	Man subordinated to Nature


	In harmony with Nature
	Nature subordinated to man

	Temporal orientation of human life
	Oriented toward the past (governed by the tradition)
	Oriented toward the present

(Situational)
	Oriented toward the future

(Governed by objectives)

	Major patterns of human behaviour
	Being

(Expressive, emotional)


	Being in development

(Introspection, meditation, self-control)
	Doing/Acting

(Oriented toward action)

	Relationship between human beings
	Hierarchical (authoritarian) social relationship


	Collateral social relationship

(Collective decision)
	Individualistic social relationship

(Equal rights to everybody)


If Culture is only made visible in the encounter, it is because the difference discovered in the Other sheds a light on those hidden, unconscious parts of our own Culture that are found in cultural black-holes. Many other hidden cultural differences may become visible due to relatively marked oppositions. These differences are usually expressed in binary terms: modern/ traditional, individual/ communal, monochrome/polychrome, niversalist/particularist, etc. These categories are obviously far from representing the complexity of human cultures. Using them as universal demonstrating principles might even prove to be dangerous. We should not forget that these terms are also cultural products: they were coined by European and American theoricians at a given historical moment. For this reason they might be advantegously used to better understand some salient traits of our OWN Culture which become at the same time visible and relativised in comparison to other theoretically imaginable systems. Nevertheless, we should avoid using them as ready-made implicit theories aiming at explaining Cultures different from ours.

Individual/communitarian

In one rights and interests of the individual are privileged, in the other that of the group.

Monochrome/polychrome

Two conceptions of time: according to the first one time is linear and not extensible, attention is paid to execute one task at a time; according to the second time is cyclic, different periods, different actions can easily overlap.

Universalist/particularist

Two philosophies and ethical systems: the first one attaches a great impor-tance to rules which are considered as generalised, equally valid for every-body, the second prefers to keep distinctions and to examine situations case by case. The difference between the basic principles of the integration policy of France and that of the United States is often used to illustrate this oppo-sition. In France minorities are officially non-existent, everybody are consider-ed equal as citizens of the same republic. In the states collective rights are accorded to communities and expressions of collective identities are encouraged.

Context rich/context poor

According to E.T. Hall this opposition is based on communicational styles. Context rich communication uses a lot of implicit and non-verbal codes and is affective. The signification of the message is difficult to decipher without the context, i.e. out of the situation. Context poor communication relies much more on explicit verbal codes and is rather impersonal. This difference can be traced within the same society, between the family and the tribunal, e.g.

modern / traditional

These are global categories including several of the oppositions above. Traditional societies are supposed to turn towards the past, elderly people are respected. The individual’s place in society is depending on his birth, on his belonging to a social group. Modern society is turning towards the future, youth is valorised. The individual is considered as free to develop his potentials. Autonomy is a personal quality that is largely preferred to respect.

Confronting opposing cultural values or implicit cultural dimensions perceived as “strange” may create what we could call HIGH Sensitivity zones. They can be imagined as the result of an encounter between two cultural black holes, shedding mutually light on one another, exacerbating incompati-bilities. The symbolic place accorded to women in traditional Arab societies, the importance attributed to the face (self-control and submission) in Asiatic societies, conceptions related to witchery and to the supernatural in many African societies can equally create « sensitivity zones » clashing with the DOMINANT representations of modern occidental societies. This is not to forget that Cultures are never homogenous: in our very modern (or rather post-post-modern) society numerous niches composed of archaic or conflict-ing cultural values are surviving or are reborn. Belief in the supernatural power of witches can be detected as much in some rural European communities as in Africa. Women’s emancipation is far from being achieved even in occidental centres despite of dominating ideologies. Examples could be multiplied. 

Things are further complicated by the fact that cultures that get into contact in intercultural encounters are rarely in equality position. ASSYMETRY, recog-nised or not, can be created by several factors: economical or political power, sending or host country position in international migration, history (just think of the lingering conflicts between ex-colonisators and colonised) or secretly surviving stereotypes (think of evolutionist ideas suggesting primordial diffe-rences between white and coloured people). History or mutual stereo-types can form themselves powerful sensitivity zones. Societies that feel them-selves culturally superior can sometimes prove to be particularly arrogant towards cultural difference. It is now a well-known and often cited anecdote that before the last Football World Cup the International Federation of Football Associations demanded the Koreans to give up their « barbaric » habit of eating dogs. To which Korean officials responded rightly that they wonder why the Japanese habit of eating whales (the chase of which is officially prohibited) poses less problem to the international community. 

 STEREOTYPES stop us from seeing the Other realistically. They are prisms that make him resemble to our own representations. Stereotypes are reassuring, since they nourish the illusion of a coherent, knowledgeable universe. People need to make sense of what happen to them. The unpre-dictable is perceived as destabilising and threatening. Stereotypes are not only pretended descriptions of reality; they serve as hypotheses explaining  « weirdness » (i.e. simple difference) of the Other. « This is the arab way to do » is a powerful folk theory, which has the force of bringing back predictability in a situation where the actor feels insecure. In a way, speaking about « traditional » and « modern » societies, « polychrome » and « mono-chrome » cultures, obey to the same principle. Stereotypes are at the same time useful intellectual tools, since without simplification and generalisation - the two basic procedures of classification – our species would have never survived, incapable of recognising dangerous animals from non dangerous ones, comestible plants from non comestible ones, etc. And because our brain is made in such a way that it proceeds essentially by categorisation and classification, we do not even have a choice. We have to live with stereotypes. The only way out remains recognising them as such instead of considering them as reality. 

Attributing an inherent cultural particularity to the other may lead to involuntary discrimination (to some authors Culture is just supplanting race in the old racist debate.) Nevertheless, it is also damageable to deny cultural difference. Facing an unexpected reaction from the other it is easy to ignore cultural difference and to search for psychological or strategically explana-tions (« he is stupid », « he wants to cheat », ect.). This is to try to find motivations where there is no place for them - cultural behaviour does not need motivation! ATTRIBUTION MISTAKES (attributing an intention to the other where there is no need for that is often based on PROJECTIONS (projecting one’s own feelings, attitudes on the other: ‘If I was in his place I would feel or think that or that’). Occidental compassion towards Muslim wives is not without such a bias. 

These two attitudes toward cultural difference (exaggerating, and reifying them, on one hand, ignoring them, on the other) correspond to two basic strategies of creating the IMAGE OF THE OTHER. We may construct this image on the basis of a supposed distance, and find ourselves surprised if the other proves to be much like us, or on the contrary, ignoring all parti-cularism and get shocked by the suddenly appearing difference. We could call these two sources of error the PARTICULARIST and the UNIVERSA-LIST bias.

Both of them hinder communication by creating embarrassment, misunder-standing, animosity, blessed identities and finally escalating conflicts – various signs of “culture shock”. Goffman reminds us that in face-to-face interaction not only information is communicated but also mutual definitions of the actors, i.e. identities. That is why all communicational situations are delicate and subtle duels. Preserving the face is not an easy job even in a homogenous society where everybody is aware of conventional communica-tional codes and of the predominant value system and where everybody has integrated more or less the same invisible dimensions of Culture. It becomes increasingly complicated when probable reactions of the other gets difficult to foresee and when the image of the other (and by consequence that of the self) is biased by conflicting historical, economical, political relationships between societies and persons. If normally and against all odds most com-municational situations go smooth it is because probable SCENARIOS ( i. e. implicit rules of the interaction) are assimilated and shared by the participating parties. If these rules are not shared by everybody, an inevitable gap produces between the expected and the received scenario. As it is identity which is at stake, the result is not only a slight unease, cultural shocks in fact results in identity crises:

Scenarios may involve verbal and nonverbal communication, or even whole chains of action. Although less perceptible than words, nonverbal communi-cation can usually cause more trouble, precisely because it is part of cultural black holes. 

 One example of such deeply hidden unconscious nonverbal communica-tional codes is that of PROXEMY. E. T. Hall demonstrates through a big number of observations the existence of important cultural differences in ways of using space. Space is not simply a scene of communication; it is participating in creating significance. In all societies finely tuned rules dictate the appropriate social space in different interactive situations. In all societies a particular distance marks the polite formal relationship, another, normally smaller distance corresponding to the intimate relationship. If the existence of these rules is a universal invariable, the proper distance for each type of relationship varies society from society. The distance signifying polite formal relation-ship in an Asian culture can signify disagreeable intimacy for a European. In one experimentation average distance was measured between people standing in a queue in Egypt and in Germany. Difference was clearly found significant. Possible misunderstandings are easy to imagine...

To resume: Culture can be perceived only in interaction putting in relationship cultural black holes, creating high sensitivity zones. To these zones indivi-duals tend to react in particularly violent ways. As it is personal identity, which is at stake conflicts, are easy to form. Initial communicational diffi-culties are further worsened by destabi-lisation and suspicion caused by mutual stereotypes and the non-conformity to expectations of the received scenario. Intercultural conflicts can be formed because of opposing values, disagreement on signification of the situation, clashes between cultural black holes, ignorance of conventional communicational codes, but whatever is the trigger, they invariably develop into identity-conflicts. As Margalit-Emeric puts it: intercultural conflict is always a self-conflict.

Martine Abdullah Pretceille : On Intercultural encounter 

Intercultural is an interaction between two identities who mutually attribute sense to each other in a context to be redefined each time. It is an onto-logical [i.e. sense attributing] and dynamic process that under certain circum-stances can develop into and “identity-dynamite”

We have to dedramatize. If intercultural encounter is a risky adven-ture, it does not differ in this from any other form of face-to-face com-munication - that, by definition, puts on scene different identities. It is only that important cultural distance multiplies the communicational traps. One part of these traps can be avoided just by increasing cultural awareness. This is a learning procedure, which contrary to common ideas does not exclusively imply accu-mulation of knowledge on «distant» cultures. One basic obstacle to commu-nication is precisely what makes it possible: the fact that we ourselves are equally belonging to some concrete cultural system. Developing intercultural communication starts therefore by increasing awareness of our OWN culture. According to Margalit Cohen-Emeric development of inter-cultural communi-cation consists therefore in three steps: 

 de-centration (distanciation from our own culture);

 penetration into the reference system of the other,

 negotiation and mediation.

Studying innovation in education: the case of the ConnectEd project.

by Nola Simpson (Central Queensland University).

Introduction

The presence of computers and associated technologies in schools is now commonplace. Indeed for more than twenty years schools have responded to the development of new computerised technologies with significant financial outlay by state education departments and independent schools. To be sure, there has been a massive outlay of funds to equip schools with computers and more recently information and communication technologies (ICT's) to the point that now they are a routine part of daily school life.

Although the physical presence of these technologies is evident, less apparent is what teachers use these technologies for in the classroom and how and why this has occurred. Much research has been undertaken distin-guishing a variety of facets of computer use. Whilst too numerous to produce an exhaustive list here, by and large this research ranges from areas such as technology and literacy to social justice issues and pedagogical conside-rations of using technologies. Indeed the use of technologies is a well-researched area within the broader scope of educational research. But there appears to be little research on the events and strategies used by state education departments to ensure teachers use these technologies in the manner intended, as indicated by system policy documents. Indeed to answer such questions is to examine the political manoeuvrings involved in the introduction of these technologies. Sarason (1971) made the point almost thirty years ago that understandings of change are flawed unless the issue of power is addressed.

Introducing, sustaining, and assessing an educational change are political processes because they inevitably alter or threaten to alter existing power relationships, especially if that process implies, as it almost always does, a reallocation of resources. Few myths have been as resistant to change as that which assumes that the culture of the school is a non-political one, and few myths have contributed as much to the failure of change efforts. (Sarason, 1971, p. 71)

It appears that this is still an issue that needs to be addressed, as more recently Hargreaves (1998) indicates that research which can provide a political understanding of the process of implementing change or introducing innovations in schools is needed. Thus while we have ample research to draw on for understanding what technologies are used in schools and how they are used, there is little research addressing the questions of why certain outcomes have resulted from the introduction of technologies in schools. What is warranted then, is research that can attend to the underlying reasons why certain ways of using computers and technologies have occurred. The type of questions that need to be asked involve ascertaining who or what factors were influential in the way in which how computers and technologies are used in schools. 

The current literature also indicates there is another issue in researching educational technologies that needs to be addressed: the predominance of technically determined research approaches. Studying technologies in schools poses a methodological challenge due to the juxtaposing of highly technical elements in a highly social setting of schools and classrooms. The result of this has been research that has been either technically or socially determined. Indeed many have argued (Bromely 1997; Lyon, 1991;Mackay, 1991; Young, 1991) within the scope of technologies in education, for too long decisions have been made by technically determined analyses.

While Mackay (1991) and Young (1991) advocate for more accounts to incorporate the social factors, Bromley (1997) reflecting the argument in the broader field of technologies, (Dutton, 1996; Williams & Edge, 1996) argues that a worthwhile research approach does not 'take sides'. Rather, both the social and technical factors need to be incorporated into a worthwhile study of educational technologies. Bromely (1997) attempts to address this issue and offers an analytical model 'with the intent of accommodating both perspective's.' (p. 57).

Unfortunately as Bromely (1997) concedes the model has drawbacks. The boundaries between the social and the technical are still maintained. It is not a case of dissolving them, but rather providing a means of moving from one to the other in a continual and cyclical manner. 

The research from which this paper is drawn addressed these two areas of concern evident in current literature. The first issue being the need for an analytical approach that could address political issues concerning the use of technologies in schools. Research questions were concerned with asking why things happened as they did. Secondly the research sought to utilize an analytical approach that did not rely on either a socially determined or a technically determined approach. Actor-network theory provided an analytical approach that addressed both of these identified problems. This paper reports on research that employed an actor-network theory approach in examining the way in which a state education department, Education Queensland, deployed an innovation, the integration of information and communication technologies into the curriculum. 

Although computers have been used in schools for over twenty years it may appear unusual to suggest that their deployment in classrooms today can be considered as an innovation. The newness that has been a part of using computers in classrooms comes in part from the rapid changes that have occurred with hardware and software as well as from the uneven uptake of computing skills by teachers. This means that many classroom-computing practices have to be re-invented. Thus in the late 1990's many schools began to learn to work with Internet access in classrooms. Using telecom-munications in schools dates back to the early 1980's, however the sheer changes in technology since then make some Internet-based classroom practices new. Thinking of the introduction of these technologies as inno-vations is alarming given the common theme in change and innovation literature that suggests that innovating is a difficult and rarely successful task . 

This paper contrasts two approaches to telling stories about innovations: Rogers' (1995) theory of diffusion of innovations and an actor-network theory approach. There has been some interest in comparing diffusion innovation and actor-network theory; McMaster, Vidgen & Wastell (1997) examined the failure of a UK City Council to adopt a structured method for systems deve-lopment, and Tatnall (2000) examined a curriculum innovation within a university faculty.

Before examining the way these approaches might be used to frame the development of a specific innovation, specifically, the integration of ICT's into the curriculum by teachers in the geographically large state of Queensland, this paper will briefly describe the two approaches to the study of innovations. This paper concludes with a comparison of these two approaches to conceptualising innovation, and identifies the strengths and weaknesses of both approaches.

Diffusion theory
Rogers' theory of diffusion, beginning with his first publication of Diffusion of Innovations in 1962, is and continues to be widely used as one way of thinking about the way in which innovations are introduced and adopted. He defines diffusion as the process by which an innovation is communicated through certain channels over time among members of a social system. Stemming from this framework for studying innovations, then, are the key concepts of innovation, communication channels, time and social systems. 

Innovation refers to an idea, practice or object, which is perceived by an individual as new. It must be new to the individual, called the adopter, although the innovation may not be new per se. The rate at which an inno-vation is taken up by a group of potential adopters is influenced firstly by characteristics of the innovation itself. These include: relative advantage - the degree to which it appears superior to an existing product or practice; compatibility - the degree to which it matches values and experiences of individuals in the community; complexity -the degree to which it is relatively difficult to understand or use; trialability - the degree to which an innovation may be experimented with on a limited basis; and observability - the degree to which the results of an innovation are visible to others. Secondly, the rate of adoption may be influenced by characteristics of the adopter. These include level of education, social status and 'cosmopolitanism'. Finally, organizational issues such as organizational structure, size, and degree of decentralization or centralization may also influence the rate of diffusion. 

The diffusion theory employs a number of 'categories' for individuals. One such group is that of opinion leaders. These individuals influence adopters of innovations either positively or negatively. Their influence varies in accor-dance with their level of technical competence, social accessibility, level of conformity to social norms and their degree of support for the innovation.      A change agent, according to Rogers (1995) is 'an individual who influences clients' innovation-decisions in a direction deemed desirable by a change agency.' (p. 335). Change agents have to ensure that a need for change is developed, establish an information-exchange relationship, and create intent for change in the client. This intent must then be translated into action and the adoption stabilized to prevent discontinuance of the innovation (Rogers, 1995). This occurs due to the attainment of a 'critical mass' (Rogers 1995). When enough individuals have adopted the innovation, the rate of further adoption becomes self-sustaining.

The second element, communication channels, is the means by which information about an innovation is exchanged between individuals or groups of individuals. They may include the mass media as well as face-to-face exchanges.

Time is seen to affect the diffusion process in three ways. Firstly in the decision process, it involves the passage of time through which the adopter passes from first knowledge of the innovation to the decision to adopt or reject. The degree of innovativeness of the individual is the second factor with early or late patterns of adoption equating to the innovativeness of the adopter. Rogers (1995) uses five categories to describe adopters: innovators, early adopters, early majority, late majority and laggards. Thirdly the overall rate of adoption within a community is gauged within a time period. Hence if the number of individuals adopting a new idea is plotted over time, it usually forms what Rogers' (1995) terms, a basic S-shaped curve. 

According to Rogers (1995), the social system refers to the 'bounded' com-munity in which the innovation diffuses. The social system thus is made up of the 'units.' These units represent potential innovation adopters and can be individuals, groups of individuals or organizations. For example, in studying the diffusion of the specific innovation of teachers' use of computer gene-rated reporting system, a school would represent the social system, and teachers the units within that social system. Another example could be a state school system as the social system, and schools as the adopting units. 

Rogers (1995) uses the term 'homophily' to indicate the degree which indivi-duals, within the social system, share the same or similar interest. He argues that the more similar the individuals the more likely that effective communi-cation will occur. Some 'heterophily' is necessary to ensure that new ideas  and practices are able to diffuse from individual to individual. The structures and norms of the social system are also recognized as important com-ponents of the social system. For example in bureaucratic organizations, higher-ranking officers generally, would assume that their directives are followed when deploying a directive regarding the uptake of an innovation. Unsuccessful uptake of the innovation then would be framed in terms of attributes of the innovation or attributes of the potential adopter or adopters, who are organizational 'subordinates.' 

Actor-network theory
Actor-network theory takes quite a different perspective in its treatment of innovations, characterised by tracing the complex interplay of influences that impact upon the innovation. Emerging from social constructivist studies of scientific knowledge production in the 1970's (Brey 1997), actor-network theory is underpinned by the assumption that the production of knowledge    is not an objective exercise, (Latour 1987), but rather is influenced by social factors (Law 1986). Actor-network theory in adherence to the principles of generalized symmetry and free association (Callon 1986b) offers a mode of analysis that sees binaries like the social and technical as something to be explained rather than as an explanation. It does not make a priori assign-ments of attributes to humans or non-humans but rather seeks to trace the mutual negotiation of roles. Rather than viewing innovation as a linear process moving along a predicable and visible path (e.g. scientific principles leading to technological innovation, leading to micro-economic considera-tions, leading to marketing and consumption), 'right from the start, technical, scientific, social, economic or political considerations have been inextricably bound up into an organic whole.' (Callon, 1987, p. 86). Actor-network theory attempts to trace the innovation process as it develops or does not develop. Seminal actor-network theory studies include Callon's (1986a) study of the development of the electric vehicle in France; Latour's (1996) study of the development of an automated transit system for Paris; Nespor's (1996) study of curriculum in university faculties in the USA; Callon's (1986b) study of the population depletion of scallops in St, Brieuc Bay in France; Law's (1986) study of the work of a scientist; and Latour's (1988) examination of the work of Louis Pasteur.

At base, an actor-network theory approach to the study of an innovation involves "following the actors," human and non-human (Latour, 1996), tracing the moves, counter-moves and compromises that go to make up the negotiation of any innovation. Network building or making alliances involves a mutual negotiation of roles for actors, which is typically seen in terms of recruitment, negotiation of roles, policing of roles and then once the alliance is firm, being able to speak on behalf of an alliance and represent the alliance in a space and a time removed from the actors. 

The negotiation and stabilisation of roles applies equally to human and non-human actors. Indeed, much effort is required to ensure nonhumans remain true to their negotiated roles. For example, the Sydney harbour bridge requires constant work to ensure it remains true to its role of providing safe transport across Sydney harbour. 

Some negotiations with actors are easily achieved, while others may require much persuasion or even coercion within the process of negotiating roles. In essence, network building, and then ensuring actors remain faithful to their role is a story of the relations of power. Here Callon (1986b) indicates the significance of network building,

[It] is the mechanism by which the social and natural worlds progressively take form. The result is a situation in which certain entities control others. Understanding what sociologists generally call power relationships means describing the way in which actors are defined, associated and simultane-ously obliged to remain faithful to their alliances. (p. 224) 

The stability of networks is never assured. The network builder must continually ensure the actors remain true to their negotiated roles. In some situations, it is possible to delegate roles in such a way that they require minimal policing. The control at a distance, which is a common feature of all innovations, is then made manageable. Traffic lights and speed bumps are examples of non-human actors put in place to provide control at a distance. While this control is not and never can be perfect (you can ignore both at your peril), these non-human actors replace the need to have people moni-toring traffic flow and speed. 

The innovation

In this section of the paper an innovation will be read through the lens of both diffusion theory and actor-network theory. Education Queensland's commit-ment to providing learning technologies has been played out in all Queens-land government schools. In broad terms the overall goal was stated as:

The Department of Education, Queensland, is committed to the pursuit of excellence in learning and teaching through the integration of learning tech-nology into education programs. (Computers in learning - Policy, Queensland Department of Education, 1995)

Following this publication, Education Queensland initiated several projects to support the development and progress of the innovation. These include the Schooling 2001 project, which provides professional development for tea-chers, and the ConnectEd project which provides the infrastructure for ICT's in schools. These are umbrella projects comprising many smaller initiatives, each with specific goals. For example within the Schooling 2001 project, the Light-house initiative provides funds for schools to explore and deliver profes-sional development programs for clusters of school.

In addition to these projects Education Queensland produced a number of support texts. These were designed to act as a resource from which teachers could draw information. For example the Guidelines for the use of computers in learning (Department of Education 1995) text provides an extensive array of examples of how teachers can use technologies in each of the key learn-ing areas. 

A set of minimum standards was formulated by Education Queensland and perceived as an indication of the skills and knowledge that teachers required to integrate learning technologies into the curriculum. If teachers had not already acquired these skills and knowledge from their past experiences, they were obligated to achieve them via professional development. Attain-ment of minimum standards became incorporated into the enterprise bargain-ing agreement formulated between Education Queensland and the Queens-land Teachers Union in 1997. This accord is highlighted in a 1999 Education Queensland publication:

As professional development and technology resources become available to schools through the Schooling 2001 Project, teachers will undertake the professional development and training necessary for each individual to acqui-re the appropriate competencies in a combination of school time, student-free days and outside school hours as determined at a school level. (The Department of Education Certified Agreement 1997, sited in Minimum Stan-dards for Teachers - Learning Technology, Education Queensland, 1999, p.1 - emphasis in original) 

Additionally both technical and educational advisors were made available by Education Queensland to assist teachers with setting up equipment and protocols in their school communities. This assistance varied and was made available both at a state level, and also within district regions. This assistance was provided not only by Education Queensland but also from companies such as Telstra. For example Telstra, as a provider for Internet access, set up help-desk services and conducted seminars to assist teachers to setting up email accounts and web pages. 

This paper reports on a study that was framed methodologically in actor-network theory terms. In other words, an actor-network theory perspective, not a diffusion theory-based perspective underpinned collection of the data. As different research approaches influence the type of data collected, a diffe-rent data set would have resulted from a study framed by Rogers (1995) diffusion theory. Nevertheless, it is useful to read this innovation in both frames largely because  of the dominance of diffusion theory in the educatio-nal and technology literature concerned with innovation. 

Reading the innovation through a diffusion theory lens

In diffusion theory terms, the provision of professional development can be read as an attempt to reduce the degree of difficulty associated with adopting and using the innovation; in simple terms, to make it easier for users to take up the innovation. Using Rogers (1995) concepts of complexity, compatibility and relative advantage as discussed above, the professional development can also be read as a means of increasing the compatibility of the innovation: the degree to which it matches the values and experiences of the individual adopters. By delivering professional development in which teachers are instructed and given many examples of how ICT's can be used in education programs, the promoters of the innovation aim to make the innovation more compatible with the experiences of teachers. The professional development also serves to reduce the complexity of the innovation. Instruction on how to use ICT's and examples of curriculum applications both serve to make the innovation 'easier' for teachers to use.

The professional development can also be seen in terms of addressing what Rogers (1995) terms relative advantage, the degree to which the innovation appears superior to an existing product or practices Through professional development programs, teachers are made aware of the benefits of using learning technologies as well as allaying fears that the adoption of the innovations is not as difficult as anticipated. Such an approach assumes to know in advance what the major difficulties of teachers are in terms of taking up ICT's in their classrooms, and also what teachers would understand as an improvement to an existing practice. 

In diffusion theory terms, teachers as potential adopters are influenced in several ways. Firstly the assumed shared values of teachers as being caring educators, wanting the best for his/her students, is evident in the following words from Frank Peach, (the Director General of Education at that time). 'The ultimate goal for the future development of the use of information tech-nology in our classrooms is to improve students' learning outcomes.' Implicit in this comment is that teachers do want what is best for students, and the use of learning technologies is beneficial for students.

The role of the Queensland Teachers Union in negotiating that teachers will achieve a set of minimum standards as part of the Teachers' Award (1998), can be read in terms of Education Queensland gaining the support of a significant opinion leader. The inclusion of attainment of minimum standards in the Teachers' Award represents a considerable influence on the actions of teachers. 

Communication channels are developed through the production of texts and through the appointment of educational advisors and nominated specialist contact personnel associated with the various projects and initiatives. Some of the initiatives (e.g. Lighthouse project) were developed specifically to open up avenues of communication between teachers within schools and school clusters. 

Time is an important element in a diffusion theory and is necessary for making statements about the rate of adoption of the innovation. The resear-cher can nominally set time periods and from these, rates can be calculated. This would provide a quantitative understanding of the adoption of the inno-vation. However there is scope for disagreement on what is actually classi-fied as adopting. Certainly there would be many ways in which teachers could integrate learning technologies, thus a clear working definition of adop-tion would be required. It appears that within a diffusion theory approach, the researcher determines this definition.

The missing elements from a diffusion analysis are the underlying reasons for these actions. Diffusion theory is unable to provide a compelling argument as to the reasons behind the actions of individuals beyond those concerned with attributes of the innovation or of the adopters. Working from the assump-tion that the innovation possesses enough momentum to diffuse through the social system of its own accord, the analyst becomes concerned with answe-ring what factors it was about the innovation or adopters that resulted in successful diffusion. Or conversely, what were the attributes of the innovation or adopters that impeded successful diffusions. Diffusion theory appears to be unable to weave political elements into an explanation of the diffusion of an innovation. 

The innovation through an Actor-network theory perspective
An actor-network analysis would trace Education Queensland's moves in attempting to assemble a large network of actors to support the innovation. Specifically they have negotiated roles with various texts, advisory personnel, computers and the Queensland Teachers Union. Via these actors, Education Queensland has attempted to negotiate certain roles with teachers, roles that support the integration of learning technologies in the curriculum. How successful Education Queensland has been in this regard is not something that can be easily judged but in the school in which I did my research, teachers were clearly supporting students' use of ICT's and incorporating the use of ICT's in their curricula.

Secondly, an actor-network theory framing draws attention to the non-human elements in Education Queensland's network. For instance, the computers need to be persuaded to function in schools in ways directed by teachers. Indeed, the success of the entire innovation hinges on the 'behaviour' of the computers and related technologies. Simply ensuring that teachers behave in a particular way is a necessary but not sufficient condition for the network to be stabilised, as Education Queensland desires. Thus actor-network theory is particularly interested in how actors are recruited; what negotiations take place to arrive at roles that are mutually agreed; and then what mechanisms are put in place to police the various heterogeneous actors as they perform their delegated roles.

Of course Education Queensland, in actor-network theory terms, is itself a network. Thus it recruits and assembles actors into a network, which in turn can work to recruit other actors and extend the network. Importantly, in actor-network theory terms, it is important to pay attention to both human and non-human actors, which are configured into this network. A number of people (such as advisors, technicians), things (the Teachers' Award, computers, cables, routers, hubs and so on) and texts (policy documents, teaching guideline texts and others) are assembled and perform roles in teachers' integration of ICT's into the curriculum.

To recruit computers and ensure they perform their roles, they are provided with electricity, in some instances placed in air-conditioned rooms and moni-tored by surveillance devices. To integrate ICT's into education programs, then much equipment is provided in schools, hubs, routers, ISL cables and so on. These actors enable (persuade) computers in schools to become part of the network that Education Queensland is attempting to assemble. It may seem odd to say that computers need to be persuaded to accept particular roles, none-the-less they can and do act in ways unintended and undesired. The role the computers have is particularly demanding. They have to operate in such a way that at once, they support how teachers make use of them in their classrooms, support the work of student, and conform the demands of Education Queensland (e.g. not accessing web pages with undesirable con-tent on them). Thus computers have to be persuaded to only perform certain tasks. To ensure undesirable web pages are not accessed, Education Queensland enlists the assistance of filters. These also act to ensure that students adhere to their role, which involves not accessing sites deemed undesirable! Help-desk services, technicians and specialists are all enlisted to ensure that computers perform their delegated role. These personnel also serve to assist teachers to perform their roles. 

Thus, an actor-network perspective would have us view Education Queens-land as assembling a network to ensure that teachers actively integrate learning technologies into their education programs but in particular ways. Education Queensland does more than simply ask teachers to teach in this new way.  hey recruit the Queensland Teachers Union and put in place a set of minimum standards. They offer money to schools to put in place plans to develop compu-ting and related technologies in particular ways. They publish and distribute papers, deploy support people, put cables and other equip-ment into school. Education Queensland assembles a network of actors, human and non-human, to persuade teachers to do a specific task: integrate learning technologies into the curriculum. 

Finally we see how computers are persuaded to perform particular roles. The filters replace the need to have a person physically monitoring what web sites are accessed; the enterprise bargaining agreement ensures that teachers will have a minimum set of competencies for using the computers; and system-wide and school-based rules are deployed to determine appropriate and inappropriate use by teachers and students. Each of these delegations and moves by Education Queensland works to provide a measure of control-at-a-distance. If, on occasion, particular actors do not behave in the manner negotiated, Education Queensland or a school can deploy other actors to direct any errant elements in the assemblage back into place. For example, help-desk services can aid teachers encountering difficulties with various hardware or software. Software packages enable teachers to identify unde-sirable web access by individual students. Each of these actors works to 'encourage' actors to perform certain roles.

An actor-network framing of this innovation draws attention to the processes by which Education Queensland assembles and then tries to stabilise a network to deliver it's educational goals for all of its students. Role negotia-tion while seemingly democratic was in many instances one-sided, that is, teachers had little say over many of the roles they were required to perform, likewise for the computers. The story that emerges from such a study identi-fies the high contingency of the innovation: it could have been otherwise, and makes plain the ongoing and additional work that is required of many, many actors to stabilise the network and enable Education Queensland to talk on behalf of its IT initiatives in schools.

Conclusion

In some respects it might be argued that actor-network theory and diffusion theory have some strong similarities in that they both are concerned with the adoption of innovations, they both attend to influences that impinge on the adoption of an innovation and both attend to matters of persuasion and sub-sequent reinforcement of the adoption. This paper argues that these appa-rent similarities hide profound differences. Diffusion theory attempts to deve-lop a general model for the adoption of innovations and is framed in terms of the characteristics of innovations, the adopters and the social system in which the adoption is to be adopted. What is less clear is how such assign-ments are made and, in particular who makes them. For example, who judges the complexity or compatibility of an innovation? Who decides if a person is a change agent, a laggard or an opinion leader? Diffusion theory-based studies assign these roles after the event. So, for instance, if a person is a positive influence on the adoption of a particular innovation then they are labelled a change agent. Who decides what is positive and how influence is attributed is unclear. In providing a framework and a strongly typed lexicon, diffusion theory limits the way in which an innovation is followed and imposes a relatively linear logic, that is from idea, to product, to adoption or rejection of the product. 

Actor-network theory on the other hand is based on an assumption that all of the actors involved in the negotiation of an innovation attempt to get their own way, that is operate in their own self interest in any attempts to assem-ble them into an assemblage that is ordered for a particular purpose. This means that judgements about what a particular actor can or cannot do come from tracing their engagement in the negotiations of the network, not from any a priori judgement that they are good at or predisposed to do something. Actor-network theory sees any innovation as fundamentally contingent, as peculiar, as something that could have been otherwise. What is of interest is how the network or assemblage is made durable over time. Rather than seeking to "explain" why a particular innovation succeeded or failed, an actor-network theory approach traces the complex, negotiated and contin-gent processes associated with the ordering that any innovation requires. In this way it offers a means of telling a different account about an innovation than diffusion theory does. Actor-network theory stories don't partition out the non-humans, requiring that, in terms of analysis, all actors be treated in the same way. Rather than the cause and effect approach of diffusion theory, actor-network theory traces the manoeuvres, compromises, twists and turns of a negotiation as it changes or is translated during the process of adoption. 

The scope for an actor-network theory analysis to yield a broader under-standing can be seen in relation to the provision of professional development. A diffusion analysis would posit that the provision of professional develop-ment would effect a reduction in the complexity of the innovation. An actor-network theory perspective would argue that the provision of professional development is an attempt to control the way in which the innovation is implemented. That is, by teaching teachers how to use these technologies, there is less scope for them to use the technologies as they wish. Actor-network theory has the potential to reveal what a collection of diffusion 'cause-and-effect' (such as professional development causing a decrease in complexity) actions produce, in this case control over what teachers do. Thus diffusion theory does not appear to be able to go beyond a cause-and-effect treatment of events. As this paper has shown, an actor-network theory approach has revealed attempts at seeking to control at a distance. That is, Eduction Queensland assembles a network to ensure a particular goal is achieved (the innovation is implemented in the manner intended) and that Education Queensland does not have to continually monitor the actions of individual teachers in performing a particular role. 

The diffusion theory, as Rogers (1995) warns has a weakness due to the tendency toward a pro-innovation bias: the implication that a given innovation ought to be adopted and therefore will diffuse through a social system. This is not always the case, Rogers (1995) uses the examples of cigarettes, nuclear weapons and crack cocaine. This bias is problematic in that it can sometimes lead researchers to make unnecessary assumptions that the innovation should be adopted. Research underpinned by such an assumption then influences significantly the way in which the research is conducted. Actor-network theory, while obeying the principle of agnosticism, can provide a means of avoiding this pro-innovation bias (to the best of the researcher's ability.) Thus instead of being 'blinkered' in a research approach of ascer-taining why things did or did not happen in a particular way, an actor-network theory approach is primarily concerned with tracing the complex and contin-gent factors involved in the overall innovation process. It is from this empirical evidence then that an understanding of the innovation arises, what factors influence the trajectory of the innovation. And to be sure, regardless of whether these influences are either social or technical in nature, both are treated in the same manner.

Actor-network theory avoids an essentialist notion that innovations possess an 'essence' which is responsible for successful or unsuccessful diffusion. While the diffusion theory examines attributes of the innovation and frame the innovation's success or failure in terms of those attributes, actor-network theory does not make the judgement that the innovation is inherently 'good' or 'bad', but simply reveals the influences that contribute to the fate of an innovation.

As well, the diffusion theory is unable, analytically, to incorporate non-human entities to the extent of actor-network theory. To assume that computers and other non-humans will perform as desired is to dismiss the extensive work involved in ensuring that these actors do perform as required. 
This article then has served to support the use of research framed by actor-network theory. It argues that we need to move beyond approaches that offer a limited view on the innovation processes such as that offered by Rogers (1995) diffusion theory. 

CONFLICT-RESOLUTION

Paper written by Danish Center of Conflict resolution

PREFACE

This compendium offers some of the main methods and thoughts we are working with. During the last years we have given many seminars in conflict resolution. Perhaps we should call it conflict management due to the fact that not all conflicts can and ought to be solved. However, “management” is a far too instrumental expression. For what it is all about is much more compre-hensive: to live through conflicts and to handle them in a way so it leads to development and transformation. Perhaps conflict transformation is the most proper term. 

Conflict is an important issue for all people. It has a global perspective and a personal perspective - these perspectives are constantly mixing and opening up for new prospects and depths that we are constantly approaching with greater and greater humility. 

From where do we have the contents of this compendium? From many different places: seminars we have attended in Denmark and internationally, books and journals, dialogues and team teaching. The compendium is deve-loped together with the participants from the seminars and their life experien-ces. So the thoughts and the methods change over time. However, certain basic ideas remain the same.

When we started Danish Centre for Conflict Resolution in 1994, we were encouraged to learn that similar centres are developing through out the world – with similar hopes, and similar approaches to understanding of conflicts, their philosophy and their methods. 

This compendium is not meant as a manual: It is meant as a basis for dialogue, exchange and continuous development. We always do assume and respect, that the participants have the necessary experience and wisdom for that.

Our training is based on the resources of the participants. What we do is to put forward suggestions, to lead a living process and to help the participants to structure their thoughts and experiences.

The principles for conflict resolution are simple; the difficult thing is putting them into practice. We help the participants practising these skills, and give them time and space for reflection.

Our function is being helpers, with closeness and distance; we are not experts on their lives, their life conditions and their needs. The learning takes place in the meeting between their specific knowledge of specific conflicts, and our ability as facilitators.

The less we blow ourselves up, as being experts, the more we can contri-bute. That is why we use time at the seminars on silence, reflection, practice and face-to-face dialogue, whereas our lectures tend to be short and precise. 

AUTOBIOGRAPHY IN FIVE CHAPTERS

1) I walk down the street.

There is a deep hole in the sidewalk.

I fall in.

I am lost... I am hopeless.

It isn’t my fault.

It takes forever to find a way out

2) I walk down the same street.

There is a deep hole in the sidewalk.

I pretend I don’t see it.

I fall in again.

I can’t believe I am in the same place.

But it isn’t my fault.

It still takes a long time to get out.

3) I walk down the same street.

There is a deep hole in the sidewalk.

I see it is there.

I still fall in ... it’s a habit.

My eyes are open.

I know where I am.

It is my fault.

I get out immediately.

4) I walk down the same street.

There is a deep hole in the sidewalk.

I walk around it.

5) I walk down another street.

Poem by Portia Nelson - quoted in “The Tibetan book of living and dying”

by Sogyal Rinpoche, Harper, San Francisco 1993.

Conflict-Solving:  Simple and Difficult

Conflicts may make us wiser, if we manage to halt the conflict’s lopsided slide and reach an understanding.

An international trend

When we founded the Centre for Conflict Resolution in May 1994, we rea-lised that centres like ours are mushrooming in many countries across the six inhabited continents. It is encouraging to learn that we are part of an interna-tional trend. It surprised us when we found out that these centres even build upon related hopes, assumptions, theories and approaches: that they form part of a new paradigm.

The centres view conflicts as being life’s challenge to us: inevitable and dynamic. They go hand-in-hand with any kind of change. They may lead to social development, more honesty and understanding among human beings, they may also bring about enmity, emotional crippling and stagnation. It all depends on how they are treated and handled. 

Although we live in cultures, which encode reactions of aggression and timi-dity from early childhood, we are far from pre-programmed - neither to enmity nor submission. We need not be conflict illiterates, but may in time learn to deal with disagreements, transforming them into constructive energy. The tools of conflict solving can become cultural skills much like reading and writing.

Behind this view of conflict obviously lies a view of humane nature: deep down, human beings wish to live in community. Trust is, according to the Danish philosopher K.E. Løgstrup, a fundamental human relation. We are inclined to agree with the Dalai Lama when he says: “my philosophical starting-point is that basic human nature is to be gentle”.  And with Nelson Mandela, who in his autobiography says “ There is a core of goodness in human beings that may be hidden or buried and unexpectedly emerges”. This assumption does not spring from a naïve illusion, but encapsulates knowledge of the endless suffering we inflict on each other.

Empowerment

Like the centres in other countries, the Danish Centre for Conflict Resolution is involved in information, courses, workshops and direct mediation between contending parties: locally as well as internationally, with children as well as grown-ups. But regardless of whether we are teaching, steering processes or mediating, we never solve other people’s problems. They do that themselves. 

We may help others to attain a general view, tranquillity, structure and methods so that they may advance further. We may steer a process to make them aware of their personal conflict pattern in their workplace and in their family. But they are the ones who must decide if they want to change these patterns, they gain new insights, practice and change their own everyday life.

If, for instance, we hold a course in staff development, the employees themselves must identify the true knots and resources at the workplace, deciding on new ways to relate to each other. If we mediate between two parties in a dispute, they must find sustainable solutions themselves. A good solution strengthens all parties, making them more independent and creating an understanding with a real future. This is what we call empowerment.

Grassroots mediation

One example of such thinking is grassroots mediation, a form developed to good effect in Britain that we are currently introducing in Denmark. It aims to improve daily life in residential areas characterised by neighbour disputes, and perhaps even violence with all the anxiety and loneliness it entails. The conflicts could, for instance, pitch different generations or ethnic groups against each other. 

Rather than coming from the outside and trying to solve the problems of the area, we teach - if the desire exists - a group of local mediators through a 40-hour course. They are the ones who have close knowledge of the people and conditions in the area, and when they learn the methods, too, they may really start to get things moving.

  Each conflict is different and similar

There are no two identical conflicts, in the same way as there are no two identical fingerprints. Each person, each conflict and each area follows its own path and course of events. Nevertheless, it appears that there are com-mon and recognisable patterns in different conflicts. This applies when the conflicts are deadlocked in hostility as well as when they are relaxed and opened.

These patterns are reproduced in rather similar modes used by many centres. They can be applied to various target groups and cultures as long as the participants’ experiences, backgrounds and wishes are respected and addressed in the course contents. Our work is to guide a process, which should ideally be reassuring as well as dynamic, and to introduce the methods, theory and structure matching the situation.

In other words, the same tools and theory of conflict can be adapted, whether it be applied to a staff room at a Danish school, social workers in former Yugoslavia, or a group of Bosnian refugees. That is, it should be stressed, after careful research, respecting and listening to the parties involved.

When the conflict overpowers us: a pattern

In the following, some patterns of escalation and relaxation are outlined. They are quite basic, not hard to understand; indeed they may even seem obvious. The consequences of exercising conflict-solving skills are far from trivial. They may bring about a noticeable personal development and better cooperative relations, with regard to both large and small matters.

This is a standard script of a conflict running off track, showing our reactions when it moves beyond our control:
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This model of conflict-escalation does not explain the origin of wars, but it shows some psychological reactions used in war propaganda. 

And if we know this script, we may choose if we want to act according to it or prefer to intervene in the plot. The point is: there is something better we can do at each stage.

The pattern is repeated at micro as well as macro level. Try, for instance, to apply it to a personal or social conflict you know.

Conflict solving and reconciliation

There are ways in which the lopsided slide of a conflict can be halted to reach an understanding instead. There are both simple and difficult ways that can be practised and in due course become part of our natural habits.

However, there is something beyond reason, training, learning and media-tion. This is the reconciliation itself: the moment we understand the other and let go of the ego’s demand to be proven right.

We may prepare to forgive, create a framework for it and wish to do so. But the moment we forgive appears to us like a gift that cannot be demanded or moralised about. In the words of Løgstrup: a spontaneous manifestation of life.

Seen in this light, the work of solving conflicts becomes something to be approached with certain humility.

Copenhagen, 1996, Else Hammerich is the founder of Danish Centre for Conflict Resolution 

Conflict Understanding

The Danish Centre for Conflict Resolution, and the major part of modern literature of the subject - use a broad and neutral definition:


conflicts are disagreements between people

or

conflicts are disagreements that lead to tensions between people

This definition is connected to some basic assumptions:

Conflicts are part of life; they are part of any change. They may lead to pro-gress or havoc, depending on how we live through and approach them. The point is - in accordance with Gandhi - that conflicts should neither be sup-pressed nor explode in violence, but transformed into energy.

Enimity and violence are parts of the human potential, not an inevitable programme in us.

This means that we can learn to manage conflicts more constructively, that there is a possibility here. As the peace researcher Jan Øberg puts it: we do not need to be conflict illiterates.

We do not present this definition and these assumptions as a fixed truth, but rather as the basis for a dialogue where the participants examine and deve-lop their own attitudes. We generally avoid moralising. Constructive conflict solution is a competence, a possibility which one may choose or not choose. It is not our job to tell people what is right or wrong, but to facilitate dialogues about it. And to show new possibilities. 


The old paradigm

The new paradigm
An objective, right solution exists
Nobody has monopoly on the truth


Individual opponents 

Parties in mutual conflict


Product 


Process


Win-loose


Win-win


Conflicts are disturbing

Conflicts are a reality


and must be removed

we must deal with


The opponents may put

The parties are active,


the blame to others

sharing the responsibility


Open and covert use of power
Power is not the issue


Subject-object

Subject-subject


‘Man is an island’

‘All islands meet under the 

ocean’

Inspired by Vibeke Vindeløv, DCCR.

Conflict Understanding: Types and dimensions

There are innumerable ways to analyse conflicts. Many models and figures exist. It can be said about all of them that they do not represent reality. They separate concepts that are in reality inextricably interwoven. Therefore, these types should rather be considered to be dimensions of conflicts. They come in handy, however, as they create a rational linguistic framework for the investigative dialogue.

Four types of conflict:

1. 
Instrumental conflicts:


About: angible issues, means, methods, procedures, structures.


Approach:  Problem solving


Desired objective:  Solution

2.
Conflicts of interest:


About:  Allocation of time, money, labour, space.


Approach:  Negotiations.


Desired objective:  Agreement.

3.
Conflicts of value


About:  Political, religious, moral values


Approach:  Dialogue


Desired objective:  A deeper understanding

4.
Personal conflicts:

About:Identity, self worth, loyalty, breach of confidence, rejection etc.

Approach:  Open communication.


Desired objective:  Understanding.

NB! The conflicts are most often mixed or covering each other. But it may be useful to identify the central pint in a conflict in order to decide how to cope with it. The two first types – instrumental and interest conflicts – may be solved by negotiation. But we cannot negotiate values and feelings, only have dialogues about them in order to understand us self and the other person better.
Instrumental conflicts

The "pure" conflicts: they are still not polluted by negative sentiments, per-sonifications, reproaches and so on. Two parties are having a disagreement, they simply disagree upon what to do and how. They must find a solution in order to get on with the matter.

We have this type of conflicts very often; they seldom lead to animosity or traumas.

Conflicts of interest

Here, there is a competition for resources that are sparse, or appear to be sparse. The issue is often money, time (e.g. spare time), and space (who's allowed to take up most space, physically and psychically?). At home, it may be the allocation of rooms, housework and leisure time. At work, the dispute is often about working plans, facilities, and wages. At a larger scale, there is the fight for territories and political dominance. Globally there is a fight for basic necessities of life, water supply, and other resources of nature.

Conflicts of value

This is about personal or cultural values that we are willing to stand up for. What is right doing, what is wrong doing? It might be moral antagonisms. Or traditions, religion, political beliefs, human rights.

Personal conflicts

This is the dimension of conflicts that may infect everyday life and create enormous confusion: Here, deep and often hidden feelings play the leading role, and the parties become uncertain and vulnerable: do the others regard me as somebody? Does anybody at all see me? Can I trust them? Are we kept out? Do they despise us? Are we being respected?

The fusion

In real life these types are often completely entangled. When two colleagues are having a dispute about an office, it may look like an instrumental conflict, but it may at the same time be a conflict of interest and a fight for power or esteem. When heirs are having a fight over a certain piece of inheritance, e.g. mothers silver spoon, it may look like a conflict of interest, but perhaps they are fighting over something of which they are not conscious: whom did mother love the most? 

In the eighties, when the USA and the USSR were negotiating disarmament, the two governments were not able to agree upon where to meet or the shape of the negotiation table. This may look like an instrumental conflict, but it was probably more like a conflict of interests (economy and world supre-macy). Maybe even a personal conflict - statesmen also have strong feelings although they claim to be 'objective'.

But if it is true that the types are in fact always merged into one another, what is the purpose of distinguishing? What's the point of a model like this? Why spend time on analysis?

Because in any conflict there will be a centre of gravity, and because it is useful to sort out threads from this basis. If there are deep emotional pro-blems in one part or both, it's no use expecting them to act sensibly and stick to the point. Furthermore, if there are real and serious conflicts of interest between two parties, it should not be managed as a problem of emotions.

Conflict Understanding: Escalation

Any conflict is unique, on no matter what level: in the individual, between two persons, between groups, locally, in society, or internationally.

Not two fingerprints are the same, and not two conflicts. The individual per-son, the individual culture or sub-culture, and the concrete social context will leave its mark on every single clash.

However, there seems to be a paragon for destructive escalation, some kind of script in accordance with which we act, and which appears to be somehow universal.

It's good to know the script. Being aware of it may lead to our reflection on whether we want to play the given parts of the tragedy.

This model below comes from Northern Ireland, and we have talked to people from many cultures that recognise the pattern:

Conflict Escalation
A disagreement 


(Problem solving)
Personification 


(Personal antagonism and defensiveness)
Issue expansion

Abandoning dialogue 


(Moving towards stereotyping – enemy images)

Magnifying the enemy


(An eye for an eye)

Open hostility

Polarisation

The development is not inevitable but predictable

Disagreement

The "pure" conflict, the parties try to solve a problem that has come up, some difference in opinion about how to think and act. At some point there is a noise on the line, the channel is closed. One of the parties’ steps besides the objective solving of the problem, and the situation descends to the next stage.

The borderline between disagreement and personification:

this borderline is crucial. If it has once been exceeded, the sour atmosphere and the confusion can rapidly escalate. Usually one party starts reproaching, threatening, offending or likewise, and the other party follows.Hence, right here at this borderline the training for conflict de-escalation makes sense. How can I react to aggression in a manner of détente without yielding from my goals? The further we descend the conflict steps, the harder it gets.

Personification

At this point, it's no longer the problem that is the problem, but the other party. It is his or her fault, and negative emotions begin to muddle up the picture. We reproach, attack, defend ourselves. We feel confused, attacked and uncomfortable. We throw suspicion on each other’s intentions and we begin to stamp the other party’s character.

The Problem expands

We come to think of many other flaws and defects in the other party, other problems he/she creates. Old unsolved conflicts emerge, old injustice.

Abandoning dialogue

The negative emotions blur our ability to think - we communicate inaccu-rately. We twist each other’s words; we can't really hear what is said. This is the dialogue of the deaf. It becomes too disagreeable, obviously words are not sufficient, haven't we said so a hundred and one times, it's no use and so on. We begin to avoid talking to each other; instead we talk about each other, to others. We communicate through acts – different kinds of physical or psychological violence.

We search for allies, we form parties. Talking about each other instead of with each other is a clear indication of aggravation, but will it always make conflicts escalate? Not necessarily - it depends on the purpose, the manner, and the result. Talking to an outsider about the conflict may clarify and open up, or it may close, stamp and stupefy.

Enemy images

The more we close up towards the other party, the more locked up and explosive the relationship becomes. The other party turns into a subject of projection, we see in the latter everything despicable that we do not want to recognise in ourselves. At this point, the original disagreement has almost disappeared; the goal is to prove right, to triumph 

It is he or I, an eye for an eye, heroes and villains, fair and fowl. I am/we are right, our goal at present is to prove right all the way, only one reaction from the other part will suffice: concession, apology, total surrender. We have become fundamentalists.

The conflict is like a magnet, like a black gap in the universe: it attracts all energy, we must be perpetually occupied with it, can hardly speak of anything else. Simultaneously, we loathe it and are attracted to it. The road is open to:

Open hostility

We are no longer able to see the others as beings of the same human kind as ourselves, human beings who basically want peace and reason, who suffer by the conflict. Therefore, we are able to exceed to open, hostile actions, physically and psychically. In major conflicts, extremists are now taking care of the contact, and with devastating results. They are now more or less autistic, their regard of the enemy has very little to do with reality. The end justifies the means. Moderates have been segregated on both sides, as they still regard the enemy as human beings, they want negotiation, they try to see the matter from both sides, they fail, they are traitors. Hostile actions may now accelerate, from mobbing to civil war.

Polarisation

At this point, the parties are no longer able to stay in the same place. This is the time of divorces, sackings, notices of resignation, flight, and establishing ghettos. One takes flight, or is driven away. 

The best thing to happen now is that the parties have no further contact, the worst that they carry on with the war from a distance.

And then there is always a hope, always a possibility of reconciliation.

Points:
The model does not sketch a law of nature, but a basic pattern that is predictable - unless we choose to act differently.

The pattern reappears at any level; individually, in groups and societies, and internationally. But it does not take place in a vacuum. Larger social conflicts in particular are subjects to the superior fight for resources and political freedom and power.

Furthermore, the escalation must always be seen as combined to power, justice, ethics and human rights.

The model does not explain why and how wars (direct violence) and oppression (indirect violence) arise. Erich Fromm says in his great opus "An Anatomy of Human Destructiveness": "Wars do not arise from human destructiveness, they are planned by leaders to obtain certain objects".

Rulers and their media to get support for the armed conflict performed by military or paramilitary forces use the dynamics of inter-human conflicts. They use the script deliberately, whipping up or creating the destructive conflict behaviour.

Therefore, the dynamics of the model can be useful to know, in order to be more independent and immune to war propaganda. 

Questions for analysis of a case:

Which traits from the old and the new paradigm are present in the managing of the conflict?

What type of conflict is it - how do the "types" mingle?

 How far down have the parties descended conflict steps?

Which traits in actions, non-actions and linguistic usage did escalate/de-escalate the situation?

 Look at the steps of "basic conflict resolution" and at "escalator/deesca-lator". Try to figure out an action plan of how to solve the conflict in the best possible way so that both parties win. 

To meet Conflicts

Three ways of responding to conflicts:


Evade:
Flee, wear a mask, ignore, postpone, wait, bend.


Attack:
Be aggressive, threaten, verbal violence, psycholo-  

                                       gical violence, physical violence.


Meet the conflict openly:

                                       Acknowledge the disagreement, examine, dare to 

                                       question, be clear.

The three responses are optional. All are commonly applied, but if 1) and 2) forms a pattern with the individual, or in the group as a whole, change may be needed.

Evade or attack

These are two classic reactions, the adrenaline prompts us to either run or hit. There can be good reasons for both reactions and they are not unjusti-fiable but they do resemble each other in that they cut of any actual dialogue and contact with the adversary and the problem that lies behind his or her behaviour. They are not a part of a solution, but an escalation of the problem.

Many people admit that they are afraid of conflicts and of confrontation, that they are evasive. 

Others have the wrong idea that conflict resolution is about being nice and turning the other cheek. Many conflicts arise from being aggressive and not listening properly, but it is likely that just as many arise when we do not say what we really mean to say, when we do not get the message through, when we do not say where we draw the limit.

Conflict resolution is not about giving in, but about self-respect, standing up for one’s values just as one respects the other party’s right to being different.

Meeting a conflict openly

To find out what is going on before letting the adrenaline take over, to ask, to “taste” the criticism, to examine the situation. In this way you can open up the conflict.

The Language of Conflicts


Closing language
Opening language


You-language
I-language


Interrupting

Listening


Ignoring

Showing interest


Leading questions
Open questions


Blaming

Expressing one’s wish


Generalising
Being concrete


Focusing on the past
Focusing on the present 




and the future


Attacking the person
Attacking the problem

I-language and You-language

This is fundamental in understanding conflicts: We all have our own percep-tion of our surroundings. My perception is invisible to you. I alone know my landscape and that only partly.

Currently there is a lot of talk about setting limits. That is to stop others invading our sovereign area. That may be valid but as we see it, it is not enough. When I draw a line a defend myself and repel an invasion. That can be very useful. But I am not making sure that you understand what I want.

If we want to achieve mutual understanding I must explain what lies behind my limits. I must tell you about the landscape behind my borders, about what is on my mind. What I feel and what I want.

In the I-language I talk for myself, I take responsibility for myself and stay on my side of the field. I do not blame, interpret or diagnose the other party.

The I-language is relaxing because it does not molest the other person and because it opens up and that clarifies. 

It is very simple and very difficult to put into practice. And again: This is not a moral must. It is a possibility that we can choose if we want openness.

Interrupting or listening

It is elementary but still worth discussing. Why do we interrupt? Probably to maintain and force through our own perception of reality and not let the other person’s (wrong) points of view prevail. 

But however insufferable and painful it may be to listen to the other person’s story it is still necessary if the conflict is to be eased. And how mind expanding when it happens!

A lot of conflicts are based on misunderstanding the universe of the other party. Luckily the truth about what he or she thinks and feels about us is almost always less threatening than we think.

Ignoring or showing interest

The conflict escalates when we treat the other person without respect. It is healing to anybody to be treated with respect and interest. Not just the by the spoken language but by the attitude, the body language, eye contact.

Leading or open questions

The open questions are inquiring - we already know the answer of the guiding ones. They are a part of verbal combat. “Flooring someone”. Quite often it is not even the questions themselves but the tone of voice and hence the attitude that makes the question guiding or open. “What did you imagine when you left me waiting here for three hours?” This can be a guiding as well as an open question.

Blaming or expressing one’s wish

Blame is widely used as a form of communication, but the outcome is doubtful. It is often more useful to express what you wish or need, than to blame somebody because you do not get it.

Generalising or being concrete

In abstract language we often use words like the general “you” or “ought to”. We grant rules and views to the other party and make the responsibility vaguely general. In the concrete language we stick to the actual case.

Past or Present

It can be useful to disentangle the facts but dwelling in the past escalates a conflict. That is what we do when we want to win. We make the other party confess and apologise, the mess must be cleaned up, justice must be done. Talking more about possible steps to take in the future may be more fruitful and less molesting.

Attacking person or problem

The important thing is to distinguish simply between the act and the person who carries out this act. Between Gandhi’s “wrong doer” and “wrong doing”. We shall hardly be in a position to change as long as we are being defined negatively.

Basic Conflict Resolution

At this point we shall be working with the different stages in conflict resolution. These stages seem to be generally appreciated whether you are directly involved in a conflict or act as a mediator in one. Only direct involve-ment is far more challenging personally and requires a lot of practice.

The steps are obvious in their simplicity yet they do reflect a certain para-digm, and they are hard to put into practice because they are contrary to our habits and our acquired conflict behaviour.

The stages should not be perceived as a process that goes of once and for all, regularly and in succession. That may happen but things take time and heavy things take longer time and possibly a lot of attempts.


Basic Conflict Resolution

Direct contact


Agreeing to disagree

Accepting to try resolution


Take some steps back


Maybe use a facilitator


Decide upon time, place, rules

Both parties get time and space to


Tell their stories


Express their points of view


Express their feelings, (anger, fear)

4. 
Find the headlines


The main outlines of the conflict

5. 
Express and listen to needs and interests


Underneath the points of view


Underneath the feelings

6. 
A brainstorm of solutions


Finding many, choosing some few

7. 
Making sure that both are satisfied

8. 
Making clear and realistic agreements

1. Direct contact

If you can agree to disagree you are already well on your way out of the emotional chaos and its domination.

2. Accepting an attempt

This is a crucial step without which any technique is useless. Both parties must have the desire to move on. This is when you begin to realise that you might have your share of the conflict. That the other party is not solely responsible.

3. Each person tells his or her story

Now the direct communication that has been abandoned and cut off must be resumed. Relating is difficult and listening is difficult because what the other person is telling you seems absurd. It simply is not true. The temptation to interrupt, to give up or to attack is great. Hence the rules.

The standpoints put forward by the parties will often be far from each other and irreconcilable. However it is not from those that the solutions will take their source.

4. Determine the main features

Together the parties will determine the main features in the conflict. It is an effective method and a great challenge that the parties co-operate on formulating the other party’s point of view. Indian wisdom relates that in order to understand another person one must wear his moccasins for ten days.

Subsequently determine the agenda: Which problems do we have to solve? It is a good idea to begin with the simplest ones.

5. Finding underlying needs and interests

This is the “Open, Sesame!” in conflict resolution. If we stick to our stand-points it is hard to come to an agreement. At best a compromise is reached which both parties agree on, or which possibly leaves both parties slightly dissatisfied. This is the commonly used compromise solution.

The other possibility is “creative conflict resolution”. This is more ambitious in that ideally both parties come out as winners and with a more authentic relationship.

Consequently the object of the disagreement is not just divided but expanded. This can only happen if you look further than the standpoints to the underlying needs and interests. These are often related to identity, emotions, non-material dimensions. This is the very reason they open up a wide range of solutions.

It is only possible to get through to the motives by listening actively and asking openly, cf. techniques on interviewing from loyal supervision.

It is also beneath the underlying needs that you can catch a glimpse of a mutual point of view: “Under the ocean all islands meet”.

6. Brainstorming

Finding a number of solutions and choosing one. The point is not to decide too early. This can be a very relieving phase that is characterised by sudden changes in moods. From distrust to good will, from bitterness to kindness, from persistence to generosity.

7 & 8.  Making sure that both parties win

The general atmosphere can be so relieving and seductive that you might forget to ensure that the chosen solution is realistic and truly satisfying for both parties, and that the agreements you make are coolheaded and concrete. 

Danish Centre for Conflict Resolution

Danish Centre for Conflict Resolution aims to promote understanding and competence for non-violent conflict resolution, in Denmark and abroad. 

This involves continued development and improvement of methods, knowledge and competence for the constructive handling of conflicts.

Danish Centre for Conflict Resolution works for the peaceful coexistence between individuals, groups and nations.

Conflicts are challenges

Conflicts are life’s challenges to us, inevitable and dynamic. They are an integral part of any change and potential development. 

They can lead to social progress and more straightforwardness and under-standing between people and peoples. Or, they can lead to hostility, stunted-ness and stagnancy. It all depends on how the conflicts are being lived through and coped with.

Conflicts can transform

Conflicts should not necessarily be prevented, they should be managed. However, ‘conflict management’ is too instrumental an expression. 

The essence of non-violent conflict resolution is to deal with conflicts in ways that lead to personal and social transformation. To transform conflicts into creative energy.

Our roots:

Mahatma Gandhi, Martin Luther King and other global peace builders, men and women, including our friends and colleagues in international networks of conflict resolution, inspire us.

We also have our Danish roots to colour the way we think and work:

The philosopher Søren Kierkegaard reminds us

of the importance of making personal, existential choices 

and be deeply committed to them.

Another philosopher K.E. Løgstup explains to us that trust 

is a basic pre-cultural condition for all human beings. 

That thesis is fundamental to our work.

A third philosopher N.F.S. Grundtvig, the founder of the idea 

of the Folk High Schools, inspires us with his concept of

living interaction in education, as opposed to dead book learning.

The storyteller Hans Christian Andersen invites us to enjoy humour, intuition and imagination - a good help to relieve tension.
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Founding data:
Danish Centre for Conflict Resolution was founded in May 1994 as a non-profit organization by Ms. Else Hammerich (MA in Education, former member of the European Parliament).
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We are available to those who require our assistance. 

In particular, we work with people within social, humanitarian and educational areas, in Denmark as well as abroad.
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Defining Multicultural Education
by Paul Gorski





The Challenge of Defining a Single "Multicultural Education" 

Since its earliest conceptualizations in the 1960s, multicultural education has been transformed, refocused, reconceptualized, and in a constant state of evolution both in theory and in practice. It is rare that any two classroom teachers or education scholars will have the same definition for multicultural education. As with any dialogue on education, individuals tend to mold con-cepts to fit their particular focus. 

Some discuss multicultural education as a shift in curriculum, perhaps as simple as adding new and diverse materials and perspectives to be more inclusive of traditionally underrepresented groups. Others talk about classr-oom climate issues or teaching styles that serve certain groups while presenting barriers for others. Still others focus on institutional and systemic issues such as tracking, standardized testing, or funding discrepancies. Some go farther still, insisting on education change as part of a larger societal transformation in which we more closely explore and criticize the oppressive foundations of society and how education serves to maintain the status quo -- foundations such as white supremacy, capitalism, global socio-economic situations, and exploitation. 

Despite a multitude of differing conceptualizations of multicultural education (some of which will be laid out more fully below), several shared ideals provide a basis for its understanding. While some focus on individual students or teachers, and others are much more "macro" in scope, these ideals are all, at their roots, about transformation: 

Every student must have an equal opportunity to achieve to her or his full potential. 

Every student must be prepared to competently participate in an increasingly intercultural society. 

Teachers must be prepared to effectively facilitate learning for every individual student, no matter how culturally similar or different from her- or himself. 

Schools must be active participants in ending oppression of all types, first by ending oppression within their own walls, then by producing socially and critically active and aware students. 

Education must become more fully student-centered and inclusive of the voices and experiences of the students. 

Educators, activists, and others must take a more active role in reexamining all educational practices and how they affect the learning of all students: testing methods, teaching approaches, evaluation and assessment, school psychology and counseling, educational materials and textbooks, etc. 

While it is important to develop a deeper understanding of the various models of multicultural education and where these points fit into them, I feel it is equally important that I, as the site author, equip the user with my own working definition. 

A Working Definition of Multicultural Education 

Multicultural education is a progressive approach for transforming education that holistically critiques and addresses current shortcomings, failings, and discriminatory practices in education. It is grounded in ideals of social justice, education equity, and a dedication to facilitating educational experiences in which all students reach their full potential as learners and as socially aware and active beings, locally, nationally, and globally. Multicultural education acknowledges that schools are essential to laying the foundation for the transformation of society and the elimination of oppression and injustice. 

The underlying goal of multicultural education is to affect social change.    The pathway toward this goal incorporates three strands of transformation: 

the transformation of self; 

the transformation of schools and schooling; and 

the transformation of society. 

1. The Transformation of Self 

As an educator, I have a dual responsibility to engage in a critical and continual process to examine how my prejudices, biases, and assumptions inform my teaching and thus affect the educational experiences of my students. I have a responsibility to myself to study and understand the lenses through which I understand the people and happenings around me. Only when I have a sense for how my own perceptions are developed in relation to my life experiences can I truly understand the world around me and effec-tively navigate my relationships with colleagues. I also have a responsibility to my students to work toward eliminating my prejudices, examining who is (and is not) being reached by my teaching style, and relearning how my own identity affects their learning experiences. To be an effective multicultural educator, and indeed an effective educator, I must be in a constant process of self-examination and transformation. 

2. The Transformation of Schools and Schooling

Multicultural education calls for a critical examination of all aspects of schooling. Aspects of multicultural school transformation include the follow-ing: 

Student-Centered Pedagogy 

The experiences of students must be brought to the fore in the classroom, making learning more active, interactive, and engaging. 

Traditional teaching approaches and pedagogical models must be decon-structed to examine how they are contributing to and supporting institutional systems of oppression. 

Known oppressive practices like tracking (even if informal) must be exposed and critically examined. 

All aspects of teaching and learning in schools must be refocused on, and rededicated to, the students themselves instead of standardized test scores and school rankings. 

Emphasis should be put on critical and creative thinking, learning skills, and deep social awareness as well as facts and figures. 

Pedagogy must provide all students with equal potential to reach their poten-tial as learners. 

Pedagogy must be flexible enough to allow for the diversity of learning styles present in every classroom. 

Multicultural Curriculum 

All curricula must be studied for accuracy and completeness. 

All subjects must be told from diverse perspectives -- this is related to accuracy and completeness. 

"Inclusive curriculum" also means including the voices of the students in the classroom. 

Concepts such as "the canon" and "classic literature" must be reconcep-tualized, again with the idea of accuracy and completeness, to debunk the perception that the only great literature came from the U.S. and England. 

Curricula should reflect the diversity of learning styles in every classroom. 

Inclusive Educational Media and Materials 

Educational materials should be inclusive of diverse voices and perspectives. 

Students must be encouraged to think critically about materials and media: Whose voice are they hearing? Whose voice are they not hearing? Why did that company produce that film? What is the bias this author may bring to her or his writing? 

Supportive School and Classroom Climate 

Teachers must be better prepared to foster a positive classroom climate for ALL students. 

Overall school cultures must be closely examined to determine how they might be cycling and supporting oppressive societal conditions. 

Administrative hierarchies in schools must be examined to assess whether they produce positive teaching environments for all teachers. 

Teachers and administrators must be held accountable for practices deemed to be racist, sexist, heterosexist, classist, or in any other way discriminatory. 

Continual Evaluation and Assessment 

Educators and education researchers must continue to examine the empha-sis on standardized test scores and develop more just alternatives for measuring student "achievement," "ability," or "potential." 

Continuing evaluation measures must be taken to measure the success of new and existing programs meant to provide more opportunities to groups traditionally and presently underrepresented in colleges and universities. 

3. The Transformation of Society 

Ultimately, the goal of multicultural education is to contribute progressively and proactively to the transformation of society and to the application and maintenance of social justice and equity. This stands to reason, as the transformation of schools necessarily transforms a society that puts so much stock in educational attainment, degrees, and test scores. In fact, it is particularly this competitive, capitalistic framing of the dominant mentality of the United States (and increasingly, with the "help" of the United States, the world) that multicultural education aims to challenge, shake, expose, and critique. This is precisely the reason that it is not enough to continue working within an ailing, oppressive, and outdated system to make changes, when the problems in education are themselves symptoms of a system that cont-inues to be controlled by the economic elite. One does not need to study education too closely to recognize that schools consistently provide conti-nuing privilege to the privileged and continuing struggle for the struggling with very little hope of upward mobility. "Informal" tracking, standardized testing, discrepancies in the quality of schools within and across regions, and other practices remain from the industrial-age model of schools. Only the termi-nology has changed -- and the practices are not quite as overt. 

Educators, educational theorists, researchers, activists, and everyone else must continue to practice and apply multicultural teaching and learning prin-ciples both inside and out of the classroom. We must not allow the know-ledge that most people working in schools are well-intentioned to lead us to assume that our schools are immune to the oppression and inequity of society. We must ask the unaskable questions. We must explore and deconstruct structures of power and privilege that serve to maintain the status quo. 

In a sense, multicultural education uses the transformation of self and school as a metaphor and starting place for the transformation of society. Ultimately, social justice and equity in schools can, and should, mean social justice and equity in society. Only then will the purpose of multicultural education be fully achieved. 

Celebrate Diversity! - How to create a Caring classroom that honors your students [9] cultural backgrounds

Mary Anton-Oldenburg 

How to create a Caring classroom that honors your students [9] cultural back-grounds

"I don't want to phool around, I just want to read," writes Olivia, a young Russian immigrant, during a reading-reflection time. Zena, a child of African-American and North African descent, often misses school to help her recently widowed mother care for Zena's younger siblings. Pasha's parents, who came to the United States from India with high expectations, want their first grader to be assigned harder work, while Susie, a middle-class white child, has parents who want "a typical experience" for her--she should learn to read and write, primarily through play. Though names and some details have been changed, these are all real children--and students of mine.

As a teacher, juggling the expectations and experiences of such widely diverse youngsters and their parents can be both overwhelming and enriching. It's a challenge more and more of us need to face. The young people who fill our classrooms are increasingly diverse, which is a reflection of the United States as a whole. Nearly 8 million new immigrants settled in this country between 1981 and 1990, according to the most recent figures available from the United States Census Bureau. It is estimated that 80 percent of them came here from Latin America, the Caribbean, and Asia. Experts predict that by 2020 children of color will make up close to 46 percent of America's school-age population.

While one of our most basic goals as teachers is to support the growth of the individual child, it can become complicated when that child is from a very different background than our own, whatever our ethnic origin. We need to challenge ourselves to take steps to help our students appreciate their own cultural ways, even as we help them succeed as students.

All Learning is Culturally Constructed

The culture children bring to school can have a profound effect on how they respond. One good example of this is recounted in Teaching Other People's Children: Literacy and Learning in a Bilingual Classroom, by Cindy Ballenger (Teachers College Press, 1999). Puzzled by her lack of success in guiding the actions of the students in her bilingual Haitian preschool class, Cindy noticed that her Haitian colleagues seemed to be having an easier time with the youngsters. These teachers used verbal patterns, she discovered, that conveyed not only a reprimand, but linked a child's behavior to concepts of universal good and bad. These messages were delivered with affection, but without the same attention to honoring the child's individual feelings as is considered "best practice" for mainstream American children. Cindy success-fully learned to adapt to this pattern of talk.

Experiences such as Cindy's suggest that we may need to reconsider our current understanding of what is good practice and move toward more culturally relevant teaching. Of course, that might not seem so easy when we are faced with 25 or more students, many with different backgrounds and sets of cultural experiences. What is a teacher to do?

Multicultural Education as a Way of Life

In caring classrooms, all children must be represented. This means that multicultural content must be seen as a way of life, not an add-on. Celebrate Black History Month, but take steps to make sure that representation of African-Americans--and all groups--occurs throughout the year. Regardless of your present school population, your students will benefit from a broad education that includes many diverse points of view and incorporates diverse cultural understanding. This goal can best be accomplished by seeing the teaching of multicultural content as a thread that runs through all your curricular areas.

Here are some other ways to celebrate student diversity:

* Learn about the backgrounds of your students. Educate yourself about unfamiliar cultures. When you have choices in curriculum, think carefully about underrepresented groups. Go beyond the obvious holidays, heroes, and foods. And remember: You have a greater potential to increase student understanding by in-depth coverage of a few cultures than you do by devo-ting a number of hurried days to many cultures.

With hardworking Pasha in my first-grade class, we embarked on a six-week study of the diversity of India. We were surprised to find that India has, for example, more than 100 official languages. Through exploration in film and language, culture and stories, museum visits and, yes, food, the students and I came to understand that just being from the same country does not mean that you are identical to others. We came to appreciate the multiple aspects of Indian culture, and this, in turn, helped us see that even groups that might look the same to us from their appearance have differences.

For other classroom ideas, read Open Minds to Equality: A Sourcebook of Learning Activities to Affirm Diversity and Promote Equality, by Nancy Schniedwind and Ellen Davidson (Allyn & Bacon, 1997), and explore the Web site:  www.rethinkingschool.org
· Encourage the teaching of multiple perspectives. Resources abound to allow even young children to see the world from different points of view. For example, The True Story of the Three Little Pigs, by John Scieszka (Penguin, 1996), gives this well-worn tale a new spin by telling it from the wolf's perspective. Cut out some magazine pictures of a variety of people doing different things, and ask your students to imagine what these people are thinking. Older children will appreciate texts such as "The Bee," a poem found in Joyful Noise: Poems for Two Voices, by Paul Fleischman (HarperCollins, 1992), in which the points of view of a drone and a queen bee are presented.

· Celebrate all kinds of stories. Storytelling style can vary widely between cultures. Researchers have found that Japanese children tell shorter narratives than their white middle-class peers. In contrast, some African-American children may tell longer stories which include events and episodes that do nor appear, on the surface, to be related. They use elaborate wordplay and elicit greater participation of the audience. Latino children may tell stories in which personal relation-ships are emphasized rather than ones in which events are primary.

If you encounter a child whose narratives don't quite make sense to you, con-sider that you may be unfamiliar with that child's storytelling style. Investigate such styles and genres, in print and on audio- and videotape, and share them with your class. Audiotape the stories students tell, and look for patterns in them. Create a class library of stories told in the styles of different cultures. 

Ask parents for advice and suggestions.

To learn more, read The Need for Story: Cultural Diversity in Classroom and Community, by Anne Haas Dyson and Celia Genishi (National Council of Teachers of English, 1994), and Chameleon Readers: Teaching Children to Appreciate All Kinds of Good Stories, by Allyssa McCabe (McGraw-Hill, 1995).

* Encourage the use of a child's primary language. Research shows that children who develop strong vocabulary and concepts in their primary langu-age will transfer these strengths to their secondary language. If two or more of your students speak in a non-English tongue, invite them to discuss among themselves a curricular topic in that language before completing an assignment or after they finish reading. Allow for journal writing in either language. Whenever possible, provide texts in a child's primary language, for reading during quiet times of the day. Encourage parents and other com-munity members to help you provide resources in home languages to students. And most important, encourage parents to continue to discuss high-level concepts with their children in their home language.

Learn more about teaching students whose home language is not English in Between Worlds: Access to Second Language Acquisition, by David E. and Yvonne S. Freeman (Heinemann, 1994).

· Be mindful of the books you read in class and the characters you choose for class study. Pick books that portray boys and girls from diverse cultures--but first screen these books for stereotypic presen-tations. Ask yourself: Does this book present this group/person in a sensitive manner? Are the illustrations appropriate, or do they include exaggeration of cultural features or images? If I were a mem-ber of this culture, would I feel positive about my image in this book? Are the setting and illustrations appropriate to the time and place in which this story occurs?

· Teach your students to actively critique the materials that they use, the media they view. Ask students to be aware--in the books they read and the TV and videos they watch--of who is represented and how. I encourage my students to "talk back" to portrayals that they consider inaccurate. Sometimes, we create scripts based on these verbal criti-ques. Helping children to talk about and even rewrite texts that contain uncomfortable stereotypes or images teaches them that books can be challenged. It empowers them to view the world with a critical eye.

· Help students create a classroom language for challenging stereotypic statements. Model the caring but firm statements of "We don't talk about people in that manner here" and "The way that you are talking about that person [or group] is offensive to me and to many others. I don't think you mean to be so disrespectful." Help them take ownership in expressing personal views and beliefs. Include in your modeling modulators such as: "For me," "I believe," "I am wondering," and "I think."

· Maintain high expectations for all children! A teacher's attitude towards a student's potential is a powerful predictor for student achievement. Treat all your students as if they are the most capable. Work from the assumption that they bring great cultural resources with them--and you may just discover a treasure trove of experience and wisdom that will enrich everyone's learning.

Mary Anton-Oldenburg, Ed.D., is a teacher-researcher in Brookline, Massa-chusetts with 18 years' experience in grades K-8.
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The Role of Empathy in Improving Intergroup Relations

by Walter G. Stephan 

This article analyzes the role that empathy can play in improving intergroup relations. Three types of empathy are defined: cognitive empathy and two types of emotional empathy, reactive and parallel. Research indicating that empathy causes prosocial behavior is reviewed, along with studies indicating that training can be used to increase levels of empathic skills. Intergroup relations programs that employ empathy are also reviewed. Studies of the effects of empathizing with outgroup members on prejudice are discussed, and several processes by which empathy may mediate changes in prejudice are presented (e.g., reducing perceived dissimilarity and anxiety concerning the outgroup) and cognitive dissonance. The ways in which empathy can be introduced into intergroup relations programs are discussed, along with a series of recommendations for its implementation.

Granma said you couldn't love something you didn't understand.

--Carter, 1976, p. 38

Prejudice has proven to be an enduring and intractable enemy. It is in the nature of prejudice, defined here as negative attitudes toward social groups, to create a psychological distance between the prejudiced person and the target of his or her prejudice. Prejudice alienates people from the targets of their hostility. As a consequence, people make little or no attempt to under-stand the people toward whom they are prejudiced. And their dislike for members of the other group makes it difficult for people who are prejudiced to take the perspective of members of the other group. This article is an attempt to explore the proposition that narrowing the psychological distance between prejudiced people and the targets of their prejudice through empathy can result in improvements in intergroup relations. To this end, we will define empathy, explore its effects, summarize research employing it in intergroup relations programs, examine the mediators of its effects, and make recommendations for its use.

Empathy and Its Effects

The study of empathy has a long and rich history in the social sciences (Cooley, 1902; Coutu, 1951; Mead, 1934; Piaget, 1932; Turner, 1956). One unfortunate result of this distinguished pedigree is that there is now a definitional morass that surrounds the concept of empathy (Redmond, 1989). Thus, we must come to terms with empathy before we can proceed. In gene-ral, researchers and theorists agree there are two basic types of empathy: cognitive empathy and emotional empathy (Davis, 1994; Duan & Hill, 1996). Although many terms are used to label these two types of empathy, the first clearly refers primarily to taking the perspective of another person, whereas the second refers primarily to emotional responses to another person that either are similar to those the other person is experiencing (parallel empathy) or are a reaction to the emotional expe-riences of the other person (reactive empathy). To illustrate the distinction between reactive and parallel empathy, imagine that you are observing a member of an ethnic outgroup as an ethnic ugly slur is uttered. If you sympathize with this person's pain and discomfort, you are experiencing reactive empathy (your emotional reaction to the other's situation), whereas if you respond with feelings of indignation and resentment toward the person who uttered the slur, you are more likely experiencing parallel empathy (feeling emotions similar to those of the outgroup member). What we will refer to as cognitive empathy has often been labeled perspective taking and role taking in the literature, and what we are referring to as emotional empathy has often been labeled as sympathy, affective empathy, affective perspective taking, or emotional responsiveness.

Research indicates that empathy has a host of beneficial effects on attitudes and behavior, whereas a lack of empathy has a host of negative effects on attitudes and behavior. A well-established finding in the literature is that empathic concern causes helping (Batson, 1991; Davis, 1994; Oswald, 1996). The standard paradigm involves having people read about the plight of another person under varying types of processing instructions. These people are then given an opportunity to assist the person in need. When people read about the plight of others under instructions to engage in emo-tional empathy, they subsequently offer more help than those who read about the plight of others under instructions that blunt empathic responding. The increases in helping that have been found in these studies are due to the arousal of empathic concern (compassion and related emotions) in the readers (Batson, Sager et al., 1997).

Although the studies done in this tradition have not generally explored attitudes toward the people who are suffering, several recent studies have done so. In one set of studies, Batson and his colleagues asked students to read scenarios involving individuals who were suffering and then measured attitudes toward the groups of which these individuals were members (Batson, Polycarpou et al., 1997). They found that reading these scenarios under emotional empathy instructions led to more favorable attitudes toward the groups of which these individuals were members than did reading the same materials under instructions designed to minimize empathy. Using this procedure, they found changes in attitudes toward people suffering from HIV/AIDS or homelessness, as well as for prisoners on death row. In one of these studies the attitude changes were present 2 weeks after the students read the scenarios, suggesting that the attitude changes may be lasting.

We have conducted research in a related vein, using a racial group as the target group (Finlay & Stephan, in press). The White students in this study read a series of vignettes depicting everyday acts of discrimination directed toward African Americans. The vignettes were presented to students as a set of short essays written in the first person by African American freshmen attending a metropolitan college. The vignettes included instances of African Americans being falsely accused of wrongdoing, being denied check-writing privileges, overhearing personally relevant racially slanderous remarks, and being perceived as a threat simply because of their race. The vignettes con-tained reports of the victims' feelings of anger, annoyance, hostility, discom-fort, or disgust as a result of these acts of discrimination. In the empathy condition the students were asked to "try to imagine how each writer feels and identify with their feelings and responses to the situation." As part of a separate study, the students were then asked to evaluate both African Americans and Whites. The central finding of this study was that reading vignettes about African Americans who had suffered from discrimination, under instructions to empathize with the victims, eliminated the differences between evaluations of African Americans and Whites that were found in the control condition. The students in this condition also reported experiencing more of the parallel empathic emotions (anger, annoyance, hostility, discom-fort, and disgust) than students in the control condition.

Other nonexperimental studies have shown that a lack of empathy is associated with sexual aggression among men (Lisak & Ivan, 1995), child abuse (Letourneau, 1981), aggression among males (Feshbach & Feshbach, 1969; Miller & Eisenberg, 1988), antisocial behaviors (Eysenck, 1981), and negative attitudes toward homosexuals (Johnson, Brems, & Alford-Keating, 1997). At the opposite end of the spectrum, studies of dispositional empathic concern have found that it is related to prosocial behavior. For instance, one study found that for children both empathic concern and perspective taking were related to teacher ratings of the students' helpfulness (Litvack-Miller, McDougall, & Romney, 1997). In another study it was found that dispositional perspective taking skills were associated with the inhibition of aggression under conditions of moderate threat (Richardson, Hammock, & Smith, 1994). Thus, both situational and dispositional empathy are related to prosocial attitudes and behaviors, whereas a lack of empathy is linked to antisocial behaviors.

A number of studies have shown that it is possible to increase levels of empathy through a variety of different types of training programs (Crabb, Moracco, & Bender, 1983; Goldstein & Michaels, 1985). For instance, one program found that training social work students in emotional empathy by having them imagine the emotional responses of their clients increased levels of empathy as measured by a widely used index of dispositional empa-thy (Erera, 1997). In this study, no changes in empathy were observed for a group of students receiving cognitively oriented empathy training. In another study it was found that an empathy-oriented rape awareness training program that included discussions of case histories increased empathy for victims of rape (Pinzone-Glover, Gidycz, & Jacobs, 1998). A third study found that training medical students in empathy for the elderly led to increases in empathy and more favorable attitudes toward the elderly (Pacala, Boult, Bland, & O'Brien, 1995).

Feshbach (1989) developed a program in which children aged 7-11 were provided with 30 hr of training in cognitive and emotional empathy. This training led to reductions in aggression and increases in prosocial behavior and self-esteem. A developmental study by Doyle and Aboud (1995) measured children's role-taking abilities and their attitudes toward racial outgroups in kindergarten and again in the third grade. The children who improved the most in role-taking abilities displayed the greatest reductions in prejudice. In this study naturally occurring changes in cognitive empathy abilities were associated with reduced prejudice in children, which suggests that increasing empathy may improve intergroup relations.

The literature we have just reviewed demonstrates that empathy leads to prosocial behavior and that it can be enhanced through training. Perhaps in recognition of its potential benefits, empathy has been incorporated into many intergroup relations programs. We will review several of these programs next.

Intergroup Relations Programs That Incorporate Empathy

Despite the widespread use of empathy in intergroup relations programs, few programs actually measure empathy as either a mediating or outcome variable. One exception consists of studies of the "jigsaw classroom." The jigsaw classroom and other cooperative learning techniques involve bringing children of different racial and ethnic groups together to work cooperatively on academic materials. Bridgeman (1981) believes that when children work interdependently with children from other groups, they learn to take the role of the other students and learn to view the world from their perspectives. In her study, the empathy scores of children in cooperative jigsaw groups increased over the course of the study (8 weeks), whereas the empathy scores of children in control classes did not. Aronson and Bridgeman (1979) argue that the improvements in intergroup relations that occur in jigsaw classrooms (Aronson, Blaney, Stephan, Sikes, & Snapp, 1978; Aronson & Patnoe, 1997) are due in part to empathy.

Other intergroup relations programs explicitly use empathy-oriented techniques. For instance, empathy is an explicit component of the conflict resolution workshops that have been used to foster mutual understanding between members of opposing groups (Burton, 1986, 1987; Doob, 1974; Kelman, 1990; Kelman & Cohen, 1986; Rouhana & Kelman, 1994). In these workshops, the conflict is presented as a problem to be solved, not a contest to be won. The facilitator fosters a norm of analytical processing, but partici-pants are also encouraged to express their hopes and fears. The participants are urged to engage in role taking so they can learn to view the conflict from the perspective of people on the other side. The goal of these workshops is to improve relations between the opposing parties by generating changed perceptions and new ideas for resolving the conflict.

Conflict resolution workshops have been used to facilitate the resolution of a number of different conflicts. For example, one workshop was conducted with Turkish and Greek Cypriots (Fisher, 1994). The workshop explored the needs and fears of each side as well as ways to resolve the conflict. The participants also discussed the forms that a new relationship between them could take. Evaluations of the workshop indicated that the participants came away with an increased understanding of one another and a feeling of mutual empathy. Although there is little hard evidence concerning the effectiveness of these techniques, one researcher has suggested that they produce a greater understanding of the other side, help to identify negative inter-pretations of the behavior of the other side, and create workable solutions (Ross, 1993).

Most multicultural education programs involve empathy to a greater or lesser extent. Improving intergroup relations is one of the principal goals of multi-cultural education (Banks, 1987, 1988, 1997). In the majority of multicultural education programs, students learn about the similarities and differences among the various racial, ethnic, and cultural groups in their society. This information is usually presented in its historical context, and an attempt is made to present the information from the perspective of each group (Banks, 1987; Sleeter & Grant, 1987; NCSS Task Force, 1992). Students in these programs typically read material about different groups, watch movies and videos, and engage in exercises designed to give them insight into the values, norms, and behaviors of other groups. Although the emphasis is not explicit, it appears that when such materials are presented, students are engaging in cognitive empathy. Only a limited number of studies of the effects of multicultural education exist. For inst ance, Litcher and Johnson (1969) examined the use of a multiethnic reader by White second-grade students. This program led to more favorable attitudes toward African Americans after 4 months of classes. Colca and her colleagues (Colca, Lowen, Colca, & Lord, 1982) examined the effects of a semester-long pro-gram for fourth and fifth graders that included presentations on intergroup relations, small group discussions, films, role playing, games, and experien-tial exercises. The program led to improved racial attitudes and decreased social distance among both African American and White students.

Intergroup dialogue programs involve bringing together members of different social groups under conditions that fulfill many of the stipulations of the con-tact hypothesis (i.e., equal status, individualized, cooperative, and supported by authority figures). The groups typically vary in size from 10 to 20. Many dialogue groups are conducted in university settings, but some are also done in community settings. Dialogue groups usually include members of two groups that have a history of troublesome intergroup relations (e.g., African Americans and Whites). The groups are run by trained facilitators, and they discuss such topics as their experiences with stereotyping, prejudice, and discrimination, as well as current problems between the groups. In addition, those groups that are conducted in university settings usually read assigned materials on the nature of the groups or information on current issues that are relevant to relations between the groups. Role playing and other exer-cises are often used as starting points for dialogue. The dialogues provide participants with opportunities to voice their own experiences and listen to and ask questions about the experiences of others. The groups are designed to foster introspection and attempt to help participants take the perspective of members of other groups. One study of the effects of dialogue groups found that college students who had participated in a semesterlong dialogue course had a better understanding of the social structural factors associated with racial inequalities and poverty than students who had not participated (Lopez, Gum, & Nagda, 1998). A four-year longitudinal study of college students participating in dialogue groups found that White students perceived greater commonalities with people of color and that students of color perceived that there was less racial divisiveness as a result of participation in the dialogues (Gurin, Peng, Lopez, & Nagda, 1999).

In these techniques of improving intergroup relations, it is impossible to determine what effects empathy has. In each case empathy is only one component of a multifaceted program. Even when empathy is measured, as it was in the studies of the jigsaw classroom, no analyses were conducted to examine its mediational role. However, there are a number of explanations that have been offered to account for the effects of empathy on intergroup relations, and we examine these next.

Theoretical Accounts of Empathy as a Mediator of Attitudes and Behavior

Researchers have proposed several explanations to account for the media-tional role of empathy in improving intergroup relations. The effects of cogni-tive empathy on prejudice may be mediated by reductions in perceptions of dissimilarity and feelings of threat. Prejudice toward out groups is often asso-ciated with exaggerated perceptions of intergroup differences and high levels of fear and threat (Rokeach & Mezei, 1966; Stephan & Stephan, in press; Triandis & Davis, 1965). Cognitive empathy may reduce prejudice because it leads people to see that they are less different from members of the other group than they thought they were. It may also lead them to perceive that they themselves and members of the other group share a common humanity and a common destiny. In laboratory studies, creating a sense of a common identity has been found to reduce prejudice and discrimination (Gaertner, Mann, Dovidio, Murrell, & Pomare, 1990). The feelings of threat engendered by concerns over differences in values, beliefs, and norms, misperceptions of realistic conflict, and anxiety over interacting with members of the outgroup may all be dissolved by learning to view the world from the perspective of outgroup members. Cognitive empathy may also teach people about the attributional patterns of members of other groups and this, too, may reduce prejudice (Triandis, 1972). Understanding the ways that others view the world has the potential to make them seem less alien and frightening and thus to break down the perceived barriers between the ingroup and the outgroup.

Batson, Polycarpou et al. (1997) argue that there is a three-stage process by which attitudes change in response to reactive empathy. First, people expe-rience empathic concern for the individual who is suffering. Second, empathizing with the individual who is suffering leads people to value the welfare of this person. And third, concern for the welfare of this person generalizes to the group of which this person is a member, leading to more "positive beliefs about, feelings toward, and concern for the group" (p. 106).

Finlay and Stephan suggest that parallel empathy leads to attitude change by arousing feelings of injustice (Finlay & Stephan, in press). Feelings of injus-tice can counteract prejudice, particularly if the prejudice is based on beliefs in a just world (Lerner, 1980). People who believe the world is just and that others receive what they deserve tend to blame the suffering of outgroup members on negative traits they possess. Ingroup members may then dero-gate the outgroup members because of the negative traits they have attri-buted to the outgroup. However, learning about suffering and discrimination while empathizing with the victims may lead people to reappraise their assumptions concerning victim blame, and they may come to believe that the victims do not deserve the mistreatment to which they are being subjected. If the victims do not deserve this unjust treatment, it may no longer be tenable to hold such negative attitudes toward them.

There may also be an element of cognitive dissonance involved in the chan-ges in attitude brought about by empathy. Empathizing with a member of a outgroup toward which one has previously held negative attitudes may create dissonance due to the discrepancy between the individual's current empathic concern and his or her prior negative attitudes. As a means of reducing this dissonance, the person may change his or her attitudes toward the pre-viously disliked outgroup. A similar process has been suggested for people who engage in exercises that involve actively playing the role of outgroup members (McGregor, 1993). Role playing seems to require both cognitive and emotional empathy. Playing the role of others may lead people to expe-rience dissonance if there is a discrepancy between their prior negative atti-tudes toward members of the outgroup and the empathy created by role playing. This dissonance can be reduced if people change their attitudes in a favorable direction.

Each of these explanations suggests reasons why it is difficult to hate the people with whom you empathize. In the following section we consider the ways in which empathy can be incorporated into intergroup relations pro-grams, and we employ these meditional explanations to help us understand the role empathy can play.

The Role of Empathy in Improving Intergroup Relations

The role of empathy in intergroup relations is quite complex. Empathy can be induced in several ways, take a variety of forms, and influence different aspects of intergroup relations. Further, as we have seen, it is likely that different factors mediate these influences.

In intergroup relations programs it is often assumed that reading information about the experiences of another group or listening to the members of an outgroup describe their experiences creates empathy for that group. This may well be the case for people who have high levels of dispositional empa-thy, but even for these people and certainly for others, empathic responses could probably be strengthened by explicitly encouraging parti-cipants to empathize with the members of the other group, as is routinely done in experimental studies (e.g., Batson, Polycarpou et al., 1997; Finlay & Stephan, in press). Suggestions to empathize could be offered by group facilitators and could stress emotional empathy, cognitive empathy, or both. As the research on empathy training programs indicates, empathy can also be explicitly taught (Barak, 1990; Erera, 1997; Pinzone-Glover et al., 1998). Role-playing exercises, done either vicariously or acted out, may also acti-vate empathy. For example, in a simulation game designed to c reate empa-thy, third-grade students were divided into two groups and asked to wear either orange or green armbands. The orange-banded children then expe-rienced a day in which they were negatively stereotyped, discriminated against, and not praised by the teacher. The roles were reversed on a second day. The students exposed to this experience were less prejudiced than a comparison group, and the changes in attitude persisted for at least 2 weeks (Weiner & Wright, 1973). Thus, empathy for outgroups may be trigger-ed by situational or dispositional factors that lead to identifying with outgroup members.

When people do empathize with outgroups, their empathic reactions can take three forms: cognitive empathy, reactive empathy, and parallel empathy. Cognitive empathy is likely to be useful in acquiring knowledge about the outgroup, including coming to understand the worldview of members of the other group and learning about their cultural practices, norms, values, beliefs, standards, and rules, as well as learning about the way the outgroup views the ingroup. Cognitive empathy may be more effective in changing stereo-types and such cognitive processes as attributional patterns than either type of emotional empathy. Cognitive empathy makes the unintelligible understandable.

Reactive empathy can lead to two different types of emotional responses (Davis, 1994). One consists of compassion-related emotions that arise from a feeling of concern for the suffering of the other, usually labeled empathic concern. These emotions tend to be predominantly positive and are likely to lead to favorable changes in attitudes toward the outgroup. The other type of reactive empathy consists primarily of negative emotions elicited by feelings of distress evoked by the suffering of the other, usually labeled personal distress. These emotions can include feelings of anxiety, threat, and revul-sion and are unlikely to lead to improvements in intergroup relations. Therefore, reactive empathy can lead to either positive or negative emotional reactions.

The emotional responses elicited by parallel empathy may also be positive or negative, depending on the emotional responses of the outgroup members. For instance, outgroup members are likely to respond to an ethnic slur with negative emotions, but they are likely to respond to favorable outcomes (e.g., winning a competitive game) with positive emotions. Thus, reactive and parallel emotions may share the same valence (e.g., both positive), or they may differ in valence (one type being positive and the other negative). Learning about the suffering caused by discrimination may lead to the reactive emotional responses of compassion and concern along with the parallel emotional reactions of dread, confusion, and perhaps anger toward one's own ingroup. Because the elicitation of mixed emotions could be confusing for participants in intergroup relations programs, it might be helpful if trainers assisted participants in understanding the complex array of emotions they are experiencing. Emotional empathy may lead to both atti-tudinal and behavior changes, depending on which emotions are elicited and the intensity of these emotional reactions.

Different theories of the mediational role of empathy suggest that the manner in which empathy performs its mediational role will influence the outcomes of the empathic responses. When reactive empathy creates concern for the welfare of the outgroup, the consequence may well be more favorable attitudes toward the other group, but there is some risk that these attitudes will have a component of condescension. Empathy that is not accompanied by respect for the other group is clearly problematic. To minimize the ten-dency for members of majority groups to respond in patronizing and condescending ways to the suffering of minority group members, trainers, facilitators, and educators may have to raise these issues explicitly and insist that participants treat each other with respect.

When parallel empathy creates a sense of injustice on behalf of the outgroup members, ingroup members may be stirred to social action. They may also change their attitudes toward members of the outgroup and perhaps their own ingroup as a result of the discomfort or guilt they experience as members of the group that is responsible for the suffering of the outgroup. The experience of this discomfort and guilt may be another area in which facilitators can perform a useful role by assisting participants in working through these feelings. It is also important for facilitators to help participants channel their rage and guilt in productive ways.

When empathy creates dissonance, people are caught in an uncomfortable dilemma. Rokeach (1971) demonstrated that when White students were confronted with the discrepancy between their attitudes and behavior toward minorities and their beliefs in freedom, they responded by changing both their attitudes and their behaviors toward minority group members. Similarly, when reactive empathy creates dissonance, participants may change their attitudes to be consistent with the feelings of compassion they are experiencing toward the outgroup. On the other hand, they may react to this dilemma with defensive avoidance, and it is the task of the facilitator to tilt the balance in the direction of attitude change by counteracting defensive avoidance.

Recommendations for the Use of Empathy in Intergroup Relations Programs

Although a great many intergroup relations programs have employed pro-cedures designed to create empathy, most have done so without a careful consideration of the subtleties of the process or an explicit understanding of what they are trying to accomplish. Thus, our first recommendation is that intergroup relations trainers, facilitators, and educators devote some careful attention to deciding what their goals are and how to achieve them. Then they can match their procedures to their goals. If the goal is greater under-standing, cognitive empathy may be called for, but if it is social action, paral-lel empathy is more likely to prove successful. The content of the intergroup relations program should also be selected with the goals in mind. Greater understanding and improved skills in relating to outgroup members should result from the use of materials that stress attributional patterns and provide information on values, beliefs, and norms, whereas dissonance due to empa-thic concern might be more successful in b ringing about changes in behavior.

Our second recommendation is to beware of the pitfalls of empathy. The literature is replete with studies of unsuccessful intergroup relations programs (see Bigler, this issue). Empathy can lead to undesirable outcomes such as greater distance between groups, defensive avoidance, negative attitudes, confirmations of negative stereotypes, increased tension and hostility, hurt feelings, and lowered self-esteem. Also, empathy can be introduced in ways that blunt its impact. In discussing this issue, Boler (1997) suggests that techniques designed to activate empathy run the risk of creating compassion without simultaneously leading participants to recognize that they themselves are implicated in the social forces responsible for the suffering with which they are empathizing. Another risk of activating empathy is that the greater the identification with the victim, the greater the possibility that the partici-pants will fear that similar suffering could befall them, which may lead to defensive avoidance. That is, they will be "threatened by the prospect of their own vulnerability" (Coller & Resick, 1987, p. 116). If people feel threatened, this may distance them from the victims of discrimination and could actually lead to more negative attitudes. Boler also worries that empathy spares "the reader of the emotions of rage, blame and guilt" (1997, p. 260) and thus is ineffective in engaging participants in issues of social justice. Of course, rage and anger can also be problematic in the context of responding to materials designed to enhance empathy, if the anger is directed at the outgroup instead of the groups, institutions, or individuals that are causing the out-group to suffer. For this reason, trainers may need to play an active role in directing anger in productive, not destructive, ways.

Our third recommendation is that trainers implement empathy in ways that are most likely to maximize its impact. We urge trainers not to leave the induction of empathy up to chance. Invite participants to identify with mem-bers of the other group as they read about them or listen to them. Pose questions to the participants that they can ask themselves while reading or listening, such as, "What emotions are the members of the other group feeling, what are they thinking, how are they viewing the world, and how do you feel about their responses to the situation?" Trainers may find that it is valuable to have participants discuss the answers to these questions in order to make what is otherwise an implicit process into an explicit one. Boler (1997) suggests that trainers, educators, and facilitators use testimonial rea-ding, in which multicultural educational materials are accompanied by sug-gestions to the readers to challenge their own assumptions and worldviews. She wants readers to recognize the obstacles that prevent them from identi-fying with the victims, feel distressed by the injustice they are experiencing, take responsibility for the suffering of others, and experience an obligation to act on these feelings of responsibility. One way to achieve a more active stance toward empathy consists of role-playing exercises or paraphrasing exercises in which people actively take the role of the other and write about or speak from the perspective of the other. Participants can also be given specific empathy training before the program begins to enhance their empa-thic skills.

The fourth recommendation we would make is that intergroup relations trainers who are contemplating the use of empathy interventions attend to a host of issues that may influence its effectiveness. What groups will be involved and what is the nature of their prior relations? What is the societal and situational context in which the intervention will be used? What is the age of the participants (for a developmental analysis of the relationship of prejudice to role-taking skills, see Doyle & Aboud, 1995)? What is the nume-rical ratio of the groups involved? How intensely do they identify with their ingroups? How similar are the members of the two groups in terms of social class and other status variables that might be relevant in the context? What are the attitudes of the participants toward the other group and the interven-tion itself (for a discussion of these and other issues related to implemen-tation, see Bargal, 1992)?

Our fifth recommendation is to evaluate the use of empathy in intergroup relations programs to determine the effects of different types of empathy and different techniques of incorporating empathy in order to improve the imple-mentation of empathy interventions in the future.

A Caveat

Most of this discussion has assumed that the participants are members of the majority group and the groups to be empathized with are minority groups. We emphasized this pairing because in hierarchical social systems it is typically the prejudices, stereotypes, and discriminatory behavior of majority group members that is the greatest problem. However, many intergroup relations programs also include members of minority groups, and it is reasonable to ask if empathy is also useful in helping them to understand and interact with members of the majority group. We believe the answer to this question is a definite "yes," but we would qualify it by saying that perhaps it is more important to emphasize cognitive empathy with minority participants than it is to emphasize reactive and parallel empathy. Generally speaking, members of the majority group do not suffer from discrimination at the hands of minority group members, but they may well be the targets of stereotypes and pre-judice, and their worldview, values, bel iefs, norms, and practices often do differ from those of the minority group. Learning information about the majo-rity group may be useful in improving relations between the groups, empa-thizing with their "suffering" as members of the majority may not be. It is hard to imagine that empathizing with privilege and power would lead to beneficial outcomes.

 Conclusion

We have argued that empathy takes three forms, cognitive, reactive, and parallel. Empathy can be induced through simple instructions, and training can be used to increase it. Its presence is associated with prosocial behavior and its absence with antisocial behavior. Empathy is widely used as a technique to improve intergroup relations, but usually without clear goals or an understanding of how it operates. It can be created through a variety of means, its effects are mediated by several different processes, and it can have a positive effect on both attitudes and behaviors. Empathy can also have negative consequences, so attention must be given to maximizing its beneficial effects. This involves being consciously aware of the goals one is attempting to achieve, carefully selecting means that will accomplish these goals, and explicitly assessing this process so that it can be improved in the future. We also would urge researchers to explicitly examine the mediational role of empathy in both laboratory and fie ld settings. We believe that used effectively, empathy shows great promise of increasing the beneficial effects of intergroup relations programs.
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 Qualifications and Curriculim Authority, UK
Background

During consultation on the national curriculum, many teachers told QCA they wished to do more to value diversity and challenge racism in the classroom.

Respect for all responds to some of these concerns. It looks at how racism can be challenged and diversity valued in each national curriculum subject and PSHE and RE. These materials will be up-dated regularly as awareness develops and expertise spreads. Several LEAs and a variety of schools have appointed coordinators for this area of work. This years work on Respect for all represents what is now being done in some schools. It is being launched to be considered alongside the Ofsted report Evaluating educational inclusion: guidance for inspectors and schools (2000) and Race Relations Act (Amendment) (2000). The site will monitor and re-port on changes in practice over the next three years.

Respect for all in the classroom

British culture is multiethnic. Visible minorities have lived in Britain since Roman times. After the second world war, migration to Britain led to the establishment of communities of visible minority ethnic groups, which, in 1991, comprised seven per cent of the UK population. According to Labour Force Survey figures, by 1995 about 50 per cent of the minority ethnic population had been born in the UK. Many generations of minority ethnic peoples have enriched every sphere of British life and culture: law, politics, business, medicine, media, sport and entertainment. Minority ethnic commu-nities are an integral part of British society.

Respect for all stresses the need for all pupils, regardless of their cultural heritage, to value cultural diversity and be equipped to challenge racist assumptions. Increasing use of technology, accele-rating economic globali-sation and rising world migration all point to the fact that when many of todays pupils reach adulthood they will be living and working in a multicultural society. Young people today live in a society that demands of them an understanding of their own and others' cultures, religions and traditions.

Teachers should ensure that all pupils are encouraged to develop and display attitudes of mutual knowledge, understanding and acceptance. In later life, work and leisure pursuits will put todays pupils into contact with people from different communities. As citizens, everyone has rights and responsibilities in relation to every-one else.

National curriculum subjects are only one part of the whole school curriculum. Schools wishing to move beyond simply tackling racist incidents need to consider a whole range of strategies, such as those outlined in the DfES report Making a difference (1998). This report highlights the importance of fostering links with the com-munity, the appropriate level and nature of involvement by senior management in this issue, and organisational networks and infra-structures for taking pupils views into account and valuing their contributions.

All teachers can contribute to valuing diversity and challenging racism. For example, in one school, an English class project soon developed into a whole-school initiative. The activities included in Respect for all present work from a variety of schools, from schools that have just implemented polices to those with well-developed policies; from schools with a low percentage of minority ethnic pupils to those with a high percentage.

The activities described in Respect for all are aimed at everyone in the school (pupils and staff) and, in some cases, at the community beyond the school (parents, extended family members, friends, and others). Therefore, the aims and objectives of the activities are not focused exclusively on what pupils learn or achieve, but what could be learned or achieved by anyone participating in the acti-vity. Developing an inclusive curriculum is a statutory requirement of the national curriculum. The activities in Respect for all are some of the ways schools have worked to meet this requirement. They show that pupils can work at valuing diversity and challenging racism while still achieving expected levels of attainment in the national curriculum.

Classroom practitioners can approach the teaching and learning of cultures and identities in different ways. In the past, schools have either adopted a multicultural or an anti-racist approach. Current practice deals simultaneously with the strengths and weaknesses of multiculturalism and anti-racism. This approach is becoming known as critical multiculturalism.

The different approaches to addressing cultural diversity in the classroom are:

· multicultural education: assimilation to cultural pluralism 

· anti-racism: cultural pluralism and beyond critical multicul-turalism: multicultural versus anti-racist education 

Multicultural education: assimilation to cultural pluralism

In the late 1940s, conventional educational theory held that the role of education was to assimilate immigrant children into the British way of life (for example, by teaching them English-language skills). However, by the 1970s, the focus had moved towards a multicultural curriculum, one that prepared all pupils for life in a multiethnic Britain.

Multicultural education sets out to inform the indigenous population of the lives, customs and traditions of minority ethnic communities so that mutual misunderstandings among different cultures do not lead to unequal opportunities as a result of racism. This approach also enables young people from minority ethnic groups to identify with the curriculum and engage in the learning process, with the desired outcome of raising their educational attainment.

Anti-racism: cultural pluralism and beyond

Anti-racist education builds on the work of multiculturalism, but its primary focus is on countering institutional racism. Those tackling institutional racism believe that it is the inequality of access and discriminatory practices of institutions (such as educational, housing and employment institutions) that reduce the life chances of minority ethnic people, rather than the ignorance of the majority population. Therefore, this approach sees the role of education as equipping all students with the skills and knowledge to dismantle racist practices of institutions.

Critical multiculturalism: multicultural versus anti-racist education

During the 1980s, the relative claims for multicultural education and anti-racist education were seen as opposed and vigorously debated. However, some academics and practitioners see these approaches as connected. It is recognised that there are different forms of racism (for example, cultural racism and institutional racism) in society and that both approaches can make a distinct, practical contribution to tackling these forms. The new concept of critical multiculturalism addresses some of the limitations of multicultural and anti-racist approaches to education.

Multicultural education has been criticised for the way it reduces the representation of black and minority ethnic cultures to arte-facts, traditions and customs associated with their land of origin to stereotypes (for example, equating steel bands with West Indian culture; saris and samosas with Indian culture). Although it is important for pupils to understand where cultures and religions come from, they also need to know that cultures undergo change, both in their lands of origin and in new homelands. For example, in the UK, black British and British Asian youth cultures have emerged that are distinct from their parents'.

The UK has the highest numbers of interracial adult relationships and children of mixed heritage in the west (one in 20 pre-school children in Britain is of mixed heritage). Such children's experien-ces should be included in the curriculum. They add an extra dimension to the black and white dichotomy that is a historical characteristic of race relations in Britain.

The terms multiculturalism and anti-racism have become syno-nymous with a type of education that is aimed at black and minority ethnic pupils (rather than one that includes these pupils). It is often assumed that only black and Asian people have an ethnicity and that consequently, teaching cultural diversity is about adding these pupils' histories to the curriculum. In fact, the white population has always comprised different ethnic groups, such as the long-established groups of Irish, Scots and Welsh, as well as immigrant populations from European countries. The perspectives from these assorted cultures should figure in teaching cultural diversity.
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Guidance for teachers
Challenging stereotypes and introducing critical perspectives into discussion of diversity is central to effective practice in anti-racist and and multicultural education.

As well as considering teaching approaches, teachers will need to present pupils with facts and share informed viewpoints with their class. Teachers can begin to find out why many people seem to have value-laden opinions and views leading to prejudices about different cultures, for example, why some people are seen to have less status and others are considered dominant. This line of inquiry is equally valid for UK and European cultures, and for investigating how cultures interact around the world.

When challenging stereotypical views, teachers should encourage debate. Pupils who wish to express criticism of an aspect of a culture should not be discouraged, but taught to express their views in context, in a balanced way. They should be encouraged to look positively at differences within and between cultures and to examine their own beliefs and prejudices. Where possible, pupils should be able to enter into discussion between themselves and the teacher about the issues arising from their own experiences and to see that others' experiences may be different but equally valid.

Teachers need to be aware that introducing issues around culture and racism may provoke extremely strong sentiments in some pupils. Teachers should feel confident they have the experience necessary to control and direct discussions to prevent them from becoming a forum for racist and prejudiced comments. In the Respect for all activities, particularly sensitive material has been pointed out.

In order to contribute positively to pupils' understanding of citizenship, tea-chers will need to explore the legal and human rights and responsibilities underpinning society, the origins and implications of the diverse national, regional, religious and ethnic identities in the UK and the need for mutual respect and understanding.

Respect for all activities will enable teachers to make pupils aware that racism is illegal and give them a fuller understanding of racism: what it encompasses as well as how it comes about and how to challenge it.

Here are some specific ways that teachers can challenge racism and value diversity in the classroom:

· Use appropriate resources 

· Present a broad and balanced view of cultures 

· Challenge assumptions 

· Understand globalisation 

· Create an open climate 

Use appropriate resources

· Select resources carefully. Ensure that resources do not re-duce the representation of minority ethnic cultures to tokenistic artefacts, tra-ditions and customs. Take particular care with computer clip art, in which images are often stylised and stereotyped. Present images of minority ethnic people accur-ately, showing diversity within cultures as well as between cultures. 

· Prevent the distribution of extremist material that could cause offence. 

Present a broad and balanced view of cultures

· Give an accurate picture of the beliefs, practices and lifestyles of minority ethnic communities, without represen-ting them as exotic. 

· Avoid fossilising the lifestyles and cultural practices of minority ethnic groups. Emphasise that any particular culture is diverse, dynamic and evolving. 

· Avoid presenting minority groups as a problem or exclusively as vic-tims. For example, teaching about the transatlantic slave trade could include studying slave rebellions. 

· Point out that all cultures are multidimensional and should not be rigidly labelled. 

· Ask yourself questions to ensure your examples and activities are unbiased and inclusive. For example, you can ask, 'Am I using examples and activities drawn only from white, British, middleclass culture?' 'Can I draw on a wider range of examples and activities?' 

· Compare and contrast the lifestyles of minority ethnic communities living in Britain with their counterparts in other countries. Communities may have a lot in common but there are differences in some cultural values due to the influence of modern western culture. 

· Explain that culture flows both ways. A dominant culture influences a minority culture and vice versa. 

· Point out that some aspects of all cultures may be problematic both for some individuals within that group and for those from different cul-ures. Recognise that all cultures contain some values or attitudes that are problematic for people from other backgrounds. There is no perfect or ideal culture. 

Challenge assumptions

· Challenge commonly held assumptions about Britain, for example, that migration is a recent phenomenon. The history of Britain is a sequence of migrant groups such as the Celts, the Anglo-Saxons, the Vikings, the Normans. The English language is so rich because it has acquired syntax and vocabulary from many other languages, including European and Indian language groups. 

· Highlight the fact that Britain has always adapted aspects of different cultures from around the world, for example, in law, mathematics, food and drink, and so on. Common law comes from the Anglo-Saxons and statute law comes from the Normans; the numeric system used in Britain comes from the Arabic world. 

· Discuss definitions of what makes a civilised society and how far this definition is dependent on a sense of social justice and respect for different cultures and values. 

· Remember that racism has its roots in the history of slavery and colo-nialism and in making scapegoats of identifiable minority groups. These histories can provide a context for the presentday cultural dynamics of various groups and individuals in society. 

· Present the statistical evidence of discrimination and racism in British society. For example, Labour Force Survey statistics show that minority ethnic groups face barriers to equality within society. 

· Present both sides of political or controversial issues. Section 406 of the Education Act 1996 requires 'school governing bodies, head teachers and local education authorities to forbid the promotion of partisan political views in the teaching of any subject in schools and to forbid the pursuit of partisan political activities by pupils under age 12 while in school'. Section 407 requires them 'to take all reasonable practical steps to ensure that, where political or controversial issues are brought to pupils' attention, they are offered a balanced presentation or opposing views'. 

Understand globalisation

· Investigate and understand positive and negative aspects of globa-lisation, for example, the allocation and distribution of natural resour-ces, its effects on food supply, the environment, natural resources, poliical activity, world and domestic economics and individual stan-ards of living. 

· Investigate how the media portrays less-economically developed counries, including how it covers such topics as natural disasters and internal conflict in those countries, and those countries' lack of advan-ed technology. 

· Examine how political decision-making contributes to, for example, environmental management, relationships between countries and conditions of various countries. 

Create an open climate

· Encourage all pupils to take pride in their own cultures, including nationality, country of residence, faith community and family traditions. 

· Avoid making any pupil from a particular ethnic background feel guilty, angry or embarrassed. For example, do not direct certain discussion points and questions at particular groups of pupils. 

· Remember that although lifestyles are influenced by people's religious beliefs and ethnic backgrounds they are also subject to a degree of personal choice.

Teaching controversial issues

From Web site Citizenship education the global dimension

“It can in fact be reassuring to children and young people, as distinct from merely alarming or depressing, to be reminded that their elders are in disagreement with each other about important matters. It may be more important for them to live with differences and uncertainties rather than settle for oversimplified solutions.”
Talking and Teaching, Commission on British Muslims and Islamophobia 
Teaching controversial issues: why?

QCA guidance* suggests that pupils can develop an important range of skills by considering sensitive and controversial issues. These skills include listen-ing, accepting others points of view, arguing a case, dealing with conflict, and distinguishing between fact and opinion.

The guidance also states that learning from real-life experience is central to citizenship and therefore addressing sensitive and controversial issues is inevitable and students should not be sheltered from them. 

It is important for students to clarify their emotions and values and to learn to think for themselves. The knowledge, skills and attitudes developed through engaging with controversial issues are central to helping young people become effective citizens of the 21st century world.

For links to guidelines on teaching about controversial issues click here 
Teaching controversial issues: how?

QCA guidance* calls on teachers who are dealing with sensitive and controversial issues to:

· ensure pupils establish ground rules about how they will behave towards each other and how the issue will be dealt with

· judge when to allow pupils to discuss issues confidentially in small groups and when to support by listening in to these group discussions

· ensure that pupils have access to balanced information and differing views on which they can then clarify their own opinions and views, including contributions made by visitors to the classroom

· decide how far they are prepared to express their own views, bearing in mind that they are in an influential position and that they have to work within the framework of the school’s values

· ensure they take due care for the needs of individuals in the class when tackling issues of social, cultural or personal identity

Teaching controversial issues lends itself to an active and participative teaching methodology. Using techniques such as role play can be a powerful way to help young people explore their own and other people’s viewpoints, feelings and experiences.

*QCA/DfES: Citizenship, A scheme of work for KS3, Teachers Guide, Appendix 9, guidance on the teaching of sensitive and controversial issues
Teaching controversial issues: what?

QCA guidance also suggest that issues that are likely to be sensitive or controversial are those that have a political, social or personal impact and arouse strong feelings and/or deal with questions of value and belief. 

The ongoing process of globalisation means that many of the controversial issues that society and individuals grapple with have global causes and repercussions. Many topical issues and high profile news stories are often controversial; global issues will often be contentious and involve a range of views, interests and values. Young people are often intensely interested in these issues and are keen to discuss them. Finding up-to-date resources and guidance that enable teachers and pupils to deal confidently with these controversial global issues is essential. 

For links to ideas and methods on teaching about controversial issues click here. 
Further ideas can be found on the teaching ideas sections for Primary , Secondary and Post 16 

Teaching controversial issues: War in Iraq and its aftermath
The on going crisis in Iraq has resulted in wide ranging questioning and much debate. It is an issue that has prompted many people, including students, into direct action and resulted in the largest post war demonstrations the UK has seen. 

The following list of links offers background information, news, comment and opinion as well as stories of the lives affected by the Iraq conflict. These can be used as resources when exploring the issue of Iraq with students. 

Amnesty International, Iraq: The Human Rights Consequences
A comprehensive look at the history of conflict and human rights abuses in Iraq.

BBC World
News, analysis, views, information and images about the on-going crisis and reports about the lives of Iraqis living in a post Saddam occupied Iraq.

Christian Aid 
Articles and information about Iraq and the crisis in the Middle East.

Islam Online
Extensive information on the aftermath of war - news, analysis, photos, FAQs, and voices from Iraq and the Muslim world. 

Teaching for change 
US educational site providing Information and resources for teaching about terrorism and the conflict in Iraq.

UNICEF: The Situation of Iraq's Children
Information and real life stories on how the crisis is affecting Iraqi children and their families.

Background to the film “ A class divided”

The Eyes of Jan Elliott
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- a former grade-school teacher tests the myth of white superiority

I am better than you. I am smarter, I am more attractive. You are stupid and lazy. Your children are dirty and rude. I and my kind will always be superior to you and yours. I am White. 

Jane Elliott says that, regardless of whether I voice these thoughts or even acknowledge thinking them, as a White person, I have been raised with a myth of White superiority. Elliott, a retired school teacher, originated the Blue Eyes Brown Eyes exercise in the 1960s to demonstrate to her fourth-grade students how harmful the myth of White superiority is and what, as a result of this myth, it meant to be Black in America.

Standing a mere two inches or so above five feet, with silvery white hair, glasses, a rounded figure and pinky-peach skin, Elliott does not look much like Malcolm X, the controversial civil-rights leader – who stood at a gangly 6-foot plus and had reddish-brown hair and bronze-hued skin (though he did also wear specs). And yet, when 62-year-old Elliott talks, that’s whom she sounds like.

"White people in this country are tweaked," Elliott says. "We are raised to believe a myth of White superiority." Malcolm X, in The Autobiography of Malcolm X, said that White people’s " . . . belief that they are ‘superior’ in some way is so deeply rooted that these things are in the national White subconscious." Malcolm X went on to explain, "Many Whites are even actually unaware of their own racism, until they face some test, and then their racism emerges in one form or another." Elliott administers such a "test" for a living.
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In 1968, Jane Elliott was an elementary-school teacher in her all-White hometown of Riceville, Iowa. Dr. Martin Luther King Jr. had been a "hero of the month" in Elliott’s fourth-grade class, because Elliott believed that "what he was doing was right for all of us, not just for Blacks." When King was shot, her students wanted to know why their "hero" had been killed. Elliott took the opportunity to discuss race with her students.

She queried the kids on what they knew about Black people (none having ever met a Black person). Their responses were bile-laden: "They’re dirty," "They stink," "They don’t smell good," "They riot, they steal," "You can’t trust them, my dad says they better not try to move in next door to us."

Elliott decided to administer a racial reality check. She divided the class into two groups: the brown eyes and the blue eyes. Anyone not fitting these categories, such as those with green or hazel eyes, was an outsider, not actively participating in the exercise. Elliott told her children that brown-eyed people were superior to blue-eyed, due to the amount of the color-causing-chemical, melanin, in their blood.

She said that blue-eyed people were stupid and lazy and not to be trusted. To ensure that the eye color differentiation could be made quickly, Elliott passed out strips of cloth that fastened at the neck as collars. The brown eyes gleefully affixed the cloth-made shackles on their blue-eyed counter-parts.

Elliott withdrew her blue-eyed students’ basic classroom rights, such as drinking directly from the water fountain or taking a second helping at lunch. Brown-eyed kids, on the other hand, received preferential treatment. In addition to being permitted to boss around the blues, the browns were given an extended recess.

Elliott recalls, "It was just horrifying how quickly they became what I told them they were." Within 30 minutes, a blue-eyed girl named Carol had regressed from a "brilliant, self-confident carefree, excited little girl to a frightened, timid, uncertain little almost-person."

On the flip side, the brown-eyed children excelled under their newfound superiority. Elliott had seven students with dyslexia in her class that year and four of them had brown eyes. On the day that the browns were "on top," those four brown-eyed boys with dyslexia read words that Elliott "knew they couldn’t read" and spelled words that she "knew they couldn’t spell."

Seeing her brown-eyed students act like "arrogant, ugly, domineering, overbearing White Americans" with no instructions to do so proved to Elliott that racism is learned. Prior to that day in 1968, her students had expressed neither positive nor negative thoughts about each other based on eye color. Yes, Elliott taught them that it was all right to judge one another based on eye color. But she did not teach them how to oppress. "They already knew how to be racist because every one of them knew without my telling them how to treat those who were on the bottom," says Elliott.

That day, Elliott discovered that "you can create racism. And, as with any-thing, if you can create it, you can destroy it." For 14 out of the next 16 years that Elliott taught in Riceville, she conducted the exercise. In the White enclave of Riceville, fighting racism was not looked upon by most as an honorable duty. As a result of her work, kids beat up her own children. Her parents’ business lost customers. Elliott and her family received regular death threats. And each fall, parents called Elliott’s principal and said, "I don’t want my kid in that nigger-lover’s classroom!"

Not everyone was against Elliott. She believes that 80 percent of the people in Riceville were compassionate, caring people who were concerned about their school and their kids and their community. But, says Elliott, the 20 percent, the vocal, vicious minority, intimidated the rest of them. It seemed as though the only Ricevilleans strong enough to stand up to this vicious minority were Elliott’s students. After participating in the exercise, says Elliott, her students went home and argued with their fathers about racism. Imagine: 8-year-old children telling their parents that they were wrong.

[image: image7.png]a booster shot against bias




In the early ’80s, however, Elliott was denied an unpaid leave to run the exercise for a corporation's employees, and decided to retire from teaching and take her anti-racism crusade on the road. She thus reinvented herself as a "diversity trainer," a PC term for traveling the world challenging racist thoughts and behaviors. But while she may have left the classroom behind, Elliott retained the demeanor of a strict, slightly overbearing grade-school teacher.

Today Elliott uses her strong presence and feistiness to capture the attention of college kids and adults in corporate America and Europe. She speaks at colleges about racism and performs the Blue Eyes Brown Eyes Exercise at the request and cost of companies that feel the need for some "diversity training." Elliott, who had been a guest on The Late Show with Johnny Carson back in the ’60s has, more recently, been reintroduced to national audiences on Oprah and 60 Minutes.

She describes her work as "an inoculation against discrimination." But, unlike DPT shots that protect us from viruses to which we might one day be exposed, Elliott aims to protect us from the "live virus of racism" that we are guaranteed to be exposed to on a daily basis.

White Americans’ mouths have been washed out with soap enough times that most of us have learned what words not to utter, or even dare to think. Elliott says that the major difference between exercise participants today and her fourth-grade students of 30 years ago is that, now, people are "less likely to use the word ‘nigger.’ "
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Despite the milestones achieved through years of struggle for racial equality, people of color are still discriminated against because they are people of color.

If you think that a single Black person has gone through life without ever being judged negatively because of the color of his or her skin, you are wrong. No, not all of us Whites are racist. But yes, all Blacks are subjected to racism.

Elliott emphasizes this point in her speeches on college campuses. She aims to educate college kids about the realities of life and schooling in America. For example, Elliott contests our use of the traditional world map. She argues that on the maps we are most familiar with, "All the White countries in the world take up half the land, which isn’t true. This is racist teaching." Elliott urges that we reject this map and use in its place the Peters Projection Map. While the Peters map distorts the shapes of the countries, it remains true to their sizes. And, as we all know, size matters.

What matters most to Elliott though, is that, as a result of her work, people begin to "recognize racism when they see it, know that it is a choice that we make and that we can choose to not go along with racism."

To Elliott, "Choosing not go along" means that we must "actively protest racist remarks, racist advertising, racist politics, racist politicians and racist behaviors." Those are some pretty tough marching orders.

And yet, as mentioned, many of Jane Elliott's 8-year-old students challenged their parents' racism after going through the Blue Eyes Brown Eyes Exercise.

Why is it then that many of us have trouble doing the same? Maybe it’s because not all forms of racism are as blatant as parents telling their children that a Black family had better not move in next door. Sometimes racism exists in an assumption (a store clerk who closely tracks the movements of a young Black customer but not a White one); a behavior (a teacher who refuses to acknowledge the accomplishments of a Black student with the same pride as those of a White); or an attitude (a White woman who tenses when a Black man steps into an elevator).

Elliott has a "laundry list" of things White people can, and should, be doing to end racism. She says that first, like so many alcoholics, you need to admit you have the problem and take ownership of it. Then educate yourself about the problem. Thirdly, realize that you weren’t born racist; you learned to be this way and, you can unlearn it. Lastly, you must follow her marching orders to actively protest racism in all its forms, subtle or blatant. You must take a risk and stop racism.

It is not a Black problem, says Elliott,: Racism is a "White attitudinal problem." For too many years we have been blaming racism on people of color, says Elliott. We have thought, "If you people would just get White we’d all be all right." Wrong. If we people would just accept that, as Elliott says, "we are all different and have the right to be so," it will all be all right. 

Interview with Jane Elliott
Contrast, 28-3-96, by Mercita Coronel
Magenta Foundation
EYE-OPENER: JANE ELLIOTT TEACHES EXERCISE AGAINST RACISM

Her experiment in the Oprah Winfrey show in 1992 became world famous. Jane Elliott (62) carried out her brown eyes, blue eyes exercise, a behaviour training that lets white people experience what prejudice and oppression does to you. What happens if you don't have any power anymore and are subject to arbitrary discrimination, just cause you have blue eyes? During the international week against racism Jane Elliott came to Holland. Mercita Coronel spoke with her.
"Who told you to sit down?" "Do I have to spell everything out for you, sit!" One participant of Jane Elliott's workshop walked out after one hour, another never returned from a quick trip to the bathroom'. Their blue eyes did them in. In Elliott's world brown eyed people form the majority and they have the power. Blueys are dumb, inferior, lazy and they steal. To emphasize their inferiority they have to wear a collar. For blueys the rules are always changing, at the mercy of the brown eyes. A blue eyed participant who walked out before attempts to get back in. Elliott is unrelenting, he's out. In the real world people of colour can't just step out. They don't have a choice. They can't take off their colour.

Get Elliott's kids. Elliott developed this behavioural exercise in 1968 after Martin Luther King was killed. As a school teacher in Riceville, Iowa she tried to explain the meaning of King's death to her all white students. Riceville was and is today a white, christian town with a population of a 1000 souls. And no racism according to them. Elliott devised the exercise -this is not a experiment she emphasizes- in which one day the brown eyed children are on top and the next day the blue eyed. "I choose a physical characteristic over which they had no control and attributed negative elements to this characteristic." Elliott choose eye colour because during the second world war eye colour was one of the ways for the nazi's to determine if someone was send to the gas chamber or not. Brown eyes could be fatal even if you had a beautiful German name. "I had no idea how it would work out. If I had known the enormous impact it had on my students and the community, I would not have done it." says Elliott. As a direct result of the success' of the exercise her four children were taunted, spit on and molested by their teachers, their classmates and the parents of their classmates. "From get the Elliott kids it became get the nigger-lover's kids" says Elliott. 

Outsider Not only her children got it. The day after her appearance on the very popular Johnny Carson Show, the people in Riceville also decided not to buy from her father anymore. They feared black people would think that they all thought like her' and blacks would think life was good in Riceville and move over there in droves. 
Father Elliott went bankrupt. Of course this didn't go down very well in Jane Elliott's family. "My mother thought I'd gone crazy and asked me: can't you just stop with this nonsense? She has never forgiven me. My brothers, self-made millionaires and conservative Republicans wondered what the hell my problem was?". Her father, however, has never stopped her. In fact, it was his contradictory attitude that made Jane the odd one out in her family. "My father always said:'never put a stone on another man's path' or justice will never be disadvantageous to man' or a just cause is a good thing'. At the same time he wouldn't have his daughters marry a black man. I thought that wasn't right. I was crazy about my father. It's a shame he was so prejudiced". 

Oppressed position. From 68 to 84 Elliott did Brown eyes, blue eyes' with schoolkids. She was surprised every time again, about how the mechanics worked. " I administered this exercise to a group of children with dyslexia. Brown eyed children, who couldn't really read or spell anything without stammering, suddenly could spell words they couldn't before. On the other hand, I had a very smart girl who could multiply very well. The moment she as a blue eyes came in a inferior position, she started to stammer and making mistakes doing her sums. And we had been doing the exercise for less than two hours!"

With this Elliott wants to indicate how 300 years of oppression must have influenced people of colour. From 84 on Jane has been doing an adult ver-ion of brown eyes blue eyes in companies and governmental institutions; for a fee of $6.000,- a day. To the Magenta foundation, who asked her to come to Holland, she didn't charge a dime. During her visit Elliott has trained nine people to do give the exercise in Holland. The group includes people from several anti-discrimination Bureau's, School Without Racism and from the Magenta foundation. Blue-eyed Ronald Eissens from Magenta says:"Even though I knew what to expect, I became completely stressed out within 15 minutes. Nobody tells you the rules, but then they change all the time anyway. You become nervous, feel pressured, you can't think or perform anymore."

Effect At reunions of former students of Jane Elliott who went through Brown eyes blue eyes', it becomes evident how it has influenced their lives in a big way. And not only their lives, as they pass it on to their children who will pass it on to their children. 

Racism is still alive and kicking in the States, says Elliott. It became very apparent during the O.J. Simpson case. Elliott about his acquittal: "It wasn't so much for O.J. that blacks were glad he got of as they were happy about the fact that for the first time a black celebrity used the system in the same way whites have always used it to their advantage. They saw O.J. more as a white person anyway. He behaved white, had white friends, white sponsors. The whites however said:'O.J.'s only mistake was that he thought he was white just because he was a member of a white country club!'." Jane rejects the idea to think of the US as a melting pot: "It has to be a salad bowl. Everybody is entitled to have their own identity and has to be treated with equity.

Systems of Power It struck Elliott that the American list of discriminatory remarks like blacks are suspect and loud' and I'm not a racist, I have black friends myself'. were recognized by the black participants at the workshop in Holland. During the training, a Surinamese participant came to the dis-ressing conclusion that discrimination is no accident but deliberate:"It is systematic!".

Participant Commissioner Johan Dietz from the Regional police force Amsterdam found the workshop impressive:"I came there with a behavioural therapist, both of us found it incredibly educational. From the moment you step through the front door, all kind of things happen to you. I wanted to introduce myself to Mrs. Elliott. Guess Again! At that moment it becomes clear how little you can do in a power structure where you aren't the one in power. Within a few hours I felt like I was some kind of loser." Dietz is considering to invite Elliott back to Holland to do workshops at police academies. Finally Elliott: "We learn to be racist, therefore we can learn not to be racist. Racism is not genetical. It has everything to do with power."

Background to the TV documentary “Killers don't cry”
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Pollsmoor prison, South Africa
Nominated for the Nombre D'Or Award 2001 (Documentary category) 

This programme was first broadcast on Sunday 29th April 2001. The feature below accompanied the original article. 

************************** 

Alan Little reports on the ruthless gangs that terrorize and kill in South Africa's prisons, and a brave attempt to reach out to the murderers and ask them to confront their actions. 
Mogamat Benjamin has been in prison for 34 years and he has killed more people - mostly fellow inmates - than he can remember. He has beheaded and mutilated their corpses. 

He has - along with other members of his gang - cut out his victims' hearts and eaten them in a grim semi-mystical ritual in which the life-force of the victim is supposed to pass into the bodies of the killers. 

The 28 Gang 

Mogamat holds the rank of General in the gang known as the 28. 
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There are people who I said should be killed and they were killed 




	Mogamat Benjamin 


"I am powerful," he told us. "I am partly God. No man has a higher rank in Pollsmoor than me. In the camp of the 28s a person's life is in my hands. 

"The final decision is mine. There are people who I said should be killed and they were killed." 

This is no idle boast. For years, Pollsmoor has had a murder and assault rate that matches the anecdotal claims. 

"It's not the warders who have control of the prison any more. The Numbers control the prison. They make the decision here," says prison warder, Barry Coetzee. 

Coetzee has reason to feel afraid. He has been warned that he has been selected by the gang leaders as a future target. Someone in the gang structure - he doesn't know who - has been ordered to stab him as a test of courage and loyalty to the gang. This is known as "calling a number". 

"A number has been called on me", said Coetzee. "I will be stabbed or cut with a blade. My blood has to flow. There's no way to defend yourself. You never know when, you never know where. It's terrifying. It's a psychological war". 

No fear allowed 

	[image: image11.jpg]



Erefaan Jacobs, a "Judge" in the '28s' Gang


Erefaan Jacobs is Mogamat's second-in-command. He holds the rank of Judge. It is his job to try gang mem-bers who break gang law and to decide on appropriate punishment. 

"When you join the gang, I will not allow any fear from you", he said. 

"We develop you in such a way that you will become fearless. You can only come into the camp [of the 28s] by spilling blood." 

The men of the number cut the emblems of their alle-giance into their skin. Facial tattoos are the ultimate abandonment of all hope of a life outside. 
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Tattoos are an expression of loyalty


The Numbers gangs have their origin in the violence of white rule. The 28s are the oldest gang. They were founded in 1906 as a revolt by 28 black prisoners. The gang quickly became a way for its members to defy - and protect themselves against - the atrocities of the white prison regime. 

Gang sex 

It developed its own military-style hierarchy, its own elaborate codes of punishment and reward, and its own sexual mores. For what distinguishes the men of the 28 is sex. An intricate protocol determines which new recruits will serve as sexual partners for which established gang members. 

It was as a revolt against sodomy that the second main gang was formed - the gang of the 27s. They are known in prison as the men of blood. Their loyalty to their officers is tested by stabbing warders and other inmates. In Pollsmoor Maximum, almost half the warders have been stabbed or cut at least once. 

The gang known as the 26 prove their loyalty by robbing warders and fellow inmates of whatever material possessions can be smuggled in. 

It is a pattern repeated across South Africa, for the Numbers Gangs operate in all South Africa's prisons and inmates transferred from one prison to another must demonstrate a knowledge of gang culture, beliefs and practices in order to be accepted into the camp in the new prison. 
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Pollsmoor Prison


Pollsmoor is pioneering a new approach to the prison gang culture. Jonny Jansen is the first black man to head Maximum Security. He has persuaded leading gang members - including Mogamat and Erefaan - to join a programme known as "Change is Possible". 

Breathtaking workshops 

We obtained exclusive access to film a series of remarkable and - at times - breathtaking workshops in which the gang members were forced to confront themselves - to examine who they are and the evil that has so blighted them - for the first time in their lives. 

It is an astonishing experiment in human nature - an attempt to reach into the souls of mass murderers and multiple rapists - to see whether they can be changed. 

The workshops are run by Joanna Thomas from Cape Town's Centre for Conflict Resolution. She is a striking feminine presence in the masculine and emotionally repressive zone of Pollsmoor Maximum. 

It took her many days to break down their suspicion, and some threatened to stab her. 

On the last day of the course, they faced the toughest test. Joanna forced them to talk about their families - their wives, their children. 

But, tellingly, it was when they spoke about their fathers that the floodgates opened. There was not a single man in the room who could recall an affectionate male presence in their childhoods. 

A powerful moment 
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I see a struggle and as long as I see it I am prepared to engage with it 




	Joanna Thomas 


It was a powerful and extraordinary moment to witness - a fleeting instant when the humanity seemed to seep back into the most dehumanised of human beings. 

That is what motivates Joanna Thomas to come back into this place day after day. "I am not so naïve as to believe that one series of workshops can change a man who has been in the heart of the gang system for most of his life. But I see a struggle and as long as I see it I am prepared to engage with it." 



Background to the TV documentary “Killers Come Home”

Transcript
In this sequel to the extraordinary BBC story "Killers Don't Cry" broadcast on Foreign Correspondent last year, two of South Africa’s most vicious criminals - gangleaders in Pollsmoor Maximum Security prison in Cape Town - are freed from prison and sent to face the families they’d abandoned and abused. 

But during their time in prison, the lives of these two men have been changed by the intervention of a remarkable woman called Joanna Thomas. 

Joanna is a Conflict Resolution expert brought into Pollsmoor by its post-apartheid governors to try to wean the inmates off their addiction to violence. 

With Mogamat Benjamin and Erefaan Jacobs she has been astonishingly successful. Their conversion - their decision to renounce the gangs - has encouraged countless others to do the same.

The two men enjoyed prestige and power as the leaders of the infamous Numbers gang inside the prison. Mogamat Benjamin, beheaded a fellow inmate and ate the heart of another. Erefaan Jacobs, entered prison with a vow to kill his own mother – a vow which is literally tattooed on his face. 

Now the two are returning to their old neighbourhoods and their families.  How successful has their rehabilitation been? 

We see in close up the conflicts inside the families as the men return. For one it is a voyage of redemption. For the other it is a daily struggle to avoid the violent ways of the past. 

In a climactic final scene, Mogamat Benjamin, dissolves into tears during a family conference as he faces the sins of his past – a past which includes raping his own daughter. Erefaan Jacobs buries the demons of his past with an emotion charged embrace of his mother - the mother he had promised to murder.

“Justice” Module - guidelines for accreditation

by dr.Steve Molloy-

English member of the Justice group, Associate Dean and Head of the Centre for Access to Lifelong Leaning and Associate Dean, York-shire Leeds Metro-politan University

The Comenius “Justice” training course can be used as the basis for a module en-titled “Skills and Strategies for Intercultural Education” accredited by Leeds Metro-politan University for 7.5 ECTS credits.  This is an undergra-duate  level one  optio-nal module approved within the University’s Certificate in Personal and Professional Studies.  Discussions are continuing to develop a postgraduate certificate in Intercul

ral Conflict Resolution in Educational Setting which could also be based upon the “Justice” training course.

The module requires a total learning time of 150 hours, which is made up of four ele-ments: pre-course preparation; on-course work; compilation of a postcourse portfolio for assessment; previous and concurrent work-expe-rience which underpins the other three elements and is demonstrated and reflected in them. Assessment of the module is based upon the accreditation of experiential learning.  

All course participants are sent preparatory materials in advance, and the training programme includes one session dedicated specifically to the prin-ciples and prac-tice of module accreditation.  All participants who wish to pursue the option of accreditation after attending the course are assigned a tutor  from  the Centre for Access to Lifelong Learning at Leeds Metropolitan University.  The tutor will support  the candidate’s  distance learning based upon e-mail systems and other telecom-munications where appropriate.

The core of the accreditation  process is the candidate’s submission for assessment of a written portfolio which demonstrates how they have met the learning outcomes of the module (see module specification). The precise nature and content of the portfolio will be specific to each individual’s work and life experience and will be negotiated with their tutor. It will incorporate their pre-course and on-course work and will take the form of a “Reflexive Practice Assignment”, i.e a demonstration and analysis of how their work and life experience, in conjunction with the “Justice” residential course, has equip-ped them to meet the learning outcomes of the module. The module will be assessed by the board of examiners for the University’s Certificate in Per-sonal and Professional Studies in accordance with the University’s published regulations. 

Course Participants  wishing to pursue or enquire further about the accredi-tation option are invited initially to contact Dr. Steve Molloy, Head of the Cen-tre for Access to Lifelong Leaning and Associate Dean, Yorkshire First Faculty, Leeds Metropolitan University (s.molloy@lmu.ac.uk).  Candidates for accreditation will enrol as associate students of the University, who normally  pay a combined regi-stration, tuition and assessment fee of £150 (for EU residents) or £500 (for non-EU residents). Individual possibilities for fee remis-sion or sponsorship can be discussed with Dr. Molloy. 

	Module Title
	 Skills and Strategies for Intercultural Education

	Module Number


	Credits
	Hours
	Level
	Core for:

(Awardset)
	Optional for:

(Awardset)

	Elective
	 7.5 ECTS
	150
	1
	
	CALPS

	Rationale


	This module provides participants with knowledge and competencies in intercultural education to be applied to classroom and other appropriate educational settings.

	Aims


	· The module will concentrate on the theory and practice of conflict reso-lution in the field of ethnicity and interethnic relationships. It is designed for those who wish to improve their personal and professional practice in this field, with particular reference to classroom and other educational set-tings. 

	Prerequisites


	None

	Learning Outcomes


	On completion of this module, the student will be able to:

· understand the social contexts and general principles which inform the practice of intercultural conflict resolution

· give a verbal or written presentation which shows an understanding of these contexts and principles in practice

· analyse and evaluate their personal performance in this field

	Key Skills


	Participants will identify in negotiation with their tutor the key skills they intend to develop on this Module.

	Content


	· concepts and theories of culture

· social psychological processes underpinning racism and ethnocentrism; 

· ethnicity, migration and settlements

· techniques of conflict resolution

· experience-based methods `of integration

· specific educational settings and practice

	Assessment Procedures


	This will take the form of an oral presentations/exercises plus a written reflection on the presentation and indicators for similar experiences in the future

	Teaching, Learning & Assessment Strategy
	The module will be delivered through an intensive, one week residential period of supervised student activity. This  will be experiential and will be based on negotiation between tutor and students. It will be followed by indivi-dually mentored preparation of a written assignment

	Equal Opportunities


	Participants will be expected to value the diversity of expertise and expe-rience brought together within the group, and to be willing to participate con-structively in a variety of contexts.  All participants will have equal access to the module and to the University’s resources.



	Recommended Timetabling Arrangements


	As above


We human beings have very basic and universal needs

Security

Recognition/acknowledgement

Identity

Allegiance

In everyday language we use other words for these basic human needs

Understanding

Accept

Respect

To be asked for opinion and advice

To participate

Source: 

Catch the conflict

about constructive conflict resolution at schools.

Lotte Christy. Centre for conflict resolution. Copenhagen. DK.

The following are the corner stones and the philosophy behind the approach towards resolving conflicts at            ”The Centre for Conflict Resolution”.

“All human beings have an inviolable value and a potential for good-ness”

Source: Mahatma Gandhi

The axis in conflict resolution therefore is to look for the human being behind the inappropriate actions.

Respect for the individual

Respect for the other human beings common human needs

wishes concerning recognition, identity, freedom, security etc. etc.

do not cross the other persons limits. Stay on your own side of the court

Trust. We share each others world and fate

Source: K.E. Løgstrup

We are connected together. We form ourselves in relation to the other.

A necessary requirement necessary for conflict resolution is trust

Courage

Source: Karen Blixen

A necessary requirement for life is the ability to expose oneself and the ability to take risks in life

conflict resolution requires that we acknowledge the existence of conflicts and to act on it

not to be good but

“to be wise and not nice”

Non violence

The aim and the means are one and the same

“There is no way to peace. Peace is the way”

Source: Tich Nat Hahn

The Concept of Integration: A view based on experience

by Asad Ahmad, Danish member of the Justice group

There are a number of important aspects concerning the process of integra-tion that are essential for understanding of the concept of integration based on experience. These aspects are listed below:

Integration is a process that consists of a continuous lifelong dialogue between the individual families or different individuals and the society they live in.  

The process of integration is similar to the general identity development pro-cess we call socialisation. We use the term socialisation for all families and individuals in any society. The process of integration must therefore be understood as a special variant of socialisation.

The conditions for the progress in this process of integration are different in different families belonging to ethnic minorities. Factors such as the educa-tional background, attitudes towards  the norms and values of the country of origin, village or city background, economical conditions etc. have a profound influence on the progress of the process of integration.

Both languages i.e. mother tongue and the language of the society, are necessary for the process of integration. One sided focus on either mother tongue or the language of the society entails important limitations in this dia-logue with one's surroundings and can result in a narrow or distorted pic-ture of the world. 

The society has an obligation to ensure that there is a real two-way communication going on and not only a one way communication. Interpre-tation facilities are an essential element for ensuring a real two-way commu-nication. Bilingual teachers and pedagogical staff at schools and other train-ing or educational institutions play a vital role as bridge builders across cultures. 

The process of integration must be seen as a two-way street. The ethnic minorities attain, through this bilateral process, an understanding, accep-tance and recognition of some of their norms and values in the new society. The recipient society also undergoes a thorough analysis of its own norms and values finding a "new" place to stand upon. The norms and values of the society as a whole become more inclusive. 

INTEGRATION:  A MODEL BASED ON EXPERIENCE


















                                                                                   







THE PROCESS OF INTEGRATION – A LIFELONG DIALOGUE


Asad Ahmad. Pedagogical Adviser. Copenhagen. Denmark.
REACTION PATTERN TO IMPORTANT AND BASIC SOCIAL CHANGES IN A SOCIETY

by Asad Ahmad, Danish member of the Justice group

The two categories:

SOCIAL CHANGES THAT COME FROM "WITHIN" A SOCIETY.

Some examples of changes assumed to originate from "within" a society.

Development of a Welfare State

The Womens Liberation Movement 

The Youth Movement

Without going into a deeper reflection about the possible reasons such as political, economic and social causes that play a role in the different attitudes to basic changes in the society one can see three main categories of reactions. 

Reaction Patterns:


AN EXPERIENCE BASED PICTURE OF THE SOCIETY

Some important aspects related to the diagram concerning basic changes in a society assumed to "originate" from within the society:

The different categories do not have a positive or negative value.

In reality the three group attitudes are not well defined. Explain: fluidity 

All these attitudes are essential for the debate in the society. Explain: exclu-sion/ inclusion

The more democratic "minded" the society is the more time will be spent and the more encompassing the debate will be. Explain: degree of involvement.

Discussions and debates concerning important and basic changes in a society go through different phases. Explain: polarisation.

Conflicts are unavoidable in these discussions and debates and conflict reso-lution is extremely important in tackling polarisation.  

The consensus phase. Explain: "us" re-establishing a certain level of mutual trust. 

Changes do not follow a linear pattern. Explain: insecurity

SOCIAL CHANGES THAT COME FROM "OUTSIDE" A SOCIETY

Some examples of changes originating from "outside" a society.

Other religions or philosophies of life such as: Buddhism, Scientology, Islam etc.

Alternative forms of treatment such as: Acupuncture, Zone therapy, Natural medicine etc.

Ethnic minorities such as: Migrants, refugees, gypsies etc. 

One can recognise similar reaction patterns as in the case of social changes that originate from "within" the society. 

Reaction Patterns:


AN EXPERIENCE BASED PICTURE OF THE SOCIETY

There are some important differences when one compares the two situations:

There seems to be a greater degree of polarisation. Explain: Length of "them" and "us" phase.

There seems to be a greater focus on problems in diversity rather than resources in diversity.

There is a trend towards defining "own" group as homogeneous. Pressure towards exclusion is greater.

An additional argument for solving difficulties arising due to changes coming from outside the society is always lurking in the background. Explain: wish for total exclusion. 

It seems to take a much longer time to reach a stage where these changes coming from "outside" the society are envisaged as an integral part of the society and require a combined effort for tackling various issues arising due to these changes.

Conflicts are more intense, fierce and violent. Establishing a certain degree of mutual trust requires more time. The task of conflict resolution is much more complex.

Prejudices seem to play a more central role in conflicts.

The degree of professionalism required in terms of conflict resolution is far greater compared to conflict resolution in connection with changes assumed to come from inside the society.

Asad Ahmad,

Pedagogical Adviser  October 2003 Copenhagen. Denmark. 

THE CLASH OF CIVILIZATIONS 
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from the Academic Index (database on UTCAT system) 

COPYRIGHT Council on Foreign Relations Inc. 1993



THE NEXT PATTERN OF CONFLICT

World politics is entering a new phase, and intellectuals have not hesitated to prolife-rate visions of what it will be--the end of history, the return of tradi-tional rivalries between nation states, and the decline of the nation state from the conflicting pulls of tribalism and globalism, among others. Each of these visions catches aspects of the emerging reality. Yet they all miss a crucial, indeed a central, aspect of what global politics is likely to be in the coming years.

It is my hypothesis that the fundamental source of conflict in this new world will not be primarily ideological or primarily economic. The great divisions among humankind and the dominating source of conflict will be cultural. Nation states will remain the most powerful actors in world affairs, but the principal conflicts of global politics will occur between nations and groups of different civilizations. The clash of civilizations will dominate global politics. The fault lines between civilizations will be the battle lines of the future.

Conflict between civilizations will be the latest phase in the evolution of con-flict in the modern world. For a century and a half after the emergence of the modern inter-national system with the Peace of Westphalia, the conflicts of the Western world were largely among princes--emperors, absolute mo-narchs and constitutional monarchs attempting to expand their bureau-cracies, their armies, their mercantilist economic strength and, most impor-tant, the territory they ruled. In the process they created nation states, and beginning with the French Revolution the principal lines of conflict were be-tween nations rather than princes. In 1793, as R. R. Palmer put it, "The wars of kings were over; the wars of peoples had begun." This nineteenth-century pattern lasted until the end of World War 1. Then, as a result of the Russian Revolution and the reaction against it, the conflict of nations yielded to the conflict of ideologies, first among communism, fascism-Nazism and liberal democracy, and then between communism and liberal democracy. During the Cold War, this latter conflict became embodied in the struggle between the two superpowers, neither of which was a nation state in the classical European sense and each of which defined its identity in terms of its ideology.

These conflicts between princes, nation states and ideologies were primarily conflicts within Western civilization, "Western civil wars," as William Lind has labeled them. This was as true of the Cold War as it was of the world wars and the earlier wars of the seventeenth, eighteenth and nineteenth centuries. With the end of the Cold War, international politics moves out of its Western phase, and its center- piece becomes the interaction between the West and non-Western civilizations and among non-Western civilizations. In the politics of civilizations, the peoples and governments of non-Western civilizations no longer remain the objects of history as targets of Wes-tern colonialism but join the West as movers and shapers of history.

THE NATURE OF CIVILIZATIONS

During the cold war the world was divided into the First, Second and Third Worlds. Those divisions are no longer relevant. It is far more meaningful now to group coun-tries not in terms of their political or economic systems or in terms of their level of economic development but rather in terms of their culture and civilization.

What do we mean when we talk of a civilization? A civilization is a cultural entity. Villages, regions, ethnic groups, nationalities, religious groups, all have distinct cultures at different levels of cultural heterogeneity. The culture of a village in southern Italy may be different from that of a village in northern Italy, but both will share in a common Italian culture that distinguishes them from German villages. European communities, in turn, will share cultural features that distinguish them from Arab or Chinese communities. Arabs, Chinese and Westerners, however, are not part of any broader cultural entity. They constitute civilizations. A civilization is thus the highest cultural grouping of people and the broadest level of cultural identity people have short of that which distinguishes humans from other species. It is defined both by common objective elements, such as language, history, religion, customs, institutions, and by the subjective self-identification of people. People have levels of identity: a resident of Rome may define himself with varying degrees of intensity as a Roman, an Italian, a Catholic, a Christian, a European, a Westerner. The civilization to which he belongs is the broadest level of identification with which he intensely identifies. People can and do redefine their identities and, as a result, the composition and boundaries of civilizations change.

Civilizations may involve a large number of people, as with China ("a civilization pretending to be a state," as Lucian Pye put it), or a very small number of people, such as the Anglophone Caribbean. A civilization may include several nation states, as is the case with Western, Latin American and Arab civilizations, or only one, as is the case with Japanese civilization. Civilizations obviously blend and overlap, and may include subcivilizations. Western civilization has two major variants, European and North American, and Islam has its Arab, Turkic and Malay subdivisions. Civilizations are nonetheless meaningful entities, and while the lines between them are seldom sharp, they are real. Civilizations are dynamic; they rise and fall; they divide and merge. And, as any student of history knows, civilizations disappear and are buried in the sands of time.

Westerners tend to think of nation states as the principal actors in global affairs. They have been that, however, for only a few centuries. The broader reaches of human history have been the history of civilizations. In A Study of History, Arnold Toynbee identified 21 major civilizations; only six of them exist in the contemporary world.

WHY CIVILIZATIONS WILL CLASH
Civilization identity will be increasingly important in the future, and the world will be shaped in large measure by the interactions among seven or eight major civilizations. These include Western, Confucian, Japanese, Islamic, Hindu, Slavic-Orthodox, Latin American and possibly African civilization. The most important conflicts of the future will occur along the cultural fault lines separating these civilizations from one another.

Why will this be the case?

First, differences among civilizations are not only real; they are basic. Civilizations are differentiated from each other by history, language, culture, tradition and, most important, religion. The people of different civilizations have different views on the relations between God and man, the individual and the group, the citizen and the state, parents and children, husband and wife, as well as differing views of the relative importance of rights and responsibilities, liberty and authority, equality and hie-archy. These diffe-rences are the product of centuries. They will not soon disappear. They are far more fundamental than differences among political ideologies and political regimes. Differences do not necessarily mean conflict, and conflict does not necessarily, mean violence. Over the centuries, however, differences among civilizations have generated the most prolonged and the most violent con-flicts.

Second, the world is becoming a smaller place. The interactions between peoples of different civilizations are increasing; these increasing interactions intensify civilization consciousness and awareness of differences between civilizations and common-alities within civilizations. North African immigration to France generates hostility among Frenchmen and at the same time increased receptivity to immigration by "good" European Catholic Poles. Americans react far more negatively to Japanese investment than to larger investments from Canada and European countries. Similarly, as Donald Horowitz has pointed out, "An Ibo may be ... an Owerri Ibo or an Onitsha Ibo in what was the Eastern region of Nigeria. In Lagos, he is simply an Ibo. In London, he is a Nigerian. In New York, he is an African." The interactions among peoples of different civilizations enhance the civilization-conscious-ness of people that, in turn, invigorates differences and animosities stretching or thought to stretch back deep into history.

Third, the processes of economic modernization and social change through-out the world are separating people from longstanding local identities. They also weaken the nation state as a source of identity. In much of the world religion has moved in to fill this gap, often in the form of movements that are labeled "fundamentalist." Such movements are found in Western Christianity, Judaism, Buddhism and Hinduism, as well as in Islam. In most countries and most religions the people active in fundamentalist movements are young, collegeeducated, middleclass technicians, profes-sionals and business per-sons. The "unsecularization of the world," George Weigel has remarked, "is one of the dominant social facts of life in the late twentieth cen-tury." The revival of religion, "la revanche de Dieu," as Gilles Kepel labeled it, provides a basis for identity and commitment that transcends national boundaries and unites civilizations.

Fourth, the growth of civilization-consciousness is enhanced by the dual role of the West. On the one hand, the West is at a peak of power. At the same time, however, and perhaps as a result, a return to the roots phenomenon is occurring among non-Western civilizations. Increasingly one hears references to trends toward a turning in-ward and "Asianization" in Japan, the end of the Nehru legacy and the "Hinduization" of India, the failure of Wes-tern ideas of socialism and nationalism and hence "re-Islamization" of the Middle East, and now a debate over Westernization versus Russianization in Boris Yeltsin's country. A West at the peak of its power confronts non-Wests that increasingly have the desire, the will and the resources to shape the world in non-Western ways.

In the past, the elites of non-Western societies were usually the people who were most involved with the West, had been educated at Oxford, the Sor-bonne or Sandhurst, and had absorbed Western attitudes and values. At the same time, the popu-lace in non-Western countries often remained deeply imbued with the indigenous culture. Now, however, these relationships are being reversed. A de-Westernization and indigenization of elites is occurring in many non-Western countries at the same time that Western, usually American, cultures, styles and habits become more popular among the mass of the people.

Fifth, cultural characteristics and differences are less mutable and hence less easily compromised and resolved than political and economic ones. In the former Soviet Union, communists can become democrats, the rich can be-come poor and the poor rich, but Russians cannot become Estonians and Azeris cannot become Armenians. In class and ideological conflicts, the key question was "Which side are you on?" and people could and did choose sides and change sides. In conflicts between civilizations, the question is "What are you?" That is a given that cannot be changed. And as we know, from Bosnia to the Caucasus to the Sudan, the wrong answer to that question can mean a bullet in the head. Even more than ethnicity, religion discriminates sharply and exclusively among people. A person can be half-French and half-Arab and simultaneously even a citizen of two countries. It is more difficult to be half-Catholic and half-Muslim.

Finally, economic regionalism is increasing. The proportions of total trade that were intraregional rose between 1980 and 1989 from 51 percent to 59 percent in Europe, 33 percent to 37 percent in East Asia, and 32 percent to 36 percent in North America. The importance of regional economic blocs is likely to continue to increase in the future. On the one hand, successful economic regionalism will reinforce civilization-consciousness. On the other hand, economic regionalism may succeed only when it is rooted in a com-mon civilization. The European Community rests on the shared foundation of European culture and Western Christianity. The success of the North Ameri-can Free Trade Area depends on the convergence now underway of Mexi-can, Canadian and American cultures. Japan, in contrast, faces difficulties in creating a comparable economic entity in East Asia because Japan is a society and civilization unique to itself. However strong the trade and invest-ment links Japan may develop with other East Asian countries, its cultural differences with those countries inhibit and perhaps preclude its promoting regional economic integration like that in Europe and North America.

Common culture, in contrast, is clearly facilitating the rapid expansion of the econo-mic relations between the People's Republic of China and Hong Kong, Taiwan, Singapore and the overseas Chinese communities in other Asian countries. With the Cold War over, cultural commonalities increasingly over-come ideological differences, and mainland China and Taiwan move closer together. If cultural commonality is a prerequisite for economic integration, the principal East Asian economic bloc of the future is likely to be centered on China. This bloc is, in fact, already coming into existence. As Murray Weidenbaum has observed,

"Despite the current Japanese dominance of the region, the Chinese-based economy of Asia is rapidly emerging as a new epicenter for industry, com-merce and finance. This strategic area contains substantial amounts of technology and manufacturing capability (Taiwan), outstanding entrepre-neurial, marketing and services acumen (Hong Kong), a fine communications network Singapore), a tremendous pool of financial capital (all three), and very large endowments of land, resources and labor (mainland China).... From Guangzhou to Singapore, from Kuala Lumpur to Manila, this influential network--often based on extensions of the traditional clans--has been described as the backbone of the East Asian economy."(1)

Culture and religion also form the basis of the Economic Cooperation Organi-zation, which brings together ten non-Arab Muslim countries: Iran, Pakistan, Turkey, Azerbaijan, Kazakhstan, Kyrgyzstan, Turkmenistan, Tadjikistan, Uzbekistan and Afghanistan. One impetus to the revival and expansion of this organization, founded originally in the 1960 by Turkey, Pakistan and Iran, is the realization by the leaders of several of these countries that they had no chance of admission to the European Community. Similarly, Caricom, the Central American Common Market and Mercosur rest on common cultural foundations. Efforts to build a broader Caribbean-Central American economic entity bridging the Anglo-Latin divide, however, have to date failed.

As people define their identity in ethnic and religious terms, they are likely to see an "us" versus "them" relation existing between themselves and people of different ethnicity or religion. The end of ideologically defined states in Eastern Europe and the former Soviet Union permits traditional ethnic identities and animosities to come to the fore. Differences in culture and religion create differences over policy issues, ranging from human rights to immigration to trade and commerce to the environment. Geographical propin-quity gives rise to conflicting territorial claims from Bosnia to Mindanao. Most important, the efforts of the West to promote its values of democracy and liberalism as universal values, to maintain its military predominance and to advance its economic interests engender countering responses from other civili-zations. Decreasingly able to mobilize support and form coalitions on the basis of ideology, governments and groups will increasingly attempt to mobilize support by appealing to common religion and civilization identity.

The clash of civilizations thus occurs at two levels. At the microlevel, adjacent groups along the fault lines between civilizations struggle, often violently, over the control of territory and each other. At the macro-level, states from different civilizations compete for relative military and economic power, struggle over the control of international institutions and third parties, and competitively promote their particular political and religious values.

THE FAULT LINES BETWEEN CIVILIZATIONS

The fault lines between civilizations are replacing the political and ideological boun-daries of the Cold War as the flash points for crisis and bloodshed. The Cold War began when the Iron Curtain divided Europe politically and ideologically. The Cold War ended with the end of the Iron Curtain. As the ideological division of Europe has disappeared, the cultural division of Europe between Western Christianity, on the one hand, and Orthodox Christianity and Islam, on the other, has reemerged. The most significant dividing line in Europe, as William Wallace has suggested, may well be the eastern boundary of Western Christianity in the year 1500. This line runs along what are now the boundaries between Finland and Russia and between the Baltic states and Russia, cuts through Belarus and Ukraine separating the more Catholic western Ukraine from Orthodox eastern Ukraine, swings westward separating Transylvania from the rest of Romania, and then goes through Yugoslavia almost exactly along the line now sepa-rating Croatia and Slovenia from the rest of Yugoslavia. In the Balkans this line, of course, coincides with the historic boundary between the Hapsburg and Ottoman empires. The peoples to the north and west of this line are Protestant or Catholic; they shared the common experiences of European history--feudalism, the Renaissance, the Reformation, the Enlightenment, the French Revolution, the Industrial Revolution; they are generally economically better off than the peoples to the east; and they may now look forward to increasing involvement in a common European economy and to the consolidation of democratic political systems. 

The peoples to the east and south of this line are Orthodox or Muslim; they histo-rically belonged to the Ottoman or Tsarist empires and were only lightly touched by the shaping events in the rest of Europe; they are generally less advanced econo-mically; they seem much less likely to develop stable democratic political systems. The Velvet Curtain of culture has replaced the Iron Curtain of ideology as the most significant dividing line in Europe. As the events in Yugoslavia show, it is not only a line of difference; it is also at times a line of bloody conflict.

Conflict along the fault line between Western and Islamic civilizations has been going on for 1,300 years. After the founding of Islam, the Arab and Moorish surge west and north only ended at Tours in 732. From the eleventh to the thirteenth century the Crusaders attempted with temporary success to bring Christianity and Christian rule to the Holy Land. From the fourteenth to the seventeenth century, the Ottoman Turks reversed the balance, extended their sway over the Middle East and the Balkans, captured Constantinople, and twice laid siege to Vienna. In the nineteenth and early twentieth centuries as Ottoman power declined Britain, France, and Italy established Western control over most of North Africa and the Middle East.

After World War 11, the West, in turn, began to retreat; the colonial empires disappeared; first Arab nationalism and then Islamic fundamentalism mani-fested themselves; the West became heavily dependent on the Persian Gulf countries for its energy; the oil-rich Muslim countries became moneyrich and, when they wished to, weapons-rich. Several wars occurred between Arabs and Israel (created by the West). France fought a bloody and ruthless war in Algeria for most of the 1950; British and French forces invaded Egypt in 1956; American forces went into Lebanon in 1958; subsequently American forces returned to Lebanon, attacked Libya, and engaged in various military encounters with Iran; Arab and Islamic terrorists, sup-ported by at least three Middle Eastern governments, employed the weapon of the weak and bom-bed Western planes and installations and seized Western hostages. This warfare between Arabs and the West culminated in 1990, when the United States sent a massive army to the Persian Gulf to defend some Arab coun-tries against aggression by another. In its aftermath NATO planning is increasingly directed to potential threats and instability along its "southern tier."

This centuries-old military interaction between the West and Islam is unlikely to decline. It could become more virulent. The Gulf War left some Arabs feeling proud that Saddam Hussein had attacked Israel and stood up to the West. It also left many feeling humiliated and resentful of the West's military presence in the Persian Gulf, the West's overwhelming military dominance, and their apparent inability to shape their own destiny. Many Arab countries, in addition to the oil exporters, are reaching levels of economic and social development where autocratic forms of government become inappropriate and efforts to introduce democracy become stronger. Some openings in Arab political systems have already occurred. The principal beneficiaries of these openings have been Islamist movements. In the Arab world, in short, Wes-tern democracy strengthens anti-Western political forces. This may be a passing phenomenon, but it surely complicates relations between Islamic countries and the West.

Those relations are also complicated by demography. The spectacular popu-lation growth in Arab countries, particularly in North Africa, has led to increased migration to Western Europe. 

The movement within Western Europe toward minimizing internal boundaries has sharpened political sensitivities with respect to this development. In Italy, France and Germany, racism is increasingly open, and political reactions and violence against Arab and Turkish migrants have become more intense and more widespread since 1990.

On both sides the interaction between Islam and the West is seen as a clash of civilizations. The West's "next confrontation," observes M. J. Akbar, an Indian Muslim author, "is definitely going to come from the Muslim world. It is in the sweep of the Islamic nations from the Maghreb to Pakistan that the struggle for a new world order will begin." Bernard Lewis comes to a similar conclusion:

We are facing a mood and a movement far transcending the level of issues and policies and the governments that pursue them. This is no less than a clash of civilizations--the perhaps irrational but surely historic reaction of an ancient rival against our Judeo-Christian heritage, our secular present, and the worldwide expansion of both.(2)

Historically, the other great antagonistic interaction of Arab Islamic civilization has been with the pagan, animist, and now increasingly Christian black peoples to the south. In the past, this antagonism was epitomized in the image of Arab slave dealers and black slaves. It has been reflected in the on-going civil war in the Sudan between Arabs and blacks, the fighting in Chad between Libyan-supported insurgents and the government, the tensions between Orthodox Christians and Muslims in the Horn of Africa, and the political conflicts, recurring riots and communal violence between Muslims and Christians in Nigeria. The modernization of Africa and the spread of Christianity are likely to enhance the probability of violence along this fault line. Symptomatic of the intensification of this conflict was the Pope John Paul II's speech in Khartoum in February I993 attacking the actions of the Sudan's Islamist government against the Christian minority there.

On the northern border of Islam, conflict has increasingly erupted between Orthodox and Muslim peoples, including the carnage of Bosnia and Sarajevo, the simmering violence between Serb and Albanian, the tenuous relations between Bulgarians and their Turkish minority, the violence between Osse-tians and Ingush, the unremitting slaughter of each other by Armenians and Azeris, the tense relations between Russians and Muslims in Central Asia, and the deployment of Russian troops to protect Russian interests in the Caucasus and Central Asia. Religion reinforces the revital of ethnic identities and restimulates Russian fears about the security of their southern borders. This concern is well captured by Archie Roosevelt:

Much of Russian history concerns the struggle between the Slavs and the Turkic peoples on their borders, which dates back to the foundation of the Russian state more than a thousand years ago. In the Slavs' millennium-long confrontation with their eastern neighbors lies the key to an understanding not only of Russian history, but Russian character. To understand Russian realities today one has to have a concept of the great Turkic ethnic group that has preoccupied Russians through the centuries.(3)

The conflict of civilizations is deeply rooted elsewhere in Asia. The historic clash between Muslim and Hindu in the subcontinent manifests itself now not only in the rivalry between Pakistan and India but also in intensifying religious strife within India between increasingly militant Hindu groups and India's substantial Muslim minority. 

The destruction of the Ayodhya mosque in December 1992 brought to the fore the issue of whether India will remain a secular democratic state or become a Hindu one. In East Asia, China has outstanding territorial disputes with most of its neighbors. It has pursued a ruthless policy toward the Buddhist people of Tibet, and it is pursuing an increasingly ruthless policy toward its Turkic-Muslim minority. With the Cold War over, the underlying differences between China and the United States have reasserted them-selves in areas such as human rights, trade and weapons proliferation. These differences are unlikely to moderate. A "new cold war," Deng Xaioping reportedly asserted in 1991, is under way between China and America.

The same phrase has been applied to the increasingly difficult relations between Japan and the United States. Here cultural difference exacerbates economic conflict. People on each side allege racism on the other, but at least on the American side the antipathies are not racial but cultural. The basic values, attitudes, behavioral patterns of the two societies could hardly be more different. The economic issues between the United States and Europe are no less serious than those between the United States and Japan, but they do not have the same political salience and emotional intensity because the differences between American culture and European culture are so much less than those between American civilization and Japanese civili-zation.

The interactions between civilizations vary greatly in the extent to which they are likely to be characterized by violence. Economic competition clearly predominates between the American and European subcivilizations of the West and between both of them and Japan. On the Eurasian continent, however, the proliferation of ethnic conflict, epitomized at the extreme in "eth-nic cleansing," has not been totally random. It has been most frequent and most violent between groups belonging to different civilizations. In Eurasia the great historic fault lines between civilizations are once more aflame. This is particularly true along the boundaries of the crescentshaped Islamic bloc of nations from the bulge of Africa to central Asia. Violence also occurs between Muslims, on the one hand, and Orthodox Serbs in the Balkans, Jews in Israel, Hindus in India, Buddhists in Burma and Catholics in the Philippines. Islam has bloody borders.

CIVILIZATION RALLYING: THE KIN-COUNTRY SYNDROME
Groups or states belonging to one civilization that become involved in war with people from a different civilization naturally try to rally support from other members of their own civilization. As the post-Cold War world evolves, civili-zation commonality, what H. D. S. Greenway has termed the "kincountry" syndrome, is replacing political ideology and traditional balance of power considerations as the principal basis for cooperation and coalitions. It can be seen gradually emerging in the post-Cold War conflicts in the Persian Gulf, the Caucasus and Bosnia. None of these was a full-scale war between civilizations, but each involved some elements of civilizational rallying, which seemed to become more important as the conflict continued and which may provide a foretaste of the future.

First, in the Gulf War one Arab state invaded another and then fought a coalition of Arab, Western and other states. While only a few Muslim governments overtly supported Saddam Hussein, many Arab elites privately cheered him on, and he was highly popular among large sections of the Arab publics. 

Islamic fundamentalist movements universally supported Iraq rather than the Westernbacked governments of Kuwait and Saudi Arabia. Forswearing Arab nationalism, Saddam Hussein expli-citly invoked an Islamic appeal. He and his supporters attempted to define the war as a war between civilizations. "It is not the world against Iraq," as Safar Al-Hawali, dean of Islamic Studies at the Umm Al-Qura University in Mecca, put it in a widely circulated tape. "It is the West against Islam." Ignoring the rivalry between Iran and Iraq, the chief Iranian religious leader, Ayatollah Ali Khamenei, called for a holy war against the West: "The struggle against American aggression, greed, plans and policies will be counted as a jihad, and anybody who is killed on that path is a martyr." "This is a war," King Hussein of Jordan argued, "against all Arabs and all Muslims and not against Iraq alone."

The rallying of substantial sections of Arab elites and publics behind Saddam Hussein caused those Arab governments in the anti-Iraq coalition to mode-rate their activities and temper their public statements. Arab governments opposed or dis-tanced themselves from subsequent Western efforts to apply pressure on Iraq, including enforcement of a no-fly zone in the summer of 1992 and the bombing of Iraq in january I993. The Western- Soviet-Turkish-Arab anti-Iraq coalition of 1990 had by 1993 become a coalition of almost only the West and Kuwait against Iraq.

Muslims contrasted Western actions against Iraq with the West's failure to protect Bosnians against Serbs and to impose sanctions on Israel for vio-lating U.N. resolutions. The West, they alleged, was using a double stan-dard. A world of clashing civilizations, however, is inevitably a world of double standards: people apply one standard to their kin- countries and a different standard to others.

Second, the kin-country syndrome also appeared in conflicts in the former Soviet Union. Armenian military successes in 1992 and I993 stimulated Turkey to become increasingly supportive of its religious, ethnic and linguistic brethren in Azerbaijan. "We have a Turkish nation feeling the same senti-ments as the Azerbaijanis," said one Turkish official in 1992. "We are under pressure. Our newspapers are full of the photos of atrocities and are asking us if we are still serious about pursuing our neutral policy. Maybe we should show Armenia that there's a big Turkey in the region." President Turgut Ozal agreed, remarking that Turkey should at least "scare the Armenians a little bit." Turkey, Ozal threatened again in 1993, would "show its fangs." Turkish Air Force jets flew reconnaissance flights along the Armenian border; Turkey suspended food shipments and air flights to Armenia; and Turkey and Iran announced they would not accept dismemberment of Azerbaijan. In the last years of its existence, the Soviet government supported Azerbaijan because its government was dominated by former communists. With the end of the Soviet Union, however, political considerations gave way to religious ones. Russian troops fought on the side of the Armenians, and Azerbaijan accused the "Russian government of turning 180 degrees" toward support for Chris-tian Armenia.

Third, with respect to the fighting in the former Yugoslavia, Western publics manifested sympathy and support for the Bosnian Muslims and the horrors they suffered at the hands of the Serbs. Relatively little concern was expres-sed, however, over Croatian attacks on Muslims and participation in the dismemberment of Bosnia-Herzegovina. In the early stages of the Yugoslav breakup, Germany, in an unusual display of diplomatic initiative and muscle, induced the other II members of the European Community to follow its lead in recognizing Slovenia and Croatia. As a result of the pope's determination to provide strong backing to the two Catholic countries, the Vatican extended recognition even before the Community did. 

The United States followed the European lead. Thus the leading actors in Western civilization rallied behind their coreligionists. Subsequently Croatia was reported to be receiving substantial quantities of arms from Central European and other Western countries. Boris Yeltsin's government, on the other hand, attempted to pursue a middle course that would be sympathetic to the Orthodox Serbs but not alienate Russia from the West. Russian conservative and nationalist groups, however, including many legislators, attacked the government for not being more forthcoming in its support for the Serbs. By early 1993 several hundred Russians apparently were serving with the Serbian forces, and reports circulated of Russian arms being supplied to Serbia.

Islamic governments and groups, on the other hand, castigated the West for not coming to the defense of the Bosnians. Iranian leaders urged Muslims from all countries to provide help to Bosnia; in violation of the U.N. arms embargo, Iran supplied weapons and men for the Bosnians; Iranian-sup-ported Lebanese groups sent guerriuas to train and organize the Bosnian forces. In I993 uP to 4,000 Muslims from over two dozen Islamic countries were reported to be fighting in Bosnia. The governments of Saudi Arabia and other countries felt under increasing pressure from fundamentalist groups in their own societies to provide more vigorous support for the Bosnians. By the end of 1992, Saudi Arabia had reportedly supplied substantial funding for weapons and supplies for the Bosnians, which significantly increased their military capabilities vis-a-vis the Serbs.

In the 1930s the Spanish Civil War provoked intervention from countries that politically were fascist, communist and democratic. In the 1990s the Yugo-slav conflict is provoking intervention from countries that are Muslim, Ortho-dox and Western Christian. The parallel has not gone unnoticed. "The war in Bosnia-Herzegovina has become the emotional equivalent of the fight against fascism in the Spanish Civil War," one Saudi editor observed. "Those who died there are regarded as martyrs who tried to save their fellow Muslims."

Conflicts and violence will also occur between states and groups within the same civilization. Such conflicts, however, are likely to be less intense and less likely to expand than conflicts between civilizations. Common member-ship in a civilization reduces the probability of violence in situations where it might otherwise occur. In 1991 and 1992 many people were alarmed by the possibility of violent conflict between Russia and Ukraine over territory, parti-cularly Crimea, the Black Sea fleet, nuclear weapons and economic issues. If civilization is what counts, however, the likelihood of violence between Ukrai-nians and Russians should be low. They are two Slavic, primarily Orthodox peoples who have had close relationships with each other for centuries. As of early 1993, despite all the reasons for conflict, the leaders of the two coun-tries were effectively negotiating and defusing the issues between the two countries. While there has been serious fighting between Muslims and Christians elsewhere in the former Soviet Union and much tension and some fighting between Western and Orthodox Christians in the Baltic states, there has been virtually no violence between Russians and Ukrainians.

Civilization rallying to date has been limited, but it has been growing, and it clearly has the potential to spread much further. As the conflicts in the Per-sian Gulf, the Caucasus and Bosnia continued, the positions of nations and the cleavages between them increasingly were along civilizational lines. Populist politicians, religious leaders and the media have found it a potent means of arousing mass support and of pressuring hesitant governments. In the coming years, the local conflicts most likely to escalate into major wars will be those, as in Bosnia and the Caucasus, along the fault lines between civilizations. The next world war, if there is one, will be a war between civilizations.

THE WEST VERSUS THE REST

The west in now at an extraordinary peak of power in relation to other civili-zations. Its superpower opponent has disappeared from the map. Military conflict among Wes-tern states is unthinkable, and Western military power is unrivaled. Apart from Japan, the West faces no economic challenge. It domi-nates international political and security institutions and with Japan inter-national economic institutions. Global political and security issues are effec-tively settled by a directorate of the United States, Britain and France, world economic issues by a directorate of the United States, Germany and Japan, all of which maintain extraordinarily close relations with each other to the ex-clusion of lesser and largely non-Western countries. Decisions made at the U.N. Security Council or in the International Monetary Fund that reflect the interests of the West are presented to the world as reflecting the desires of the world community. The very phrase "the world community" has become the euphemistic collective noun (replacing "the Free World") to give global legitimacy to actions reflecting the interests of the United States and other Western powers.(4) Through the IMF and other international economic institutions, the West promotes its economic interests and imposes on other nations the economic policies it thinks appropriate. In any poll of non-Western peoples, the IMF undoubtedly would win the support of finance ministers and a few others, but get an overwhelmingly unfavorable rating from just about everyone else, who would agree with Georgy Arbatov's characterization of IMF officials as "neo-Bolsheviks who love expropriating other people's money, imposing undemocratic and alien rules of economic and political conduct and stifling economic freedom."

Western domination of the U.N. Security Council and its decisions, tempered only by occasional abstention by China, produced U.N. legitimation of the West's use of force to drive Iraq out of Kuwait and its elimination of Iraq's sophisticated weapons and capacity to produce such weapons. It also pro-duced the quite unprecedented action by the United States, Britain and France in getting the Security Council to demand that Libya hand over the Pan Am 103 bombing suspects and then to impose sanctions when Libya refused. After defeating the largest Arab army, the West did not hesitate to throw its weight around in the Arab world. The West in effect is using inter-national institutions, military power and economic resources to run the world in ways that will maintain Western predominance, protect Western interests and promote Western political and economic values.

That at least is the way in which non-Westerners see the new world, and there is a significant element of truth in their view. Differences in power and struggles for military, economic and institutional power are thus one source of conflict between the West and other civilizations. Differences in culture, that is basic values and beliefs, are a second source of conflict. V. S. Naipaul has argued that Western civilization is the "universal civilization" that "fits all men." At a superficial level much of Western culture has indeed permeated the rest of the world. At a more basic level, however, Western concepts differ fundamentally from those prevalent in other civilizations. Western ideas of individualism, liberalism, constitutionalism, human rights, equality, liberty, the rule of law, democracy, free markets, the separation of church and state, 

often have little resonance in Islamic, Confucian, Japanese, Hindu, Buddhist or Orthodox cultures. Western efforts to propagate such ideas produce in-stead a reaction against "human rights imperialism" and a reaffirmation of indigenous values, as can be seen in the support for religious fundamen-talism by the younger gene-ration in non-Western cultures. The very notion that there could be a "universal civilization" is a Western idea, directly at odds with the particularism of most Asian societies and their emphasis on what distinguishes one people from another. Indeed, the author of a review of 100 comparative studies of values in different societies concluded that "the va-lues that are most important in the West are least important worldwide."(5) In the political realm, of course, these differences are most manifest in the efforts of the United States and other Western powers to induce other peo-ples to adopt Western ideas concerning democracy and human rights. Mo-dern democratic government originated in the West. When it has developed in non-Western societies it has usually been the product of Western colonia-lism or imposition.

The central axis of world politics in the future is likely to be, in Kishore Mahbubani's phrase, the conflict between "the West and the Rest" and the responses of non-Western civilizations to Western power and values.(6) Those responses generally take one or a combination of three forms. At one extreme, non-Western states can, like Burma and North Korea, attempt to pursue a course of isolation, to insulate their societies from penetration or "corruption" by the West, and, in effect, to opt out of participation in the Western-dominated global community. The costs of this course, however, are high, and few states have pursued it exclusively. A second alternative, the equivalent of "band- wagoning" in international relations theory, is to attempt to join the West and accept its values and institutions. The third alternative is to attempt to "balance" the West by developing economic and military power and cooperating with other non-Western societies against the West, while preserving indigenous values and institutions; in short, to modernize but not to Westernize.

THE TORN COUNTRIES
In the future, as people differentiate themselves by civilization, countries with large numbers of peoples of different civilizations, such as the Soviet Union and Yugo-slavia, are candidates for dismemberment. Some other countries have a fair degree of cultural homogeneity but are divided over whether their society belongs to one civilization or another. These are torn countries. Their leaders typically wish to pursue a bandwagoning strategy and to make their countries members of the West, but the history, culture and traditions of their countries are non-Western. The most obvious and prototypical torn country is Turkey. The late twentieth-century leaders of Turkey have followed in the Attaturk tradition and defined Turkey as a modern, secular, Western nation state. They allied Turkey with the West in NATO and in the Gulf War; they applied for membership in the European Community. At the same time, however, elements in Turkish society have supported an Islamic revival and have argued that Turkey is basically a Middle Eastern Muslim society. In addition, while the elite of Turkey has defined Turkey as a Western society, the elite of the West refuses to accept Turkey as such. Turkey will not become a member of the European Community, and the real reason, as President Ozal said, "is that we are Muslim and they are Christian and they don't say that." Having rejected Mecca, and then being rejected by Brussels, where does Turkey look? Tashkent may be the answer. The end of the So-viet Union gives Turkey the opportunity to become the leader of a revived Turkic civilization involving seven countries from the borders of Greece to those of China. Encouraged by the West, Turkey is making strenuous efforts to carve out this new identity for itself.

During the past decade Mexico has assumed a position somewhat similar to that of Turkey. Just as Turkey abandoned its historic opposition to Europe and attempted to join Europe, Mexico has stopped defining itself by its opposition to the United States and is instead attempting to imitate the United States and to join it in the North American Free Trade Area. Mexican leaders are engaged in the great task of redefining Mexican identity and have intro-duced fundamental economic reforms that eventually will lead to fundamental political change. In 1991 a top adviser to Presi-dent Carlos Salinas de Gortari described at length to me all the changes the Salinas government was making. When he finished, I remarked: "That's most impressive. It seems to me that basically you want to change Mexico from a Latin American country into a North American country." He looked at me with surprise and exclaim-ed: "Exactly! That's precisely what we are trying to do, but of course we could never say so publicly." As his remark indicates, in Mexico as in Turkey, significant elements in society resist the redefinition of their country's identity. In Turkey, European-oriented leaders have to make gestures to Islam (Ozal's pilgrimage to Mecca); so also Mexico's North American-oriented leaders have to make gestures to those who hold Mexico to be a Latin American country (Salinas' Ibero-American Guadalajara summit).

Historically Turkey has been the most profoundly torn country. For the United States, Mexico is the most immediate torn country. Globally the most important torn country is Russia. The question of whether Russia is part of the West or the leader of a distinct Slavic-Orthodox civilization has been a recurring one in Russian history. That issue was obscured by the communist victory in Russia, which imported a Western ideology, adapted it to Russian conditions and then challenged the West in the name of that ideology. The dominance of communism shut off the historic debate over Westernization versus Russification. With communism discredited Russians once again face that question.

President Yeltsin is adopting Western principles and goals and seeking to make Russia a "normal" country and a part of the West. Yet both the Russian elite and the Russian public are divided on this issue. Among the more moderate dissenters, Sergei Stankevich argues that Russia should reject the "Atlanticist" course, which would lead it "to become European, to become a part of the world economy in rapid and organized fashion, to become the eighth member of the Seven, and to put particular emphasis on Germany and the United States as the two dominant members of the Atlantic alliance." While also rejecting an exclusively Eurasian policy, Stankevich nonetheless argues that Russia should give priority to the protection of Russians in other countries, emphasize its Turkic and Muslim connections, and promote "an appreciable redistribution of our resources, our options, our ties, and our interests in favor of Asia, of the eastern direction." People of this persuasion criticize Yeltsin for subordinating Russia's interests to those of the West, for reducing Russian military strength, for failing to support traditional friends such as Serbia, and for pushing economic and political reform in ways injurious to the Russian people. Indicative of this trend is the new popularity of the ideas of Petr Savitsky, who in the 1920s argued that Russia was a unique Eurasian civilization.(7) More extreme dissidents voice much more blatantly nationalist, anti-Western and anti-Semitic views, and urge Russia to redevelop its military strength and to establish closer ties with China and Muslim countries. The people of Russia are as divided as the elite. An opinion survey in European Russia in the spring of 1992 revealed that 40 percent of the public had positive attitudes toward the West and 36 percent had negative attitudes. As it has been for much of its history, Russia in the early 1990s is truly a torn country.

To redefine its civilization identity, a torn country must meet three require-ments. First, its political and economic elite has to be generally supportive of and enthusiastic about this move. Second, its public has to be willing to acquiesce in the redefinition. Third, the dominant groups in the recipient civili-zation have to be willing to embrace the convert. All three requirements in large part exist with respect to Mexico. The first two in large part exist with respect to Turkey. It is not clear that any of them exist with respect to Russia's joining the West. The conflict between liberal democracy and Marxism- Leninism was between ideologies which, despite their major diffe-rences, ostensibly shared ultimate goals of freedom, equality and prosperity. A traditional, authoritarian, nationalist Russia could have quite different goals. A Western democrat could carry on an intellectual debate with a Soviet Marx-ist. It would be virtually impossible for him to do that with a Russian traditionalist. If, as the Russians stop behaving like Marxists, they reject liberal democracy and begin behaving like Russians but not like Westerners, the relations between Russia and the West could again become distant and conflictual.(8)

THE CONFUCIAN-ISLAMIC CONNECTION
The obstacles to non-Western countries joining the West vary considerably. They are least for Latin American and East European countries. They are greater for the Orthodox countries of the former Soviet Union. They are still greater for Muslim, Confucian, Hindu and Buddhist societies. Japan has established a unique position for itself as an associate member of the West: it is in the West in some respects but clearly not of the West in important dimensions. Those countries that for reason of culture and power do not wish to, or cannot, join the West compete with the West by developing their own economic, military and political power. They do this by promoting their internal development and by cooperating with other non-Western countries. The most prominent form of this cooperation is the Confucian-Islamic con-nection that has emerged to challenge Western interests, values and power.

Almost without exception, Western countries are reducing their military power; under Yeltsin's leadership so also is Russia. China, North Korea and several Middle Eastern states, however, are significantly expanding their military capabilities. They are doing this by the import of arms from Western and non-Western sources and by the development of indigenous arms industries. One result is the emergence of what Charles Krauthammer has called "Weapon States," and the Weapon States are not Western states. Another result is the redefinition of arms control, which is a Western concept and a Western goal. During the Cold War the primary purpose of arms control was to establish a stable military balance between the United States and its allies and the Soviet Union and its allies. In the post-Cold War world the primary objective of arms control is to prevent the development by non-Western societies of military capabilities that could threaten Western inte-rests. The West attempts to do this through international agreements, eco-nomic pressure and controls on the tran-sfer of arms and weapons tech-nologies.

The conflict between the West and the Confucian-Islamic states focuses largely, although not exclusively, on nuclear, chemical and biological wea-pons, ballistic missiles and other sophisticated means for delivering them, and the guidance, intelli-gence and other electronic capabilities for achieving that goal. The West promotes nonproliferation as a universal norm and non-proliferation treaties and inspections as means of realizing that norm. It also threatens a variety of sanctions against those who promote the spread of sophisticated weapons and proposes some benefits for those who do not. The attention of the West focuses, naturally, on nations that are actually or potentially hostile to the West.

The non-Western nations, on the other hand, assert their right to acquire and to deploy whatever weapons they think necessary for their security. They also have absorbed, to the full, the truth of the response of the Indian defen-se minister when asked what lesson he learned from the Gulf War: "Don't fight the United States unless you have nuclear weapons." Nuclear weapons, chemical weapons and missiles are viewed, probably erroneously, as the potential equalizer of superior Western conventional power. China, of course, already has nuclear weapons; Pakistan and India have the capability to de-ploy them. North Korea, Iran, Iraq, Libya and Algeria appear to be attempting to acquire them. A top Iranian official has declared that all Muslim states should acquire nuclear weapons, and in 1988 the president of Iran reportedly issued a directive calling for development of "offensive and defensive chemical, biological and radiological weapons."

Centrally important to the development of counter-West military capabilities is the sustained expansion of China's military power and its means to create military power. Buoyed by spectacular economic development, China is rapidly increasing its military spending and vigorously moving forward with the modernization of its armed forces. It is purchasing weapons from the former Soviet states; it is developing long-range missiles; in 1992 it tested a one-megaton nuclear device. It is developing powerprojection capabilities, acquiring aerial refueling technology, and trying to purchase an aircraft carrier. Its military buildup and assertion of sovereignty over the South China Sea are provoking a multilateral regional arms race in East Asia. China is also a major exporter of arms and weapons technology. It has exported materials to Libya and Iraq that could be used to manufacture nuclear wea-pons and nerve gas. It has helped Algeria build a reactor suitable for nuclear weapons research and production. China has sold to Iran nuclear technology that American officials believe could only be used to create weapons and apparently has shipped components of 300-mile-range missiles to Pakistan. North Korea has had a nuclear weapons program under way for some while and has sold advanced missiles and missile technology to Syria and Iran. The flow of weapons and weapons technology is generally from East Asia to the Middle East. There is, however, some movement in the reverse direction; China has received Stinger missiles from Pakistan.

A Confucian-Islamic military connection has thus come into being, designed to promote acquisition by its members of the weapons and weapons techno-logies needed to counter the military power of the West. It may or may not last. At present, however, it is, as Dave McCurdy has said, "a renegades' mutual support pact, run by the proliferators and their backers." A new form of arms competition is thus occurring between Islamic-Confucian states and the West. In an old-fashioned arms race, each side developed its own arms to balance or to achieve superiority against the other side. In this new form of arms competition, one side is developing its arms and the other side is attempting not to balance but to limit and prevent that arms build-up while at the same time reducing its own military capabilities.

IMPLICATIONS FOR THE WEST

This article does not argue that civilization identities will replace all other identities, that nation states will disappear, that each civilization will become a single coherent political entity, that groups within a civilization will not conflict with and even fight each other. This paper does set forth the hypo-theses that differences between civilizations are real and important; civiliza-tion- consciousness is increasing; conflict between civilizations will supplant ideological and other forms of conflict as the dominant global form of conflict; international relations, historically a game played out within Western civili-zation, will increasingly be de-Westernized and become a game in which non-Western civilizations are actors and not simply objects; successful politi-cal, security and economic international institutions are more likely to develop within civilizations than across civilizations; conflicts between groups in diffe-rent civilizations will be more frequent, more sustained and more violent than conflicts between groups in the same civilization; violent conflicts between groups in different civilizations are the most likely and most dangerous sour-ce of escalation that could lead to global wars; the paramount axis of world politics will be the relations between "the West and the Rest"; the elites in some torn non-Western countries will try to make their countries part of the West, but in most cases face major obstacles to accomplishing this; a central focus of conflict for the immediate future will be between the West and seve-ral Islamic-Confucian states.

This is not to advocate the desirability of conflicts between civilizations. It is to set forth descriptive hypotheses as to what the future may be like. If these are plausible hypotheses, however, it is necessary to consider their implica-tions for Western policy. These implications should be divided between short-term advantage and long- term accommodation. In the short term it is clearly in the interest of the West to promote greater cooperation and unity within its own civilization, particularly between its European and North American com-ponents; to incorporate into the West societies in Eastern Europe and Latin America whose cultures are close to those of the West; to promote and maintain cooperative relations with Russia and Japan; to prevent escalation of local inter-civilization conflicts into major inter-civilization wars; to limit the expansion of the military strength of Confucian and Islamic states; to mode-rate the reduction of Western military capabilities and maintain military superiority in East and Southwest Asia; to exploit differences and conflicts among Confucian and Islamic states; to support in other civilizations groups sympathetic to Western values and interests; to strengthen international insti-tutions that reflect and legitimate Western interests and values and to promote the involvement of non-Western states in those institutions.

In the longer term other measures would be called for. Western civilization is both Western and modern. Non-Western civilizations have attempted to be-come modern without becoming Western. To date only Japan has fully suc-ceeded in this quest. Non-Western civilizations will continue to attempt to acquire the wealth, technology, skills, machines and weapons that are part of being modern. They will also attempt to reconcile this modernity with their traditional culture and values. Their economic and military strength relative to the West will increase. Hence the West will increasingly have to accommo-date these non-Western modern civilizations whose power approaches that of the West but whose values and interests differ significantly from those of the West. This will require the West to maintain the economic and military power necessary to protect its interests in relation to these civilizations. It will also, however, require the West to develop a more profound understanding of the basic religious and philosophical assumptions underlying other civili-zations and the ways in which people in those civilizations see their interests. It will require an effort to identify elements of commonality between Western and other civilizations. For the relevant future, there will be no universal civili-zation, but instead a world of different civilizations, each of which will have to learn to coexist with the others.
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