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elcome to the global teaching and learning community of the Lan-

guage Center at the South East European University.

This bulletin provides an opportunity to break our silence as educa-

tors by sharing our teaching experiences and by learning from each
other. We are confident that it will help us identify our strengths and weakness-
es as well as give us extraordinary ideas about improving our teaching practices.

Our teaching practices and philosophies have transformed enormously in the
last decade. The Language Center has played a tremendous role in transforming
the teaching and learning practices from the common traditional perspectives
to more contemporary ones. As portrayed in the cover photo, thus far we have
managed to open the doors half way and by investing in educational develop-
ment with projects such as this bulletin, we believe we can fully open them and
join the world leaders in teaching and learning. The Language Center remains
committed to transforming the way we teach and the way our students learn.

The bulletin is planned for publication once in each academic semester. Its
main goal is to present the excellent teaching and learning results that the Lan-
guage Center has achieved throughout the years of its existence. As a center, we
will utilize it to present our research results and practical classroom experiences
and share them with all passionate teachers around the globe. The bulletin pro-
vides a lively and informative discussion with a single purpose of offering ideas
and insights to educators who are passionate about teaching. This issue delivers
thought-provoking and inspirational articles on critical topics about teaching and
learning. It is particularly special since we have invited dozens of teachers and
scholars from different countries and disciplines to contribute with their articles
with topics ranging from classroom experiences, teaching philosophies, applica-
tion of theories in practice, to developing university partnerships.

What makes the bulletin even more unique is the international editorial board
which is comprised of professors, scholars and teachers who are committed to
the development of the concept of effective teaching in a global setting. They
come from five different universities in Europe and the United States. | would
like to wholeheartedly thank them for accepting my invitation to offer their input
into the whole process and for making this publication possible. Similarly, the
establishment of a peer-review process makes the publication particularly strong
and credible.

We invite you to join us in this rather ambitious journey on changing and
improving our teaching practices and help our students learn better. Please enjoy
reading the articles and do not hesitate to send us any comments, questions or
suggestions you might have. On behalf of the editorial board and the Language
Center | thank you for your support and we hope you find the bulletin useful to
your teaching career.

Artan Limani
Lecturer
LC, SEEU
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In the name of South East European University (SEEU), | welcome the
initiative of our Language Center to further the discussion on teaching and
learning through this bulletin “Talking About Learning”. SEEU is a young uni-
versity (not even ten years old) yet we have established a name for ourselves
in the Balkans and a locus of innovation and good practice. The number of
“firsts” that we claim is impressive and growing each year: we were the first
trilingual University in Macedonia and perhaps the Balkans; we may or may
not have been the first Balkan university to adopt the credit transfer system
known in Bologna parlance as ECTS (European Credit Transfer System); but |
am most proud, of one new practice - we have made the students the center
of our university, not just in name, but in practice.

The Language Center at SEEU has been at the leader of our efforts to in-
troduce new methods of teaching, not just languages (Albanian, Macedonian,
English), but all subjects. It has not been an easy task to return teaching and
learning back to their proper places, but the results are palpable and immedi-
ate. Our students are subjected to vastly different pressures and stresses than
those of a generation ago and it is always difficult to see the world from the
perspective of a first-year University student in the year 2011. Still, once we
close the door of our classroom, roll up our sleeves and see the eager eyes of
young people ready to learn, we know why we chose to be teachers in the
first place.

| am sure all teachers will find much useful information and new practices
in this bulletin and | look forward to future issues.

Paul M. Foster

Provost and Senior Vice President for Academic Affairs
Vice Rector for Academic Affairs

South East European University

Tetovo, Macedonia
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Stephen J. Langendorfer, Ph.D., is Professor of Kinesiology in the School of Human Movement, Sport, and
Leisure Studies at Bowling Green State University, Bowling Green, Ohio. At BGSU, Steve also serves as the
Director of the BG Perspective general education program. Dr. Langendorfer holds academic degrees from SUNY
Cortland, Purdue University, and the University of Wisconsin-Madison and has taken coursework at Cornell Uni-
versity and the DeutscheSporthochschule in Kdln, Germany. Over his professional career, he has taught at the
Lansing (NY) Central Schools, SUNY Cortland, Kent State University, and the University of Wisconsin.

Dr. Langendorfer's scholarly expertise areas are general and liberal education, lifespan motor development,
developmental aquatics, and measurement. He is particularly interested in transforming learning-teaching in
higher education as well as applying dynamical systems theory to the study of developmental sequences both
for terrestrial and aquatic motor skills. He is the author of numerous articles and frequently has presented his
motor development and aquatic research, work, and ideas at scholarly and professional conferences in the US
and internationally. Dr. Langendorfer is the inaugural editor for the International Journal of Aquatic Research and
Education (IJARE) and a frequent reviewer in peer-reviewed journals such as Research Quarterly for Exercise and

Science, Perceptual and Motor Skills, and Pediatric Exercise Science.

Reflections on Learning - Teaching

| recall two early personal experiences that strongly influenced my
current philosophy of learning-teaching. The first experience was my
first summer job teaching swimming shortly after having earned my
Water Safety Instructor (WSI) certificate from the American Red Cross.
At that time, the Red Cross insisted that swimming instructors follow a
prescribed set of instructional procedures, using command style teach-
ing to introduce a strict progression of basic swimming skills such as
breath holding, front and back floating, kicking, and gliding. As | think
back, | recall this being one of the most frustrating teaching experiences
| have experienced. Not a single child seemed to learn to swim that
summer, despite my enthusiasm and efforts. | initially thought | must
just not be good at this “teaching stuff.” It is a testament to my stub-
bornness, stupidity, or persistence that | didn't quit teaching altogether
at that point.

The following year during my undergraduate studies in physical ed-
ucation at SUNY- Cortland I enrolled in educational psychology. During
this course | first read about contrasting theories of psychology ranging
from Skinner’s operant conditioning to Rogers” humanism. It was during
this course that | began to appreciate the concept of learner-centered
teaching. | got a glimmer of insight that learning doesn't always require
teaching nor does teaching always result in learning.

These two personal instructional experiences, one in which | played
the role of teacher and the other where | was the student, provided me
key information and ideas, first-hand experience, and a continuing set
of opportunities to reflect on how teaching and learning may be related.
It has taken me 35 subsequent years of interacting with infants to older
adults to better appreciate and understand the implications from those
early personal educational experiences.

| found that my educational experiences provided me with a readi-
ness to embrace the work of L. Dee Fink, author of Creating Significant
Learning Experiences (2003). On virtually every page of Fink’s text and
other works, | have found nuggets of ideas and information that reso-
nate with my own experiences. For those readers who are not familiar
with Fink's work, | strongly recommend his body of work which in-
cludes his hands-on work as a faculty for institutes sponsored by the
Association of American Colleges and Universities (AAC&U). In the sub-
sequent paragraphs, | summarize some of Fink's particularly valid and
key points.

| believe Fink's integrated course (a.k.a., learning) design model

is one of his most important contributions to learner-centered teach-
ing (Fink, 2003, 2004). As the reader can note in Figure 1, Fink has
proposed that any educational experience, whether it be a single learn-
ing experience, a course, or a four-year program curriculum, should be
characterized by four key elements: 1) situational factors; 2) learning
goals (or outcomes); 3) feedback and assessment; and 4) teaching-
learning activities.

Key Components: Integrated
Course Design

{ Learning
: Qutcomes ;

; Teaching &, { Feedback &

earning ;€E———p: i
: \rning K > Assessment ;
~. Activities

Situation Factors

Adapted from Fink (2003)
Figure 1. Key components of Fink's (2003) integrated course design model

The situational factors an instructional learning designer should con-
sider include a whole host of contextual qualities. Any learning “situa-
tion” is strongly influenced by the “who, what, when, where, why, and
how.” Of course, characteristics of the learners (the who) that include
the students’ age, cognitive capacity, general educational background,
motivation, and specific prerequisite knowledge and skills are very basic
elements that need to be considered in designing learning experiences.
Equally important considerations include the “what,” or particular disci-
plinary content to be addressed. The time of day, day of week, season
of the year (the when) also may influence the learning capabilities of
students. The physical learning set up (the where) can facilitate the
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types of pedagogy and learning capable in learning activities. Wheth-
er the learning experience is optional or required, face-to-face or online,
should be considered in how the learning experience is constructed.

After considering these myriad and complicated situational factors,
Fink {2003, 2004) says that, like one of Stephen Covey's Seven Habits of
Highly Effective People (1989), “beginning with the end in mind" (p. 97),
the first thing a learning designer needs to do is carefully and precisely
describe the learning goals (a.k.a., outcomes) that learners are expected
to achieve in the learning experience, whether that be a single class
session, a term length course, or a four-year college program. Bowl-
ing Green State University as an institution has embraced the concept
of learning outcomes since the 1990s, designing learning outcomes for
courses, programs, colleges, and the entire institution. | describe learning
outcomes to my students as the ways that those students are going to
changed as a result of the learning experience, from the beginning of a
session to the end or from the start of the semester to the end. | like to
structure learning outcomes using a form, “Upon successful completion
of this learning experience (or course), the student will...." Importantly,
Fink (2003, 2004) has designed a “significant learning taxonomy” to de-
scribe six critical learning goals including foundational knowledge, appli-
cation, integration, human dimension, caring, and learning how to learn.

Following the identification of the learning outcomes for a learning
experience, the learning designer needs to construct the mechanisms by
which the both instructor and learners will know the degree to which
the outcomes have been met. Identifying the feedback and assessment
procedures addresses two key elements of evaluation: accountability and
facilitating student learning. In too many educational settings, the as-
sessment and evaluation procedures are either an afterthought or only
loosely connected to the learning outcomes. My personal pet peeve in
higher education is the overwhelming use of point systems to derive
grades. Such point systems rarely if ever relate directly to the achieve-
ment of the learning outcomes. Even at their best, the number of points
cannot tell either instructor or students what students have learned or
diagnose what they have to do to improve their learning, aside from
simply earning more points. Feedback needs to be provided to students
throughout their learning experiences as formative evaluation. Assess-
ment needs to allow an evaluation of the degree to which the learning
outcomes have been achieved by students.

The final element of Fink's integrated learning design model, teach-
ing and learning activities, too often is not tightly integrated with either
the learning outcomes or the feedback and assessment procedures. Fink
(2003, 2004) provides a three-part iterative model for engaging students
in active learning within learning experiences. Figure 2 illustrates the
three elements of active learning. | have already identified these three
components previously in this essay from my own learning experiences:
information and ideas, experiences, and reflections on learning. It is in-
triguing to realize that active learning must contain all three of these ele-
ments, but the experience may commence with any of these elements,
not just with the traditional information and ideas.

Holistic View - Active Learning

EXPERIENCES
Doing, observing
Actual or simulated ed
“rich lea ming” experiences

REFLECTING

On what one is learning
On how one is learning
Alone or with others

INFORMATION
AND IDEAS
Primary or secondary
Accessing: in class, out of class, on-line

Adapted from Fink (2003)

Figure 2. Elements of Fink's (2003) holistic model of active learning

As | continue to explore my own experiences with how to best
facilitate student learning, | embrace Fink's (2003) integrated learning
design model as well as his model for designing active learning. His
ideas resonate with my own learning philosophy and my learning expe-
riences. | certainly support Fink’s conceptualization about active learn-
ing: that it must contain meaningful student experiences based upon
information and ideas upon which students reflect deeply.

REFERENCES
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Teachers as Sources of Informal Social Support

Entering university is exciting. It also causes apprehension for
many students. Do | fit in? Will | be able to pass my classes? Students
who begin their academic journey vary in skills and motivation but it
is as, if not more important what happens after the beginning (Brock,
2010). The quality and regularity of interactions between students,
faculty, and staff impact the students’ experiences and influence their
commitment and self-perceived fittingness to the university (Tinto,
1993). | propose that teachers can help students with positive ap-
praisals of themselves by incorporating strategies of social support
into their class routines.

Social support is an effective means to help people cope with up-
setting circumstances (Burleson & MacGeorge, 2002) and make them
feel better —even physically and emationally healthier (Cunningham &
Barbee, 2000). Albrecht and Goldsmith (2003) have depicted social
support as verbal and nonverbal communication, which helps manage
uncertainty that a situation, self, other, or a relationship causes. Such
communication functions to enhance another person’s perception of
personal control over their life experiences.

Teachers have an important role as mediators of academic dis-
tress. Bippus et al. (2003) suggest that students are more motivated
to interact with instructors they believe to be competent in psycho-
social support. Their study examined how students’ assessments of
teacher's behaviors and abilities influence their beliefs that extra class
communication (ECC) would be potentially valuable or rewarding to
them. Bippus et al. (2001) characterize ECC as informal faculty-stu-
dent interaction that is more than formal in-class instruction. These
interactions happen between a teacher and a student, e.g., before
or after class, during office hours, spontaneously on campus, or via
email. The findings showed that students presume the non-class en-
counters to be most rewarding with teachers who have the potential
to guide students in their course needs and career goals but who are
also perceived as very easy to talk to (Bippus et al., 2003).

Even though universities today have official support strategies
(i.e., student health and counseling centers), much can be done in
terms of teachers providing support to students. Certainly the bound-
aries of informal social support between a teacher and a student
are challenging to negotiate. However, the benefits of support in in-
creased student motivation, participation and well-being (cf. Deci et

Ira A. Virtanen is a Junior Researcher at Tampere University, Finland. Currently, she works as a Visiting
Fulbright Scholar at Purdue University, Indiana, USA (2010-2011). Ira earned her BA and MA in Speech Com-
munication from the University of Helsinki, Finland. Her current research concerns male helpers? perceptions
on social support in friendships. She will defend her doctoral dissertation in 2012. Ira’s other research interests
include communication in specific cultural and relationship contexts, communication motivation and listening, and
innovative research methods. She has worked as full and part-time faculty member teaching multiple courses of
communication in several universities in Finland.

al, 2006), and teacher's own experience of professional fulfillment
are worth investigating. My objective was to experiment on ways
teachers could incorporate further support into not only extra class
communication but also to class accomplishment without overbur-
dening themselves.

This particular experience stems from teaching a basic course in
Public Speaking and Argumentation (PSA) in 2009. It is a compulsory
course for communication students and Finnish language and educa-
tion majors and an open course for all other students within a large
university in Finland. In recent years, the PSA course has been taught
in a lecture format (approximately 75 students). For majority of stu-
dents the course is one of the first they enroll into.

During my teaching of the course | focused on expanding the
usual support strategies. My main attempts were to further assist
students to manage uncertainty related to their studies and to en-
hance the students’ sense of social acceptance and integration into
the scientific community. This | pursued by explicitly communicating
my expectations, motivation, and commitment to the students’ learn-
ing and completion of the course.

In matters of uncertainty, | prioritized addressing verbally and in
writing the issues of course content (e.g., syllabus, readings, exam
type) and conduct (e.g., lecture note availability, no required public
speeches). | repeated the information during the second lecture and
made sure all student questions were answered. In terms of social
acceptance, | concentrated on providing additional nonverbal immedi-
acy. Nonverbal immediacy includes behaviors such as close proximity,
leaning forward, active facial expressions and gaze, which communi-
cate interpersonal warmth (Jones & Guerrero, 2001; Jones & Wirtz,
2007). During the lecture | approached the students’ desks and made
sure | took eye contact with everyone. | encouraged participation but
did not target my questions to anyone in particular. Instead, | shared
my own experiences as a student taking similar classes and my suc-
cesses and failures as a public speaker. In order to encourage extra
class communication, | arrived 15 minutes early to the lecture hall to
converse with incoming students and stayed behind to do the same.
| encouraged students to contact me if they had any matters they
were concerned about and paid specific attention in delivering the
my messages with ‘interpersonal warmth’ (cf. Jones & Wirtz, 2007).
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The general feedback gathered from the course revealed that stu-
dents had experienced high support availability. The most common an-
swer to open-ended feedback questions (none of which asked about
support in specific) showed that students had felt ?very supported?,
enjoyed classes ?more than expected? or ?more than usual?, and re-
ported increased motivation to study communication, take more cours-
es in communication, or even ?change my major into communication?

My experience of the amount of actual emotional, informational
and tangible support provided outside class was minimal. Also, the
amount of email inquiries | received during the experimental period was
nominal. Even though preliminary, teacher solicited support during class
seems to have potential in at least enhancing positive class experience
and perceptions of the subject matter.

It is worth noting that the student population in Finnish universities
is still rather homogenous. In a more multicultural context teachers
benefit from the awareness of different support needs that students
from different ethnic or cultural backgrounds may have. For example,
Mortenson (2006) studied how the experience of academic failure leads
to healthy and unhealthy forms of coping among European-American
and Chinese students. He found that in terms of emotional well-being,
Chinese students are less inclined than American students to engage
in seeking emotional support but more prone to engage in avoidance
behaviors. This indicates that different types of support elements need
to be incorporated into the study environment. | encourage further re-
search on students’ experiences of available support and the impact
such support has on their emotional well-being and academic success
during college years.
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Differentiating Instructions to Enhance Students’ Interaction and
Learning in the EFL Class

Effective teaching and learning means reaching all students in the
same classroom.  Using standardized lesson plans is not an efficient
way towards achieving success in the English as a Foreign Language
(EFL) classroom because students are different and do not come in an
identical form, therefore lessons should be tailored to meet their dif-
ferent needs. In their effort to make teaching and learning successful,
teachers should enter their classrooms having students’ differences in
mind. This article aims to give guidelines on what differentiation is,
give reasons why we should differentiate instructions, present the ways
of differentiating instructions, as well as give ideas for adapting cur-
rent materials that teachers use to address students’ diverse needs.
Differentiating instructions is a solution towards engaging mixed-level
students in the EFL classroom by adapting our lessons to their individual
needs and skills.

What is differentiation?

In order to challenge teachers to start thinking about the differenc-
es existing among their students and to enhance their students’ interac-
tion and learning, teachers initially have to know what differentiated
instruction is. According to Hall, “Differentiated instruction is teaching
with students’ variance in mind” (Hall, 2009, p.1). If teachers become
aware that there is a way to help each and every student in the same
classroom by just considering their different needs then this is a step
towards helping them learn in a way that suits their needs. Moreover,
an important aspect to be considered is that the teachers are “sensitive
to the needs of students and (find) ways to help students make the
necessary connections for learning to occur in the best possible way”
{Teachnology, 2007). If the teacher's goal is to offer an environment
that will provide necessary conditions to their students to attain success
then differentiating instruction offers them means to do so. Further-
more, differentiated instruction is described as “the proactive planning
of varied approaches to what (students) need to learn, how they will
learn it and/or how they can express what they have learned” (Survey
of Best Practices in TESOL, 2010). As a result, by identifying students’
individual needs teachers will help them learn the necessary material,
by offering them different ways to achieve and express their acquired
knowledge.

Iranda Bajrami is a full-time lecturer at the Language Centre of the South East European University, where
she has been working for four and a half years now. During this period she began and finished her postgraduate
studies in the English Language Teaching program at SEEU and on 24 June 2009 was awarded the title Master
of Arts in English Language Teaching. Ms. Bajrami has taught different courses, among which are Basic Skills
English, Academic English, and English for Specific Purposes. She has attended other instructive courses, including
online courses in the field of English Language Teaching; she has also attended and held workshops and seminars
in the fields of education and teaching.

Why Differentiate Instruction?

Bearing in mind that students enter the classroom by carrying with
them the baggage of different backgrounds and necessities, they should
not be treated in the same way, but special treatment should be offered
to satisfy the existing diversity. In today’s classrooms students “form
a mosaic of diversity - academically, culturally, linguistically, economi-
cally, socially, and motivationally” (Hall, 2009, p.1). In order to help
students work at their own pace, today’s teachers are challenged to
think differently and plan their lessons differently by offering various
learning opportunities. Therefore, “a ‘teach to the middle’ or ‘one size
fits all' classroom is less responsive to and less effective in meeting the
needs of the diverse populations in our classrooms” (Hall, 2009 cited
in Haddaway, 2010). Teachers should strive to identify their students’
needs and abilities and then be able to offer choices to them. A signifi-
cant aspect that helps us understand the importance of differentiation
is the brain research findings that show that when the activities are
“too hard” for students the brain “downshifts” to the limbic area that
does not think. In this case students who are weaker than their class-
mates will not be able to complete the assigned task. However, even
when the activities are too easy students “do not show thoughtful brain
activity”. The solution to maximizing students” success is to make the
tasks “moderately challenging” which will help the brain “think in a way
that prompts learning” (Survey of Best Practices in TESOL, 2010). As
a result, tasks should be neither too easy, nor too difficult, but rather
reasonably challenging in order for learning to take place.

How to Differentiate Instruction?

While differentiating instructions, teachers should tailor the in-
structions according to students’ individual differences by “engaging
(students) where they are, rather than where they are expected to
be, according to a prescribed curriculum” (Hall, 2009, p.1). In the EFL
classroom it is the teacher's responsibility to identify students’ levels
by not simply expecting that they should all be in the same level. For
example, although in a particular EFL classroom the students are all
expected to be at an intermediate level, not all of the students will nec-
essarily have the same abilities; some of them will be weaker and some
of them stronger. At the beginning of the semester, the teacher has to
discover the existing differences among the students, by pre-assessing
their strengths and weaknesses, their background knowledge and skills,
and thereby to identify their interests in order to be able to teach them
accordingly. According to Hall, there are three key areas for DI:
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® Pace at which student learns

e Depth of knowledge and understanding, and

e Student interests (Hall, 2009, p.1).

In one classroom there should be alternatives offered to students
that will suit their diverse natures. In this way students will be ena-
bled to learn at their own pace, work on tasks that fit their level of
understanding as well as on the tasks that are in accordance with their
interest so they can enjoy them better.

Moreover, Hall identifies ways to DI, which include differentiating:

e (Content

® Process

® Product (Hall, 2009, p.2).

Differentiating the content involves differentiating the knowledge
and skills. Then differentiating the process refers to performance task
or practice. Finally, differentiating the product refers to the outcome of
the lesson. In order for differentiation to work well all these aspects
should be taken into consideration and applied carefully in our teaching.
Tasks for Differentiating Instruction

In most cases teachers are supposed to follow a course book that
does not suit the needs of all the students in the classroom. Therefore,
effective teachers who aim to differentiate instructions have to adapt
their course books, requiring them to be more flexible in order to meet
the needs of weaker and stronger students. Bowler and Parminter
(2002) offer examples of some useful tasks called “Tiered Tasks and
Bias Tasks" that can help teachers adjust any of their materials to ad-
dress mixed-level classes. They compare Tiered Tasks with the wedding
cake and according to them the activities for different ability learners
should be arranged in tiers as in a triple-tiered wedding cake. Since
the top tier of the triple-tiered wedding cake offers the most support
(because it has the most supporting layers underneath) it is described as
a suitable activity for weaker students who usually need more support.
The bottom tiers of the wedding cake, however, which has no support-
ing pillars, is described as a suitable task for stronger students. Finally,
the middle tier (which has some support, but not as much as the top
tier) is described as a good activity for midlevel students. Furthermore,
Bowler and Parminter continue with their metaphorical comparison,
but this time they compare Biased Tasks to a pie sliced unequally. In
reference to EFL classroom, they state that the bigger slice of a pie is
appropriate for stronger students, or those with “bigger appetite”. The
smaller slice is appropriate for weaker students or those with “smaller
appetite” (Bowler and Parminter, 2002, p.60). These simple descrip-
tions and comparisons of the tasks with the wedding cake and a pie can
help teachers better picture how they can more easily and efficiently
adapt their teaching materials.

Summary

Since it is obvious that the differences among our students exist
then we should not waste time but hasten to apply mixed-level teach-
ing. Differentiating instructions helps us address the needs of mixed
level ability students in our classes by offering us ways, strategies and
tasks to achieve our aim. Although it is a challenging and time consum-
ing job to think about each student as a unique being, it can become

a rewarding and enjoyable job when all the students will be enabled
to interact and participate at their own pace, with their own level of
understanding and interest. By having in mind principles of tiered and
biased tasks, teachers can very easily adapt their course books to suit
their students’ diverse needs and they can achieve that through dif-
ferentiated instruction, which provides a “vehicle” for meeting students’
needs” (Hall, 2009, p.b). By applying differentiated instruction in our
teaching we are going to help our students arrive at the concept we
want to teach by taking different approaches.
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Online Learning: One Solution to the “Chilly Climate”

Roberta Hall and Bernice Sandler (1982) coined the term “Chilly
Climate” to refer to the ways that women are treated differently in
schools and in the workplace. They write that people outside the
dominant culture may also experience some of these characteristics,
and they may be exaggerated if multiple minority cultural identities,
sometimes called micro inequities, are at play. The problem is that the
effects of any one of these “chilly” behaviors may be downplayed by
those involved, but over time, the behaviors have a cumulative effect
which can impact the self-esteem, participation, and future aspirations
of those to whom the behavior is directed.

Examples of behaviors which foster the “chilly climate” include:
communicating lowered expectations for women and girls, relying on
internalized stereotypes [i.e. using examples which reflect stereotypesl,
“excluding women from participation in meetings” and decision-making
roles, treating people differently when their behaviors are the same,
giving “less attention and intellectual encouragement,” “discouraging
women through politeness,” “singling out women” (i.e. asking “what
do women think about this?”), “defining women by their sexuality,”
and engaging in “hostile behavior toward women” {Sandler, Silverberg,
and Hall, 1996).

When Sandler and her colleagues were writing in the late 1990s,
they provided numerous ways to combat the chilly climate (Sandler, Sil-
verberg, and Hall, 1996). One option they may not have anticipated was
the development of online opportunities for learning. Today more and
more universities are experimenting with online pedagogy and elearn-
ing. More than simply a correspondence course, online learning enables
universities and professors to take advantage of emerging technologies
while engaging students “where they are.” This essay brings together
research about online learning and the author’s experiences teaching
communication studies courses online to begin to theorize ways that
online learning may begin to combat the “chilly climate.”

The possibility that online learning environments may warm the
chilly climate is unconfirmed in the research. While the Internet in gen-
eral has been thought to be an equalizing or democratizing environ-
ment, the extent to which women and men communicate differently
online is complicated by issues of access, technological knowledge, and
the pedagogical strategies employed by the instructor. For example,
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several studies concluded that online learning environments simply
reproduced gendered inequities (Herring, 2003; Blum, 1999; Barrett
and Lally, 1999). Sullivan (2001), on the other hand, found that on-
line learning opportunities can be of great value to adult female learn-
ers. Flores (1990) argues that online spaces can provide “ideal public
spheres for students who feel marginalized in the classroom” creating
a “community in which each and every student has a voice and can en-
gage in dialogues with each and every member of that community” (p.
109). Guzzetti and Fey (2001) found moderate evidence that women
in online communication environments were able to participate freely
and find a voice, and that online group work, depending on the culture
developed in the group, could moderate hierarchical impulses. More
optimistically, Fauske and Wade (2003-2004) found that prospective
secondary teachers training in an online environment used a range
of discourse strategies. They found that in general, “both men and
women were supportive, receptive to others' ideas, and attenuating,
although women tended to engage in perspective taking, inquiry, and
self-questioning more than did men” (p. 142).

While the academic literature is mixed, my experience with online
learning suggests a more positive opportunity for the online learning
environment not only to engage female students, but also provide an
environment in which male students come to reflect on their com-
munication behaviors as well. | have developed and facilitated one Ad-
vanced Public Relations course at SEEU during the winter 2007-2008
term and two upper level undergraduate communication courses at
Indiana University Purdue University Indianapolis (IUPUI): 1) Persuasion
and 2) Gender and Communication. | have taught Persuasion online
for the past four summers and Gender and Communication online for
the first time in summer 2010. Anecdotally, my observations lead me
to conclude that women communicate more extensively in the online
classes than men, even to the point of identifying the online learning at-
mosphere as what facilitated their interactions with their peers moreso
than face-to-face classes. Students were given a variety of learning
opportunities including discussion forums, blog posts, and wiki develop-
ment and were asked to complete assignments individually and with
a group to which they were assigned for the entire duration of the
course.

TALKING ABOUT LEARNING - The Language Center Bulletin, South East European University, March 201 9



Of course, the gender make-up of the course may have influenced
the communication strategies of the students. The Gender and Com-
munication course consisted of 14 females and four males. The Persua-
sion course consisted of 10 females and four males. This abundance
of female students has been a trend in each of my online courses. So
it appears that female students may seek out this alternative learning
format, but in the end they find that it is a space in which they excel.

One of the most interesting outcomes of my online courses has to
do with the evolution of the groups in each class. Students are assigned
to a group at the beginning of the course and are instructed to discuss
with this group in order to complete some of their assignments. In the
most successful groups, a group identity emerged that was completely
of the making of the students. In these groups, students were more
likely to engage in supportive yet critical communication behaviors.
They felt comfortable offering praise as well as constructive critique
and the end result of the work was very strong. Students admitted
that they felt connected to their group and did not want to let down
their fellow group members; they did not want to be “that person” who
brought down the success of the group. Additionally since online work
is public in the sense that others in the class can see the posts and
online work of each individual student and group, there was an invest-
ment in the public performance of the engaged student and group. The
supportive climate that developed provided an atmosphere in which the
students became accountable to themselves and their classmates rather
than only to the instructor.

Student evaluations are generally positive of the online learning
environment and the freedom students feel when participating. For ex-
ample, a female student comments:

| think the virtual classroom space was ideal for this course as it
allowed the sharing and communal commentary on a variety of media
formats. . . . A traditional classroom would not have allowed the same
level of diversity. Further, | think the forum discussions were much les s
hostile than some live classroom discussions | have witnessed regarding
discrimination and similar issues. | felt that everyone was respectful
and offered even opposing commentary in a positive approach. Humans
are not always so good about keeping emotions in check face-to-face.

A male student writes:

This online experience has changed my face-to-face communica-
tion in the sense that | am more aware of what kind of things | say to
women and minorities. | used to talk a lot of sports language and did
not even realize | was using those terms. Now, | realize that if | used
a different language that my communication might be more successful
with certain groups of people. Overall, | really enjoyed this class and
learned more than | thought | would about gender communication and
the steps that have been taken to ensure equality in our society for
everyone.

The communication of the instructor in an online environment has
a great deal to do with the success of the class. Fauske and Wade
(2003-04) develop a “Continuum of Instructor Involvement in Com-
puter Mediated Discussions,” but stop short of making recommenda-
tions because of differences in course goals, instructor style, course
make-up, etc. One of the challenges of an online course is that the
instructor must be willing to disrupt the power dynamic typically associ-
ated with the teacher-student relationship. Instructors may function as
co-discussants, modeling appropriate online behavior according to the
goals of the class, while also praising model assignments, encouraging
supportive and critical communication, providing multiple online options
for students to engage one another, course concepts, and ultimately

succeed. For example, when | participate with students online in discus-
sion forums, they may not even realize | am the instructor. | will sign
my first name rather than Professor, and | do what | can to participate
with them rather than observe. Of course this makes an online course
in some ways very time consuming, but the initial outcome appears to
be a step toward warming the “chilly climate.”

This essay has outlined some of the initial research on online ped-
agogy in an effort to suggest ways that online classes may become an
inviting space for women and other marginalized groups. Online courses
are more than simply correspondence courses. They take a great deal of
planning on the part of the instructor in order to develop learning oppor-
tunities for students that take advantage of the available technology in
a way that does not alienate but rather fosters community and learning.
The make-up of the course, the opportunities for students to develop
online connections in this alternative “public” space, as well as the com-
munication of the instructor have a great deal to do with the success of
the course. Based on the experiences of this author, online pedagogy
does indeed provide an alternative to combat the “chilly” climate.

REFERENCES

Barrett, E., & Lally, V. (1999). Gender differences in an on-line learning
environment. Journal of Computer Assisted Learning, 15 (1),
48-60.

Blum, K. D., {1999). Gender differences in asynchronous learning in
higher education: Learning styles, participation barriers, and
communication patterns. Journal of Asynchronous Learning
Networks, 3 (1), 46-66.

Fauske, J., & Wade, S. E. (2003-2004, Winter). Research to practice
online: Conditions that foster demacracy, community, and criti-
cal thinking in computer-mediated discussions. Journal of Re-
search on Technology in Education, 36 (2), 137-153.

Flores, M. J. (1990). Computer conferencing: Composing a feminist
community of writers. In C. Handa (Ed.), Computers and com-
munity: Teaching composition in the twenty-first century (pp.
106-117). Portsmouth, NH: Boynton/Cook.

Guzzetti, B., & Fey, M. H. (2001, February). Critical perspectives on
teacher research: Gender and post typographical text. Reading
Onling, 4 (7). Available: http://www.readingonline.org/newlit-
eracies/lit_index.asp?HREF =/newliteracies/guzzetti/index.
html.

Hall, R. M., & Sandler, B. R. (1982). The classroom climate: A chilly
one for women? Washington, DC: Association of American Col-
leges.

Herring, S. (2003). Gender and power in online communication. In J.
Holmes & M. Meyerhoff (Eds.], The handbook of language and
gender (pp. 202-228). Malden, MA: Blackwell.

Sandler, B. R., Silverberg, L. A., & Hall, R. M. (1996). The chilly class-
room climate: A guide to improve the education of women.
Washington, D.C.: National Association for Women in Educa-
tion.

Sullivan, P. (2001). Gender differences and the online classroom: Male
and female college students evaluate their experiences. Com-
munity College Journal of Research & Practice, 25 (10), 805-
818.

10 TALKING ABOUT LEARNING - The Language Center Bulletin, South East European University, March 2011



John Parrish-Sprowl currently serves as the Co-Director of the Global Health Communication Center (GHCC) in the
Indiana University School of Liberal Arts. Prior to this position he was the Chair of the Department of Communication
Studies. In addition to being a Professor of Communication Studies, he is also an adjunct professor of Informatics, and
a member of both the University College and the Russian and Eastern Europe Institute faculties of Indiana University.
He is known for his international applied communication research and project consultancies, focusing on issues of
economic development, education, and health. He has lectured, conducted research and consulted with universities,
businesses, and NGOs in a number of countries, including Belarus, France, Ghana, Indonesia, Kenya, Macedonia,
Poland, Russia, and Thailand. He has been honaored with awards from universities in both Macedonia and Poland for
his work. He has numerous papers and publications, including a recent chapter on applied research and globalization
in the Handbook of Applied Communication Research. Currently he is contributing to the Community Health Engage-
ment Program (CHEP) of the Clinical Translational Sciences Institute of Indiana (CTSI) and collaborating with WHO to
work with Ministries of Health in developing countries to create better health communication to improve health care

access and indices.

The Importance of Overcoming Cultural Divides in the Classroom

In the current global context student learning is far more important
than instructor teaching as a measure of classroom performance (Bain
and Zimmerman, 2009). Thus it is important for faculty members to
make the shift in perspective from one of “instructor as the source of
knowledge” to that of “instructor as classroom manger and learning
facilitator.” This shift presents a number of challenges in the simplest of
circumstances, but when a teacher enters a classroom that is populated
by students from differing cultures, especially ones with a history of
clash, dislike, and lack of trust, the obstacles can be formidable. Yet,
this is the situation on many university campuses serving heterogene-
ous populations. However, although difficult, instructors and students
alike benefit from classrooms that diminish the obstacles that cultural
barriers can create.

Although instructors can walk into the classroom and simply lecture
and ignore the issues, several good reasons support not taking this ap-
proach. First, the world is competitive and a diploma gained without
much in the way of learning has less value than in the past. In an
earlier era, a smaller number of people had access to higher education
limiting the competition among those who had graduated. This is not
to say that those who received a university diploma were not or are
not educated, only that the competitive demands were lesser when
fewer people had access. As a greater percentage of the population
receives a university diploma, employers are increasingly able to shift
from simply finding an educated person to differentiating among those
who are graduates.

The competition among university graduates is even greater in
regions, such as the EU, where people can seamlessly move across
borders to seek employment. Over time this creates a larger pool of
competition among graduates of universities from any given country.
This added pool of university graduates is of real benefit to employers,
be they business or NGOs, but it means that the individual student must
be prepared to match the quality of a greater number of people who
also have a diploma. Thus a greater pool of domestic graduates added
to a larger number of internationally mobile graduates forces a given
student to be ready to offer something that separates them from the
crowd. This is facilitated by not only having a diploma, but a high level

of learning to match it.

As if an increasing number of graduates combined with greater
transnational movement were not enough to squeeze the graduate, the
Internet facilitates the mobility of work in unprecedented ways. This
means that surplus graduates in one country can displace the work of
graduates in another country without the need to move there. For
example, while many law student graduates in the USA are having dif-
ficulty finding work, the amount of US legal work being done in India is
growing. Such displacements are a growing international phenomenon
that affects university graduates in every country to some degree. We
have probably only begun to feel the impact of this technology on the
future employment of university graduates.

Increased pressure from the supply side of the economic equation
is only part of the issue. There is little question that while economic
circumstances are poor at the present moment, over time the world
will need a greater number of well-educated people. Economies that
are going to grow and prosper will do so only in so much as they de-
velop a high number of university graduates with competitive levels of
education. Therefore the prospects of those with university diplomas
are strong over the long term. However, the best jobs in the thriving
economies will go to those who have a solid education to match their
diploma. This puts pressure on universities to create strong learning
environments on their campuses, especially in the classroom.

Increasing competitive pressure on graduates forces greater pres-
sure on university faculties to create highly educated well-prepared
students ready to face the world. Students must do more than pass
through courses and performing well on exams. They must learn the
substance of their major as well as students in any other university;
at the same time develop the life skills necessary to work in highly
competitive global commerce. Whatever instructors can do to facilitate
student performance contributes to their student’s ability to achieve af-
ter graduation. Instructors who care about the quality of their student’s
future and the strength of their communities will embrace any tactic
that might enhance student learning. In multicultural environments in-
structors need to not only neutralize the potential difficulties posed by
cultural differences, they must enable students to rise above difficult
histories and improve subject matter learning simultaneously.
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THE MULTICULTURAL CLASSROOM

It is important to let students know that what they learn matters
and that how well they learn it is just as important (Miller, 2009).
As each one of them goes out into the world they can participate in
strengthening the reputation of their university and their degree or they
can diminish it by their performance. Because of this, it is in their best
interest to make sure that every one in their class learns the material
and learns it well, regardless of their cultural background. An instruc-
tor should remind students over and over again that they each have
a vested interest in how well all of their classmates learn, no matter
what their cultural background. This will help to facilitate cooperative
learning.

Instructors can reinforce this perspective by engaging each student
as an individual and avoiding the pitfalls of stereotyping. Although
some students behave in ways that can reinforce such perceptions,
the instructor best serves their purpose and that of their students by
encouraging the student to approach learning in a more inclusive man-
ner. Put another way, it is critical for students to learn about the world,
as it will be, not only as it has been. This includes not using pejorative
terms, dissuading students from using them, reinforcing the common-
alities of the students, calling on students in equal measure, and setting
up each student for success but not causing them to lose face in front
of their peers.

Instructors, by choosing assignments that reward intercultural co-
operation, facilitate improved performance across the cultural divides in
their classrooms. It is extremely useful for students to understand that
the ability to cooperate with classmates or coworkers is critical to their
individual and collective ability to compete with others. Assignments
of this nature can range from group activities to the type of questions
that are found on examinations. Getting students to engage either the
course material, or each other, in a way that encourages multicultural
cooperation reinforces both content learning and improved intercultural
skills amang the students. The more instructors and students work at
becoming skilled in intercultural interaction, the greater the learning,
and the easier it becomes for the instructor to manage the classroom as
a learning environment. When this happens, everyone wins.
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Creating an Inclusive Classroom: How My Teaching Experiences
Transformed My Teaching Philosophy

“| entered the classroom with the conviction that it was crucial for
me and every other student to be an active participant, not a passive
consumer...[a conception of] education as the practice of freedom.... edu-
cation that connects the will to know with the will to become. Learning is
a place where paradise can be created.”

bell hooks, Teaching to Transgress, 1994.

I come from highly diverse teaching and learning traditions that have
provided me with plenty of opportunities to both observe and apply a va-
riety of teaching methods and practices. During my student years, | was
fortunate to have had incredible experiences to be taught and mentored
by professors who excel in their teaching and in establishing good relation-
ships with their students. These experiences have greatly influenced my
thinking about teaching to this day. | have had the chance to teach in sev-
eral different disciplines, locations and settings and this has also contrib-
uted to the development of my teaching philosophy. The diverse teaching
and learning experiences have greatly influenced my teaching philosophy,
which strongly relies on progressive methodological approaches with a
focus on critical thinking, freedom of expression and diversity of opinion.

Progressive Education as a movement started in the beginning of the
twentieth century initiated by John Dewey (1900; 1916/1966), whose
main philosophy was placing the student at the center of educational
endeavors. The vision of progressive teaching includes recognition of the
uniqueness of every student, the importance of personal relevancy in the
learning process, an active and engaged quality in learning environments,
and an image of the school as a microcosm of and preparation for life in a
democratic saciety (Sherman, 2009). Progressive ideals to teaching were
reintroduced in 1990s, and besides the above mentioned ideas, educa-
tors added a focus on embracing the multiple cultural perspectives of the
students, inclusive decision making practices, interdisciplinary curriculums
and critical thinking (Semel, 1999; Sherman, 2009). | strongly believe that
teachers in a demacratic society must enable their students to think criti-
cally in order to give them opportunities to make sound decisions about
their personal and civic affairs. Teaching and learning are critical to our
individual and collective survival and to the quality of our lives (Palmer,
1998). Utilizing critical and progressive pedagogies in the classroom be-
comes vital to the very state of our wellbeing as a nation, community, or
organization.
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Without a doubt, teaching English as a Foreign Language (EFL) has
provided me with the foundations of methodology. Student participation
and active learning, which were emphasized at the time | was teaching
English, still remain my primary guiding principles in the classroom today.
| was fortunate to have the opportunity to teach at the very beginnings
of the Language Center (LC) at SEEU, and the experience gained here as
well as the collaboration with LC colleagues has provided the ground-
work of my teaching philosophy. Those experiences made me realize
that learning is a very dynamic process and that different students pos-
sess different learning styles. As a result, | believe that diverse teaching
methodologies should be utilized and that active learning styles should
be encouraged.

Upon receiving my Masters Degree in Applied Communication from
Indiana University Purdue University, Indianapolis (IUPUI) in Indiana, |
was given the opportunity to teach core communication classes in the
Communication Department at SEEU. This gave me a chance to think
about adapting the language learning methodologies to communication
classes. Communication is a multidimensional discipline as it draws from
both the humanities and social sciences, giving instructors an opportunity
to create assignments that are applicable in the real world. It is in fact
one of the rare disciplines that allows students to think how particular
theories can be applied into practice while specifically considering each
student’s interest. This plays a tremendous role in stimulating critical
thinking while at the same time allowing students to create a ready-to-
use portfolio for their academic and professional life. This is in line with
the concept of democratic education, which sees teaching and learning
as taking place constantly, both inside and outside the classroom (hooks,
2003). Hence, critical thinking skills and application of theory into prac-
tice became two of my additional guiding principles in my teaching.

In 2008, upon being awarded a teaching and research assistantship
at Bowling Green State University in Ghio, | took the opportunity to teach
a core course in the Department of Communication titled IPC 1020 In-
troduction to Speech Communication as well as an online course in the
Women's Studies Department titled WS 2000 Introduction to Women's
Studies. These two courses further deepened my thinking about teaching
and learning. First, the fact that | was exposed to a group of students
from another continent who didn't share my native language and culture
gave me a lot to think about and as a result | adapted and evolved in my
teaching strategies and practices. Second, the two courses being much
applied in nature, yet highly intensive in terms of assignments and course
requirements, greatly contributed to my evolvement as a teacher. And
third, having the opportunity to teach both in face-to-face and in online
settings made me think about ways to apply in-class activities online and
made me aware of the endless possibilities that different software ap-
plications provide for online and face-to-face teaching.

While considering all the learning and teaching experiences | men-
tioned above, the bell hooks quote at the beginning of this essay pretty
much sums up my current teaching philosophy. These experiences have
made me a firm believer in critical and progressive teaching methodolo-
gies that stress on the critical engagement of students both in the class-
room and outside as civic members of their communities. As a teacher, |
see my role as facilitator who guides academic class discussions, provides
challenging assignments, clarification, and in no way as simply a “spoon
feeder” of information. In an information age, with all the current ad-
vancements of technology, | believe that students have access to a vast
amount of information, and it is our duty as teachers to guide them in
choosing and applying that information. Thus, | expect my students to be

prepared, engaged, think critically, investigate and evaluate the informa-
tion they are receiving about the different topics we cover.

Deliberating the advantages and disadvantages of ideas is the basic
principle of democracy and should be the fundamental tenet of educa-
tion in a democratic society. Likewise, assisting students to understand
theory and its application always leads to an improved clarity and sense
of renewal in my own personal development as a teacher, researcher,
and scholar. | view the classroom as a cradle of knowledge and inquiry
that offers an opportunity for improvement to both the teacher and the
student. Therefore, | beligve that every teacher should keep in mind that
we are also learners, and as Paulo Freire rightly pointed, “there is no
teaching without learning” (1998, p.31).

Moreover, the classroom with all its limitations remains a location
of possibility where we as teachers are given plenty of opportunities to
work for freedom, as well as request from ourselves and our students
an openness of mind and heart that will allow us to transgress collec-
tively (bell hooks, 1994). Consequently, besides treating students as ac-
tive participants in the classroom, | see the classroom as a place where
differences can be articulated and analyzed, and | try to achieve this by
strongly encouraging disagreements and celebrating differences of opin-
ion between the students and myself. | believe that it is very important
for us to recognize that teaching itself is a political act, and that as in-
structors we are political agents with certain ideologies and agendas. The
fact that we have the freedom to decide on the methods of instruction,
choice of readings, nature of the assignments, and forms of assessment
makes us very much political agents with very definitive ideologies that
align us with certain groups but, differentiate us from others. Thus, every
semester | start the class with this recognition by giving the students the
opportunity to reflect self-consciously about teaching methods and the
teacher-student relationship.

Consistent with democratic pedagogy, | strive to create a nurturing
and inclusive classroom environment. | also emphasize the psychosocial
dimensions of teaching such as empathy and cultural sensitivity and |
encourage the students’ skepticism and critique. Developing a critical
awareness about problems of power, and inequalities is essential in a
classroom where freedom of speech and diversity of opinion are set as
primary goals. This can be achieved by placing issues surrounding class,
disability, ethnicity, gender, race, and sexual orientation at the center of
inquiry that can be the main focus of their practical projects. Emphasizing
praxis, active inquiry and investigation, also stresses on the value of the
students’ prior experience that comes from hands-on research and com-
munity, as well as bases collective learning from each student’s personal
experiences.

Last but not least, | believe that teacher and student relationship is
one of the core conditions for effective teaching and learning. This, in
my opinion, can be achieved only if the teacher places herself/himself as
a mentor in the classroom. The mentoring approach to teaching fosters
teacher- student immediacy and is an important aspect that plays a fun-
damental role in the classroom and beyond. | consider teacher-student
relationships as the major determinant whether we as instructors will
or will not meet the class objectives. As a student | have learned much
better when | have been able to relate to the teacher and my success
in such courses has always been excellent. Moreover, as Palmer (1997
observes, only our willingness to desert our “self-protective professional
autonomy” (p. 13} and depend on our students on the same way they
depend on us, can move us closer to the interdependence that the com-
munity of truth requires. “When we say ‘please’ because we need our
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students and ‘thank you' because we are genuinely grateful to them, ab-
stacles to community will begin to fall away, teachers and students will
meet at new depths of mutuality and meaning, and learning will happen
for everyone in surprising and life- giving ways” (Palmer, 1997, p. 13).

By reflecting on my teaching philosophy and its evolvement through
the years | wanted to share my personal journey as a teacher towards
creating a more inclusive classroom. However, | would like to emphasize
that I'm well aware that this journey has only just begun, and | expect
that my classroom and teaching practices will continue to evolve over
time in order to best meet the needs of my diverse students. Teach-
ing, just like learning, is a dynamic process and we as teachers have
to constantly adapt to the needs of our time, our environment and our
students. As a communication scholar | believe that it is important for
both teachers and students to be curious about the interrelationships
among the various topics we study, see, hear, and think about. This ena-
bles us to pursue together the questions that arise from the well-known
Socrates’ quote that “the unexamined life is not worth living.” | hope
that my teaching and my interactions with students serve to help us all
come closer in order to achieve stimulating connections with the kinds of
knowledge that will help us to live the “examined life.”
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Developing and Sustaining International Teaching and Learn-
ing Partnerships

Lara Lengel, PhD and Catherine Cassara, PhD, Bowling Green State
University; Hamida El Bour, PhD, Institut de Presse et des Sciences de
I'Information (IPSI), Université de la Manouba, Tunisia; Mohamed Talbi,
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sité de Sousse, Tunisia.

In his article, “Dealing Effectively with Culturally Diverse Classrooms”
in the first issue of this publication, Artan Limani (2010) analyzes ef-
fective teaching in learning environments comprised of students from
diverse ethnic, cultural, and religious back-grounds. Drawing from his
work, we wish to extend the analysis to effective teaching in both in-
and out-of-class settings, particularly in the scope of global educational
partnerships. Such partnerships, primarily those in the Global South1 and
those between the South and North, offer exceptionally fruitful learning
opportunities.

We are colleagues engaged in a global university partnership who
have worked together across the Atlantic, across rich levels of linguistic,
cultural, and religious diversity, and across institutional differences. We
have been collaborating for more than six years in a variety of curricular
innovation efforts, educational leadership building activities, scholarship
of engagement, and democracy building efforts all with a view to create
sustainable programs that will enhance reforms in the region, and fos-
ter peaceful communication and interaction between students, faculty,
administrators, and civil society members. Our project, “Partners for a
Sustainable Future: Aiding Future Practitioners in Algerian and Tunisian
Environmental Journalism and Communication”, is a professional and
cultural exchange partnership between 1) the Institute of Press and In-
formation Sciences (IPSI), of the University of Manouba, Tunisia; 2) De-
partment of Journalism, Faculty of Political Sciences and Information, for
what is now the University of Algiers Ill, and 3) the School of Media and
Communication, Bowling Green State University (BGSU). The partner-
ship program is assisted financially from the Bureau of Educational and
Cultural Affairs of the US Department of State under the authority of the
Fulbright-Hayes Act of 1961, as amended. The program aids future me-
dia practitioners in Algeria, Tunisia, and the US to gain hands-on media
experience in environmental journalism and communication, while build-
ing links with civil society and media organizations - all in the context of
a full cultural exchange which takes North African faculty and students
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to the US States and faculty and students from the US to North Africa.

Along with the Partners for a Sustainable Future program’s three
key institutional partners, the partnership is also working with several
civil society organizations, including, but not limited to, The Tunisia In-
ternational Center for Environmental technology (CITET), The Tunisian
Arid Lands Institute (IRA) and the Université de Sousse in Tunisia. The
partnership also works with various governmental organizations, includ-
ing the US Embassies in Tunis and Algiers, and the Tunisian Ministry of
Environment and Sustainable Development.

Through our diverse cultural, geophysical, and linguistic back-
grounds, we create a space for our students to prepare themselves for
an increasingly multicultural world. Eaton, MacGregor, and Schoem
(2003) argue the type of work we have been doing prepares students for
a “diverse democracy. Students attending college today often come to
their campuses with little if any experience with peers outside their own
social identity group. Ideally, an undergraduate education should help
students encounter alternative perspectives, listen across boundaries of
difference, and understand the experiences that have shaped the lives of
others” (p. 1). The lack of alternative perspectives is particularly evident
in a midwestern US university. Although the student population may
come from diverse socio-economic and ethnic backgrounds, their experi-
ences may be quite limited geographically. Most of these midwestern
students have not traveled extensively; most concentrate their attention
on local, regional or national issues. Working with peers from other con-
tinents, nations, and linguistic and cultural backgrounds opens students’
eyes to alternative perspectives. These perspectives are needed to raise
students’ self-reflexivity, critical thinking skills, and commitment to mak-
ing positive social change in their worlds, both locally and globally.

Working together on social change efforts within an international
teaching and learning partnership may “help students move beyond their
isolated ‘comfort” zones as they study and work with students from dif-
ference backgrounds in terms of race, ethnicity, religion, sexual orienta-
tion, class, and geographic region” (Eaton, MacGregor, and Schoem, p.
1).

Learning partnerships compel us, teachers, researchers, and practi-
tioners, to move beyond our comfort zones as well. It is quite comfort-
able to serve our own communities, those about which we are very
familiar and feel very much at home. Getting on a plane, traveling many
thousands of miles to another region, particularly one that has been
situated by dominant discourses as the “Other” (Lengel, 1998; Lengel,
2005), provides scope for great discomfort. Working with colleagues
from extremely different university cultures and structures, can bring
confusion and opportunities for miscommunication and misunderstand-
ing. Applying for and managing grants, fellowships and institutional re-
sources to support international partnership activities can be daunting.
However daunting, recall John Parrish-Sprowl’s assertion elsewhere in
this publication, “Instructors who care about the quality of their students’
future and the strength of their communities will embrace any tactic that
might enhance student learning” (Parrish-Sprowl, 2010).

While the challenges of developing and implementing a sustainable
international teaching and learning partnership can be daunting, we will
embrace, with enthusiasm, strategies to enhance students learning. The
benefits of international teaching and learning partnerships far outweigh
the challenges (see table 1).

Our partnership combines in-person and online contact between
Maghreb and US faculty and students with the cultural knowledge and
both traditional university learning environments our respective univer-
sity campuses, and online through our online course delivery program,
email, and Facebook.1 The project serves both undergraduate and
graduate students at both partnership universities, enhances faculty
instruction and curriculum development, and creates sustainable and
wide-reaching partnerships between academic institutions, civil society
organizations (CSOs) and non-governmental organizations (NGOs), the
private sector, and policy makers. Here we share a few points key to
creating and sustaining international teaching and learning partnerships.

BENEFITS OF INTERNATIONAL PARTNERSHIPS

Create culturally-appropriate education

Encourage positive impact of each partnerships' faculty and
students being exposed to students and practitioners from
other cultures and nations

Provide evidence as to how university partnerships can
develop professional standards for students and alumni
Increase critical thinking and awareness
Enhance intercultural communication skills

Provide a most compelling and lasting opportunity to learn
about diversity

Build civil society, through increased interaction between
higher education institutions and civil society organizations

Enhance skills in minimizing and managing conflicts

Fight negative stereotypes that often emerge, for example,
as a reaction to governmental and corporate media discourses

Build capacity to strengthen democratic practices

Source: Cassara & Lengel (2008)

First and foremost, partnerships can only be created and sustained
if there is commitment on the parts of all participating institutions.2
Along with the broad commitment to the partnership, a shared commit-
ment to similar program development and enhancement goals, across
both key faculty and administrators of each institution is also important.

Along with commitment at the institutional level, primarily by direc-
tors and key leadership of each institution, another key to successful
partnerships is the commitment and expertise of those who will lead
the partnership.3

One crucial aspect to successful teaching and learning partnerships
is access to ICT and other facilities and resources to students, faculty,
and practitioners at all partner institutions. For example, during one of
the partnership workshops held on the BGSU campus, we met in one
of the university’s computer classroom labs. After the presentations by
practitioners in environmental journalism and communication and by
experts from environmental CSOs and NGO, student participants used
the discussion board our online learning management system to share
their reflections about the presentations as well as their overall impres-
sions of the multicultural interaction of the workshop specifically and
the ongoing partnership generally. We found that the online dialogue
was particularly useful because students, particularly those whose first
spoken language is either the Tunisian or Algerian dialects of Arabic
{with Modern Standard Arabic as their first written languagel,4 whose
second language is French, and whose third language is English, that
often they were less comfortable in speaking in class. Online, how-
ever, they opened up with ease. They were also more able to engage
in dialogue more freely about cultural issues, including breaking down
stereotypes, working through biases about US media and cultural im-
perialism, the construction of cultural identity, and the diverse social,
cultural, economic and political aspects of each nation’s efforts toward
environmental sustainability. In a previous partnership grant program
(see Lengel, Cassara, Azzouz & el Bour, 2006), there were also student
participants from China, Lithuania, and Russia, and providing additional
opportunities for intercultural interaction and dialogue.

Another key aspect of the “Partners for a Sustainable Future: Aiding
Future Practitioners in Algerian and Tunisian Environmental Journalism
and Communication” program is experiential learning. For example,
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the learning program for sustainable development of our partner or-
ganization, the Tunisian Arid Lands Institute, environmental education
is taught and enhanced through experiential learning (Talbi & Gasmi,
2010). In the case of environmental education, this type of experien-
tial teaching and learning is both in and for the outdoors to extend
and enrich the curriculum. According to the UNESCO T'bilissi Declara-
tion (1978), environmental education for sustainable development is
a learning process that increases awareness about the environmental
challenges, develops skills and expertise to address these challenges,
fosters attitudes to make informed decisions and make informed and
responsible decisions and actions in the future (Talbi & Ben Mansour,
2010 ; Talbi & Gasmi, 2010).

This international teaching and learning partnership has provided
important opportunities to work in a contexts of shared interests in eth-
ics and values and given us some of our greatest learning and growth
opportunities of our academic careers, and has enhanced the prepara-
tion of students in all three partnership nations to successfully negotiate
an increasingly globalized world.

ENDNOTES

1 The “Global South” is comprised of those parts of the world that
have experienced the most political, social, and economic upheaval and
have suffered the brunt of the greatest challenges facing the world
under globalization: poverty, displacement and diaspora, environmental
degradation, human and civil rights abuses, war, hunger, and disease.
While many of the nations under this contextualization are, in fact, situ-
ated in the southern hemisphere, the term is not geophysically limited
to it. For more on the Global South see, for instance, Maj-Lis Follér
(2010), Stayton (2009), and the United Nations (2005).

2 For current activities and outcomes of the international teaching
and learning partnership, please see Cassara (2010), www.environmen-
taljournalismworkshop.org

3 Please see Lengel, Cassara, El Bour, & Azzouz (2006) for details
on the qualifications and teaching, research, and administrative experi-
ence of the partnership directors.

4 For socio-linguistic studies situated in North Africa and for analy-
ses of the nuances of Maghreb dialects of Arabic and please see, for
instance, Abdelali (2004), Abu-Haidar (2000), Baoueb (2009), Bentahila
(2002), Davies and Bentahila (2006), and Walters (2003). For an analy-
sis of the impact of Standard and Classical Arabics on national identity
in the Middle East and North Africa please see Mercurio (2009).
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Peace-building Practices in the Multicultural Classroom

Globalization is often extolled for the virtues of creating, in the
words of panglossian journalist Thomas Friedman (2005), a “flat world”
that overflows with technological, social and cultural collaborations and
benefits. What is less talked about when we explore the exigencies of
globalization are the conflicting ways that diverse people with vastly
different ethnic identities, religious practices, cultures, languages, and
habits are often uncomfortably placed side by side with the expecta-
tion that folks will just magically get along somehow (Bernhard et al,
2005). Enter the discomfort and sense of helplessness experienced
by any teacher who has faced multicultural classrooms that are full of
students who might otherwise never want to be seen on the same side
of the street together, or for that matter on the same side of town,
much less in the same room. Therefore, in this brief discussion | will
share a few helpful ideas for fostering a peace-building orientation in
teaching practices for multicultural classrooms such as those of SEEU.

The multicultural classroom scenario described above is, in the
words of SEEU faculty member Artan Limani, “the struggle that the
whole country of Macedonia” is facing at the present time (Limani,
2010). Itis just as much the struggle of the whole world so, hopefully,
a few relevant and applicable teaching considerations may contribute
to creating a space for a more peaceful future. Although | am writing
this in part from the perspective of an American educator, because my
spouse is Macedonian, and since | have recently gained citizenship in
Macedonia, | have a sense of being invested in peace-building initiatives
in Macedonia, especially through education. Clearly, part of me speaks
from the standpoint of the culture of the U.S., and, given the long
American history of the unresolved ‘bussing’ issue in American schools
(a racially charged issue in the U.S.), and considering the de facto seg-
regation American society still practices in many areas, the U.S. as my
birth nation may not grant me an ideal ethos for discussing proactive
matters in teaching in multiculturally profound ways. Nonetheless,
there are excellent, highly effective teachers in the U.S. and interna-
tionally doing exciting, innovative things to model effective teaching
practices that address multicultural challenges. Thus | will summarize
some of their practices here not as a kind of top-down, ‘West knows
best’ lecture, but rather in the spirit of what we can learn together as
multicultural practitioners in the global classroom. As educators we
are all on a steep yet shared learning curve that can potentially enrich

Ellen W. Gorsevski, Asst. Prof., School of Media and Communication, BGSU, USA

Dr. Gorsevski's research is on contemporary rhetoric (suasory discourses) of peace-building, especially the communi-
cation practices and artifacts of leaders in peace and social justice movements. Her research interests span interna-
tional/intercultural rhetoric, political and social movement rhetoric, media criticism and propaganda, and nonviolent
conflict communication. Her research encompasses visual and spoken communication, culture, and rhetoric in the
Gandhian and Kingian tradition. She earned her doctoral degree from the Pennsylvania State University, where she
was Edwin Erle Sparks Fellow. She teaches at Bowling Green State University (BGSU) in the School of Media and
Communication, and she is active in contributing to BGSU's newly established Peace and Conflict Studies Minor.

the lives of many of our students, and, as a result, contribute to peace-
building in our complicated, imperfect, growing societies in a time of
rapid globalization and resulting multicultural conflict.

One of the helpful tools for educators that Bernhard et al (2005) dis-

covered is that by getting students to discuss social scientific research
findings, they are able to “depoliticize discussions” about highly charged
issues (p. 270). In addition, students are able to debunk popular myths
or misconceptions that various ethnic or other identifying constituents
might commonly have about other populations. For instance, as Florida
is one of the most ethnically, racially and linguistically diverse states in
the U.S. with continually growing numbers of immigrants, the Florida
school system is faced with legislative demands that require English
language instruction, yet once educators did research and realized laws
were at odds with realistic rates for English language acquisition, edu-
cators were able to meet the demands of constituents such as parents
of non-native English speaking students to create supportive, extracur-
ricular activities for students through volunteers in the community who
were stakeholders in the educational system (Bernhard et al, 2005).
In terms of grappling with difficult socio-political attitudinal baggage
students often carry into the classrooms, Clarke (2005) writes that
“sensitive issues, such as contested collective social memory and com-
plex reconciliation efforts, are best approached through cooperative
learning methods that emphasize dialogue” (p. 479). Thus creating in-
class, student-centered, group experiential activities and assignments
through team work in which different members of the class's various
ethnic, linguistic, or other socio-cultural identifiers are intermingled
and mixed is essential to creating the cooperative climate and atmos-
phere of true sharing that fosters success in the multicultural classroom
(Clarke 2005). Whether it is through one group research assignment,
or, as in Clarke’s {2005) study, the creation of a whole course, titled
“Remembering, Forgetting and Forgiveness: Justice and Reconcilia-
tion from the National to the International,” with goals of “crossing
disciplinary boundaries and fostering [student] discussion from diverse
standpoints,” it is important to let students study global conflicts and
local conflicts internal to their own nations or regions. Through the
objectivity gained by studying conflicts that are at a great geographic
distance, students then may be better able to return home intellectu-
ally, to apply the knowledge gained from conflicts as varied as Kosovo
or South Africa and then apply understandings and insights gained to
their home culture’s situation (Clarke, 2005, p. 482).
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At the same time, as educators we must be open to exploring our
own uncomfortable complicity with barriers to multicultural acceptance.
For instance, speaking from my own perspective as an American, it was
not until my master's degree program, when | studied the systematic
oppressions and human rights abuses suffered by Tibetans in China
since 1959 that | began to appreciate and understand the similar suffer-
ing and human rights abuses that native American and other indigenous
populations inside the U.S. experienced at the hands of Europeans and
their settler descendents not only in North America, but also in Central
and South America. Such knowledge or awareness of indigenous suf-
fering was simply not taught to me during my K-12 or undergraduate
education, much less as a part of a privileged ethnic group or prevalent
popular culture such as television or film that portrayed only European
American perspectives. Correspondingly, my positive experiences in
working with diverse scholars and colleagues over the years has ena-
bled me to adopt a perspective that does not demonize individuals, even
if they may happen to come from a national, social, cultural or ethnic
group that may have perpetrated recent or historic cultural and socio-
political mistakes with human rights implications. Being a descendent
of early European settlers, | am ever cognizant of my forbears’ possible
complicity in human rights abuses such as ethnic cleansing or in the
American systems of slavery followed by segregation, and my current
inheritance of socio-cultural privilege as a result of violent institutions.
As educators, by adopting a frame of humble learner, we, along with
our students, are modeling a more open-ended, albeit uncomfortable
at times, perspective that invites healthy discussion and intellectual ex-
pansion toward adopting a peace-building perspective (Clarke, 2005,
p. 485).

Another crucial element to fostering a viable multicultural classroom
experience, particularly in higher education, is to recognize the unique
challenges that first-generation college students experience not only
as often being culturally different from other students, but also in not
knowing the “unwritten rules and expectations of academia” (Jehangir,
2008, p. 33). As educators we need to develop support mechanisms in
individual classes as well as academic departments and across curricula
to promote the retention of all students, especially those who face
invisible socio-cultural challenges such as simply not knowing the rules
or having to undergo the rigorous and emationally draining process of
code-switching, in which a student must adopt a different linguistic, cul-
tural, or other framework in order to survive on campus, while reverting
in one's social or family circles to other, more comfortable roles (Jehan-
gir, 2008). As educators we need “to find ways simultaneously to chal-
lenge and support students who often feel isolated and marginalized ....
They need to have bridges that help them cross the divide” (Jehangir,
2008, p. 36). Jehangir (2008) recommends one way to approach this
challenge is to develop support groups and networks for students from
vulnerable populations that will enable them to cope and ideally, to
thrive. By helping marginalized students to manage the unigue stresses
they face helps them to remain and be active, equal participants in the
classroom; this, in turn, contributes to sustaining a multicultural campus
climate and a wider array of viewpoints that enrich learning environ-
ments for all students and faculty.

To foster multiculturalism in the classroom, one effective strategy

is for educators to “develop communities of practice” (CoPs), such as
the readership for this SEEU newsletter, so that likeminded educators
can share findings of their ongoing research and teaching training, as
well as commiserate and brainstorm when, for instance, lesson plans
or assignments go awry and need reconfiguring (Bernhard et al, 2005,
p. 272). Likewise, CoPs should also be developed to address students’
needs. Sometimes the challenges of the multicultural classroom and
the greater nationalist and ethnocentric tendencies in many societies
make it difficult to persevere with a multicultural, peace-building per-
spective; having a community of practice as a sounding board, support
system when one is feeling down, and a “cohort” with whom to share
ideas and innovations can even make the difference between sticking
with or quitting educational careers or aspirations altogether (Berhnard
et al 2005, p. 272; Jehangir, 2008).

In closing, these are just a few among many helpful pointers that
open up entire worlds of new challenges to educators of the multicul-
tural classroom. When educators adopt roles as life-long learners, then
it is easier to model new and often difficult behaviors and modes of
learning that are required in a globalized context. Faculty and students
are increasingly grappling with the upsetting frustrations and emotions
as well as fruitful knowledge gained from pedagogy that is designed
to promote mutual respect for the rich diversity of members of the
contemporary classroom, and, by extension, their communities, cul-
tures, and other social markers which, through fostering multicultural
perspectives, can sow seeds of peace.
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Sharing Some Key Pedagogical Tools:
Conversations, Case Studies and Fieldwork

During my second year of doctoral study at the Department of
Communication at Purdue University, | was asked to teach Small Group
Communication, one of the core classes related to my discipline of or-
ganizational communication. While grateful to be teaching an advanced
level class, | was also a bit flummoxed: | had not taken any classes
myself on the topic, nor was | expressly sure | had the credentials to
teach what | saw (at the time) as steeped in quantitative organizational
psychology rather than the discursive tradition (Alvesson & Karreman,
2000; Bakhtin, 1981; Foucault, 1980) in which | located my work.
Here, | will describe how - despite these initial misgivings -- | success-
fully navigated this course with my class of 22 students.

| began with making two key decisions. First, it was important to
decide what aspects of group communication | would be focusing on.
Accordingly, | structured my class to address how communication (both
external and internal] influences group formation, decision-making,
leadership, climate, culture, innovation, and so on. While the textbook
| was assigned to teach belonged to an organizational psychology tradi-
tion, | found enough scope to consider issues from a communicative
perspective. Second, it was crucial to know who my students were:
what were their major areas of study, what year of the program were
they at, how did they hope to use the class material in their careers,
and so on. As it turned out, the bulk of my class were mechanical
engineering and computer technology majors, followed by some in mar-
keting, human resources, management and agro-business. Most were
fourth and fifth year undergraduate students. The challenge then was
to provide them a communicative lens to group processes, which they
could gainfully employ in their respective fields.

Through trial, some error, and a whole lot of listening to the stu-
dents (Fassett & Warren, 2007), three pedagogical tools stood out as
most effective. The first was an emphasis on conversation. Too often,
at least in the U.S., undergraduate students are brought up on a diet
of PowerPoint slides with little interaction and critical questioning. As
teachers, our task is to encourage students to analyze the theoretical
concepts we inform them about, and attempt to apply them or see
where they may be applied in workplace situations; yet PowerPoint
often hinders this fundamental goal by providing a blinkered and ab-
stract view of theory. | believe theoretical concepts can be much more
effectively engaged with when students are asked to comment and

Rahul Mitra (M.A., Bowling Green State University) is a doctoral student and Ross Fellow at the Department
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critique them. | have often sat down among my students and thrown
questions at them, asking them whether they agree with certain ideas
laid down in the textbook, why or why not, and how would they justify
their stance. Talking about “creativity”, for instance, as not just another
group process through particular stages but as an aspect of corporate
life that has important implications (both positive and negative; see
Levitt, 2002), yielded a much more lively discussion than | believe using
PowerPoint slides alone would have. | do not mean to bar slides from
classroom teaching altogether -- | use them myself, quite a lot, to ex-
plicate concepts - but to argue that conversation as two-and-fro com-
municative technique is vital in any classroom interaction (Freire, 1977).

The second approach that came in handy was using case studies.
At the start of the course, | asked each student to fill in a “personal
information” form that asked (among other things) what they hoped
for or accepted from the class. Chief among these was applicability to
their diverse disciplines and future jobs. Realizing that most of my stu-
dents would be graduating within the next year, | strived to bring in a
professional perspective to my course material from the start, and case
studies were very effective in showing how these could be translated
to everyday situations at the workplace. While | sourced some cases
for longer-term class assignments from journals such as the Harvard
Business Review, | also fashioned smaller cases to use for in-class as-
signments (which suggests imagination and creativity are not just top-
ics 10 be studied in class, but also aspects to come out in pedagogical
practices!). For instance, in a class on decision-making, students were
broken up into groups and asked to consider various paragraph-long
cases, each using a different problem-solving technique. After they had
made their decisions, they (and the rest of the class) were then asked to
consider what perspectives might have been missed via the technique
used, how a different technique might have come up with other aspects
(more or less useful) in the given case, and so on.

Finally, | emphasized out-of-class fieldwork for my students. This
was important both for them to understand and get to know each other
as a group, and to see for themselves how communication becomes
vital in group processes. For their final project, each group was asked
to work with an external organization, which could be national, local or
gven campus-based, to implement a creative or administrative project
as the need may be. So, while one group tied up with a national child
hunger prevention organization to organize a week-long fund-raising
event, another designed and implemented a publicity campaign for a
local animal shelter.
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Fieldwork was important not just for group projects, but also individual
assignments: for instance, one of the assignments required each stu-
dent to join a local group or organization, attend their meetings for two
months, and write a reflection paper framing their experiences through
the material discussed in class. At the end of those two months, | found
myself reading some of the most insightful and incisive ethnographies |
have ever come across.

The active learning (and teaching) described here was successful
because the three pedagogical tools -- conversations, case studies, and
fieldwork -- were developed as a result of listening to the students,
rather than imposing standard ways of doing and teaching upon them
(Fassett & Warren, 2007; Freire, 1977). It helped them to engage more
effectively with the class material, and enabled me to teach a subject |
was initially unsure of in ways that harnessed my research and personal
experiences. | found myself using literature from topics as diverse as
organizational socialization, public relations, social responsibility, diver-
sity, and leadership in our classes to provide a holistic communicative
vision of group processes. In conclusion, | emphasize that conversations
ensure a steady interaction of ideas, case studies keep theory grounded
in reality, and experiential fieldwork builds appreciation for the matter
in ways that other tools seldom do.

REFERENCES

Alvesson, M., & Karreman, D. (2000). Varieties of discourse: On the
study of organizations through discourse analysis. Human Rela-
tions, 53, 1125-1149.

Bakhtin, M.M. {1981). The dialogic imagination: Four essays (Michael
Holquist, Ed.; Caryl Emerson & Michael Holquist, Trans.). Aus-
tin and London: University of Texas Press.

Fassett, D.L. & Warren, J.T. (2007). Critical communication pedagogy.
Thousand Oaks, CA: Sage.

Foucault, M. (1980). Power/ knowledge: Selected interviews and other
writings, 1972-1977. Pantheon.

Freire, P. (1977). Pedagogy in process. New York: Continuum.

Levitt, T. (2002). Creativity is not enough. Harvard Business Review,
Special Issue on the Innovative Enterprise, August, 137-145

I Vesna Dimitrieska is a Deputy Director for
Academic Issues, English instructor and CELTA
trainer at the Language Centre at the South-
East European University (SEEU), Macedonia.
She has eleven-year teaching experience and
six-year teacher training experience. Her other
| duties entail course design, exam preparation
] and coordination of the instructors at separate
A levels.

For the past eight years, as a part of the SEEU
teaching staff, Ms. Dimitrieska has been teaching Basic Skills English,
English for Specific Purposes (ESP) and English for Academic Purposes
(EAP). Teaching ESP to Computer Science students has been her main
focus. Ms. Dimitrieska has also been involved in teacher training, i.e.
planning, preparing and delivering workshops and seminars at both na-
tional and international level.

Ms. Dimitrieska holds a master’s degree in Teaching English to Speakers
of Other Languages (TESOL) from Boston University, USA and a bach-
elor's degree in English Language and Literature from UKIM, Macedania.
She has also obtained the CELTA in London, UK and the DELTA in Seville,
Spain, University of Cambridge teaching awards. As a part of a joint pro-
ject, Ms. Dimitrieska is a teacher trainer authorized by the British Coun-
cil, Macedonia and ELTAM and a 2008/09 Hubert H. Humphrey Alumna.

Current Challenges of the South- East European University's
Language Centre

The Language Centre within the South- East European University
faces a number of challenges. Some of those challenges are external,
i.e. imposed by higher authorities and institutions, whereas some others
are internal. The internal challenges are the ones that each and every
individual who is a part of the Language Centre can help overcome, and
thus, make a difference in the functioning of SEEU’s Language Centre.

There are several external challenges that SEEU's Language Centre
is currently facing. The future of the senior and junior lectors within
the Language Centre is the major challenge which derives from the
new Law of Higher Education. Our centre is one of its kind as there
are no other language centres which operate within universities in the
Republic of Macedonia. The language centre category does not exist in
the current law, and, as a result, there is a query whether the senior/
junior lectors at SEEU would be part of the Faculty of Languages, Cul-
tures, and Communication or they will continue to exist as a part of an
independent unit, i.e. the Language Centre. Another cause for concern
is the fact that no doctoral studies programs are offered at any of the
large number of universities in the country. As a result, it is impossible
to pursue a PhD, a new requirement stipulated by the Law of Higher
Education for anyone who is teaching at a university.

The internal challenges of the Language Centre are associated with
the issues that can be addressed and influenced directly by each and
every person who is a part of this centre. The relationship between
the Language Centre and the five faculties within the university is one
of the most general internal challenges. A perception exists that indi-
viduals at different organizational level do not entirely understand the
distinction between Basic Skills English courses and English for Specific
Courses. It leads to ineffective communication, and, in the long run, the
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students are the ones who face the negative consequences of this situ-
ation. Improved communication between the English instructors and the
respective faculties by discussing the obstacles in a constructive way is
one of the most practical solutions to this issue. The results will be imme-
diate and the issues will be discussed as they crop up, without any delay.

Curriculum development is another internal challenge that has been
pinpointed by the Language Centre's management. It is identified as a
challenge due to students’ poor results on the final exam as well as their
overall low performance in the productive skills, speaking and writing. A
possible improvement of this aspect is changing the content of the cours-
es by choosing a different coursebook. Another option is to continue to
experiment with the integrated- skills approach to motivate the students
to study more and better prepare them for the job market. In addition,
continuous revision of the syllabi is a must in order to ensure that the
most informed choices about the materials and assessment mechanisms
have been made.

The third internal challenge associated with the Language Centre is
assessment. Even though the Language Centre has experimented and
defined appropriate assessment tools, assessment is a challenge in any
context because of the element of subjectivity involved in it. Every insti-
tution and language instructor should strive to reduce subjectivity to the
minimum. The assessment tools that are presently used in our centre are
a combination of both summative and formative assessment. Students
are assessed continuously throughout the semester by means of quizzes,
in- class readings and in- class writings as well as through a final exam
at the end of the semester. The following can be done to improve the
assessment in our context: to revise and adhere to the grading criteria;
to try out different grading components (e.g. speaking exam); to improve
the exit exam mechanism, to raise awareness about the washback effect
of the exams; to polish the grading rubrics; to organize writing/ speaking
evaluation training for the instructors and to compile a document with
the guidelines for administering the final exam.

Albanian and Macedonian courses are yet another challenge of the
Language Centre. Throughout the university, there is a general belief that
students are not learning what they are supposed to in these courses. As
a result, they do not possess the appropriate functional ability in these
two languages. According to the Language Centre’s action plan, the aim
is to enhance the communicative teaching that will further lead to great-
er communicative competence of the students. This can be achieved
by curriculum development according to the communicative approach
framework. Also, the assessment should correspond to the teaching and
learning that take place in these language classrooms. The profile of
these two courses may be raised by improving the learning outcomes.
The Albanian/ Macedanian instructors will engage in professional devel-
opment workshops and be a part of informal peer observations followed
by constructive discussion.

The fifth challenge of SEEU's Language Centre is associated with
community outreach and this centre’s autonomy. Currently, there are a
few activities offered to the community and most of them are non- prof-
itable. As the largest teaching unit in terms of student enrollment, the
Language Centre is very often referred to as a strain on SEEU's budget
due to the large number of teaching instructors. For this reason, the
Language Centre has to come up with independent programs that will
lead to its autonomy and sustainability.

One possible option is designing and offering language courses in
English, Albanian and Macedonian for the local as well as the numerous
expatriate population. More intensive marketing will help the centre
raise the profile of the CELTA courses in the country and the region as
the CELTA centre within the Language Centre is the only authorized
centre in the country for this kind of courses. IELTS, TOEFL and Matura
preparation courses are another way of making money independently.
In addition, teacher training workshops may be offered to primary and
secondary schools as well as other higher education institutions, based
on their needs.

The Language Centre is unique in many aspects. Apart from being
the largest teaching unit, it is also a cradle of innovation and good
practice. We have established strict standards of course design and
our syllabi are updated every semester. The English language classes
have the trait of being multinational as this is the only place on cam-
pus where students of all nationalities meet to study together. The
Exit Exam, i.e. the monitoring of student progress, is the first study
on learning outcomes at SEEU. Moreover, the Language Centre pro-
vides the largest number of teachers who are members of the Central
Observation Team. The transparent grading policy and the way exams
are administered (i.e. with scheduling proctors, preparing multiple ver-
sions of the exam and blind checking) are another trait that makes the
Language Centre special. The tests are results of teamwork and they
are unified across levels. The Language Centre's staff is dedicated and
highly trained as the Centre itself provides numerous opportunities for
professional development. Also, a variety of individuals are involved in
the decision- making process. The achievements are a source of pride
for every Language Centre instructor and they serve as a springboard
for finding ways to cope with the different challenges we face daily.
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English for Specific Purposes (ESP) at SEEU

At the beginning of 2010, exactly one year ago, | was fortunate
enough to enroll at an eleven-week online certificate program (teacher
training course) at the University of Oregon - American English Institute
in the field of ESP, Best Practices.

During the first, introductory, week we were given some questions
to discuss, and | want to share just two of them with you this time,
which | thought were and still are the most significant ones to deal with.

The first one was as follows:

T)How do you see ESP helping in the development of the nation
where you work?

This is what my response was:

ESP is generally a new concept in my country. It was first intro-
duced at the university where | am currently working, i.e. the Southeast
European University in Tetovo, Macedonia. Since this institution was
established by international factors, including the OSCE, some western
European countries and the United States (particularly the Indiana Uni-
versity), a lot of new approaches, methods and techniques were intro-
duced to the local staff that were generally used to the old way of
teaching known as Ex Cathedra. Plenty of training sessions, workshops,
seminars, and conferences have been held since 2001 (the year when
the university was established) and they have incredibly contributed to
the improvement of the general teaching/learning environment at SEEU.

In this respect, ESP was a new subject to us. We first started at the
Business Administration Faculty teaching Business English and expanded
later to other faculties such as Public Administration, Computer Sciences,
Communication Sciences and finally to the Law Faculty. It was very dif-
ficult at the beginning because none of us had done any training in this
field earlier, and it took a lot of time for us to prepare and get to class
well-equipped. It is still a problem, especially in those areas where there
are no ready-made materials, textbooks, etc., as is Public Administra-
tion. But we have managed it somehow by crating our own materials
that are related to the students’ needs and their area of study and it's
getting better.

The students seem to appreciate our hard work but generally, find
it difficult to deal with a completely “New Type of English” which they
have never seen before. But, once they are introduced to the course
they get interested and curious because they see the importance of the
subject itself. All skills are basically practiced in ESP at our institution
(Reading, Listening, Speaking, and Writing) with special focus to some
more difficult grammatical structures as well as vocabulary banks related
to students’ needs and areas of study. What is positive in all this is that
the students get familiar with similar (or even the same|) materials which
they attend in their mother tongue (Albanian or Macedonian) and they
can easily compare and contrast.

Kujtim Ramadani works as a high lector at the SEEU Language Center. He has been teaching English for more
than nine years now, including EGP and ESP. He has a BA in English Language and Literature and an MA in
Comparative Public Administration in the EU and has also accomplished an on-line certificate program in ESP -
Best Practices with the American English Institute at the University of Oregon. He works as a translator and an
interpreter, too. Kujtim has participated and presented in several national and international conferences in the
field of ESP as well as Public Administration and Political Sciences.

Even though we are still at the beginning of our long and tiring
journey, | can say that our students benefit a lot from our ESP courses
since they get prepared for their further professional life and have better
chances to apply for different jobs once they graduate from our univer-
sity. Actually, ESP is what makes our university different and unique in
the region, so | am proud to be one of those that contribute towards the
development of our institution and the society as a whole.

And, here’s the second question:

2)How has ESP opened up new opportunities for you and/or the
individuals you teach -- economically, socially, or personally?

| actually agree with what Orr says in his introductory part “The
Nature of English for Specific Purposes” that “The growing demand for
highly proficient speakers of specialized academic and workplace English
is drawing increasingly large numbers of teachers into the ESP profes-
sion and awarding them higher salaries and prestige than were previ-
ously given to language instructors.”

| feel much better when | teach ESP than EGP. It gives me strength,
self-confidence, motivation and courage to search for mare, to challenge
myself. | have gained new knowledge in fields like business or public
administration by teaching it through ESP, which is an invaluable wealth
for me. It has also made me attend seminars, workshops and trainings
like the one | am currently enrolled in and it all counts towards my
professional development and perfection. It is also economically benefi-
cial since it gives you the opportunity to offer ESP courses not only to
students but to the community, too, because everyone is trying to grasp
a share in the now highly competitive labor market and free market
economy.

In conclusion, due to the fact that English is now offered as a core
course from the very first grade in our primary schools, it implies that
most of the students will already come with very good knowledge of
English at our university, so ESP remains as the only long-term sustain-
able solution for our future engagement and work in higher educational
institutions.
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Being a good teacher means not acting like a teacher:
Building rapport that breaks the bonds.

A colleague once told me that students thrive on discipline in the
classroom because it demonstrates to them that you, as the teacher,
have their best interests in mind. This notion, if it is to be useful, must be
founded on a relationship between teacher and student that is built upon
mutual trust and respect. Building rapport with our students, more im-
portantly, “good rapport,” means developing relationships where teachers
and students are able to effectively relate with one another both in and
out of the classroom (Murphy & Valdez, 2005). Building rapport with our
students, then, is one of the most important things we do as educators.
For teachers, rapport building serves to ground respectful and creative
learning environments that encourage students to ask questions, think
critically, and actively participate in the construction of knowledge. For
students, effectively building and maintaining positive relationships dem-
onstrates by example that we as educators actually care about them and
that we take an investment in both them and their education.

Research on student-faculty interaction has clearly demonstrated the
importance of developing a sense of connectedness, between students
and teachers, in positively effecting student performance and overall sat-
isfaction in their educational experience (Yoon 2002; Filene 2005; Cox &
Orehovec 2007). While the literature is important, as educators we see
first-hand exactly how the choices we make in the process of building rap-
port directly influence the learning environments of our classrooms. The
question still remains, then, as to how we go about building relationships
with our students in ways that positively impact their performance as well
as their active participation in their own learning.

As the title suggests, building a meaningful rapport means breaking
the bonds of the traditional teacher-student model wherein the teacher
simply delivers information to the passive student. In each of my classes
| make great efforts to relate with students on an equal level. Taking the
time to get to know my students fosters an open environment that is
more interactive. Bain {2004) argues that this openness produces trust
and an “interactive environment” where students can “ask questions with-
out reproach or embarrassment” so that a “variety of views...could be
freely discussed” (p. 142). In each of my classes | set aside time, which |
have come to call warm-up time, for me to simply engage in conversation
with my students as a class. We talk about their lives, their weekends,
their interests and | share with them some of mine. This has proven to
be a useful tool as it engages in open and equal interaction. Further, it
helps to overcome the “professional distance” in a way that builds the
necessary trust and respect (Cox & Orehovec, p. 361, 2007). When |
demonstrate to my students that | am invested in them and that we can
be open with each other they begin to identify with me as a person and
as their teacher. Of particular importance is how this then fosters a sense
of loyalty and commitment between my students and me.

Not acting like a teacher also involves rethinking the power structure
between teacher and student. That means allowing students to make
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choices about the direction of the class. | invite students to offer sugges-
tions about assignments, class activities, outside readings, and even grad-
ing criteria. Incorporating their ideas empowers them. It also shows that
| trust and respect them as independent thinkers - that | have their best
interests in mind. The significance of this is found in developing the type
of relationship with my students where we can clearly and openly com-
municate our expectations of each other. | have found that by ostensibly
relinquishing some of my power as the teacher my students are in fact
more engaged and more likely to exceed my standards of achievement.
This, however, is only possible because | invest the time to co-create with
my students a strong bond of trust that is clearly felt and communicated.

In many ways, building positive rapport involves a reconsideration of
how we as educators think about and interact with our students. If we
change our thinking from building rapport to creating meaningful inter-
actions with our students we can offer them the creative environment,
founded on mutual trust and respect, which is so crucial to participative
learning. In this sense, then, not acting like a teacher involves engaging
our students in a different way - one that centers on developing the
types of relationships with our students that provides them a sense of
autonomy while guiding them in the right direction.

| always joke with my students that | am too honest with them.
When | make mistakes | admit them and usually have a good laugh with
my students at my own expense. While research shows that personality
has little to do with building rapport (see Bain 2007), | argue that being
true to who you are is an effective way to build open and honest relation-
ships with your students. | have an idea of who | am as a person, as an
educator, and as a scholar.
My students also develop ideas of who they are as well as develop ideas
of who | am. | have always found that the closer those ideas match-up the
more genuine and impactful the relationships with my students become.
As Bob Marley sang, “none but ourselves can free our minds.” By not
acting like traditional teachers we can connect with our students in ways
that empower them to do that very thing.
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The Status and the Position of the SEEU Language Center viewed
from a European Perspective

Last year the SEEU Language Center (LC) became a full member
of the European Association of Language Centers within universities
(CERCLEs's). This membership allowed us to become a part of a large
family; since we are the only LC in Macedonia and as such we have
felt isolated, yet unique. Membership provides valuable information
about all the latest developments related to issues that affect the
status and work of these institutions. We then, use the information
about the latest events and changes to compare with our practices,
learn from them and try to be compatible with other, already af-
firmed and well established Language Centers in Europe.

One recent event, a seminar for the Directors of Language Cent-
ers (Rome, Nov. 2010) devoted to setting a framework for Quality
Assurance (QA) of Language Centers, was used as an opportunity to
consider the criteria under the QA scheme as applied in our situation.
This seminar was also a chance to exchange experiences with col-
leagues from all over Europe about the current position of Language
Centers under the universities structure.

Language Centers are affected by the budget cuts and the finan-
cial crises in many countries. That this is not restricted to Europe
only, can be illustrated by the following news headline from ACTFL
SmartBrief , an American weekly newsletter on education and lan-
qguages from December, 7th 2010: “Colleges struggle to preserve for-
eign language programs”. On the other hand, the Modern Language
Association Report informs on the greatest number of students at-
tending foreign language classes since 1960 and growing popularity
of the foreign language programs among students.

The most convenient and the least painful course of action for
the university authorities may be to restrict language programs, es-
pecially having in mind that Language Centers do not offer degree
programs. In most cases, as it is with the SEEU LC, Language Centers
do not have their own students, unless they run preparatory pro-
grams, which is the case with some big international universities. In
all other cases, the existence of the Language Centers depends on
the good will of other Faculties which devote some of their credits to
languages. This situation and the traditional struggle of the university
language teachers to win parity of esteem with ‘academics’, have led
to setting a framework for QA and establishing an agency for QA of
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Language Centers within universities.

The aims of the Agency for QA correspond to those of the Brit-
ish Association of Lecturers for Academic Purpose (BALEAP) : “To
enhance the quality of foreign language provision in institutions of
higher education and to support professional development of the
staff, provide an accreditation scheme for these courses, as well as
to promote and disseminate foreign language research through con-
ferences and workshops”.

The criteria which will be considered are still in the process of
review by all members of CERCLE's that took part in this seminar,
including the SEEU Language Center Director and Quality Adviser, but
they will be based on the criteria already defined by the BALEAP :

e Management and administration (treatment of staff, clear lines
of responsibility, professional standards);

e Staffing (qualifications, terms of employment, induction, de-
velopment);

® Resources and facilities (students’ full access to University fa-
cilities, suitable premises, teaching equipment);

® Course design (based on student’s needs, clear progression,
clear aims, appropriate materials);

e Teaching and learning (class size, number of teachers, consulta-
tions, appropriate assignments);

® Assessment (regular assessment and feedback on progress, ex-
plicit criteria, accessible reports);

e Student welfare (well-informed student support staff, social
program, accommodation, if applicable);

e Course evaluation (gathers feedback from students and staff
for continuous evaluation and review).

SEEU LC was evaluated externally in March 2010 under very simi-
lar terms of reference drawn by the then Pro-Rector for Academic
Issues, the Quality Advisor and the Director of the LC. The results of
this evaluation showed a very well developed organizational struc-
ture and high quality teaching and learning opportunities for SEEU
students, provided by qualified and committed staff. The external
evaluation resulted in short term and long term recommendations to
be implemented for more successful and efficient English language
programs and a special focus on the two local languages, Albanian
and Macedonian.

24 TALKING ABOUT LEARNING - The Language Center Bulletin, South East European University, March 2011



A vyear after the external evaluation, we made progress on the rec-
ommendations by adapting the course syllabi to respond to students’
needs taking into consideration the broader community needs. This
mostly refers to employers” statements about the need for improved
speaking skills of our students. We greeted the initiative for establishing
a (A agency that could provide external evaluation as an objective and
professional measure of the quality of language provision.

At the aforementioned meeting of European LC Directors, it was a
pleasure and a bit of a surprise to realize that out of about thirty cent-
ers, only three have undergone the external evaluation, one of which is
the SEEU LC. What is more, the terms of reference, the procedure and
the documents reporting the findings from LC external evaluation were
taken as models for designing the draft documents that will be used
for creating the common European Quality Assessment Criteria and for
establishing the accreditation agency.

It is comforting to know that although quite young, existing for nine
years, the SEEU LC shares similarities with other European Language
Centers with a longer tradition. In some segments is the SEEU LC even
ahead of them. It has a very good administrative structure that guar-
antees servicing of about 2500 students at any time; it has 35 full-time
highly qualified teaching staff; the curriculum is frequently updated and
is based on students’ needs; the LC is well positioned within the uni-
versity in terms of providing language courses for all students, without
exception, no matter what they study; it has well equipped classroom
space and resources; a well organized staff performance evaluation
based on instruments such as teaching observations and student evalu-
ations; it has conditions to reach the community and gain profit. Finally,
it had the external evaluation. What a relief! Let's get back to work.
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Intercultural Learning in Cyberspace:
Using Skype in EFL Instruction

Thanks to Skype, teaching English as a Foreign Language (EFL) in a
global setting is no longer a utopia. Students can engage in projects and
conversations with their peers from all over the world, provided that
they have a computer with internet connection, a webcam, a headset
{with earphones and a microphone), and the free video calling software
Skype installed on their respective computers. Interaction with native
speakers of English, which sometimes may be a problem in an EFL
setting where the everyday language is not English, becomes much
easier with a tool like Skype: “Skype can be used to provide a variety
of authentic learning experiences to students” (Eaton, 2010). Recent
research indicates that online interaction through Skype and similar de-
vices can serve to enhance students’ intercultural competence (0'Dowd,
2007). According to 0'Dowd, telecollaborative activities are especially
“useful for making students aware of how aspects of the target culture
are perceived within the culture itself, and what are the significant
events and people in the target culture’s ‘national memory™ (p. 147).
Further, including periods of dialogue |i.e., explicit comparison of the
cultures at hand and direct exchange of reactions) in telecollaboration
helps best to develop cultural awareness (p. 147). Thus, Skype tran-
scends traditional boundaries of the EFL classroom as students meet
and learn in cyberspace, enhancing their intercultural competence.

This article looks at Skype as a potential tool for EFL instruction,
especially with regard to intercultural learning. In the following, | will
first explain what Skype actually is, and then go on to make some sug-
gestions on how it can be used in EFL teaching to enhance students’ in-
tercultural competence. While thinking about promising Skype projects,
it is also important to be aware of what might go wrong. Therefore,
this article is also a cautionary tale for teachers wanting to prepare a
project that involves the use of Skype. As with most teaching, careful
planning is key to success.

So what is Skype? Skype is free software for video and voice
calling, as well as instant messaging and file sharing that is possible
with other Skype users. Skype also offers calls to landline and mobile
phones, which have to be paid for. Different Skype versions are availa-
ble for Windows, Mac, and Linux based systems. Generally, (free) face-
to-face video calling works if both parties are online and have logged
in to their Skype accounts. As mentioned earlier, callers also need a
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webcam (which must be turned on once the call has been answered),
speakers/earphones, and a microphone. Skype's chat and file sharing
functions might also be helpful, depending on the nature of the learning
activity at hand.

So how can Skype be used in a meaningful way in the EFL class-
room? Utilizing Skype or any other kind of technology always holds
the risk of using it for its own sake. Therefore, it is important to ask
oneself as a teacher what students are supposed to learn and whether
a certain activity that involves technology actually helps students learn
better what they are supposed to learn. Thus, careful preparation is key
to a successful project.

As 0'Dowd’s {2007) study suggests, Skype can be used as a tool
for ethnographic research: Students engage in conversations with each
other to find out certain aspects about their respective cultures. With
regard to this approach, telecollaboration enhances the development
of intercultural competence best when using a combination of differ-
ent online tools. E-mails provide students with “in-depth written de-
scriptions about the target culture” (0’'Dowd, 2007, p. 148), whereas
video-conferencing offers an opportunity to communicate more quickly,
clarify doubts, and engage in ‘real’ interactions. Thus, 0'Dowd proposes
using Skype together with written communication, which means that
students practice their listening and speaking skills as well as their read-
ing and writing skills. While 0'Dowd’s study is geared towards univer-
sity-level classes, | contend that a similar approach, with appropriate
preparation of the students and guiding through the teacher, can be
used at the high school level.

For the high school level, classroom projects on specific topics that
require students to partner up with a student from another (English-
speaking) country to learn about certain aspects of a culture seems
most appropriate. Topics that might be of interest include, but are not
limited to: customs and traditions; school systems; sports; popular cul-
ture; etc. When a teacher decides on a Skype project, it is relevant to
constantly keep in mind what students are supposed to learn about
and how they might best be able to succeed in this endeavor. If a class
engages in a Skype project that is concerned with some ethnographi-
cal aspects it might seem a good idea for students to come up with
questions that guide their research; the teacher might also think about
providing some background information on ethnography as a way to
study cultures. 0'Dowd’s study offers some helpful insights into what
this might mean. In offering a different approach to learning, that is,
learning in cyberspace, Skype might also give quieter students a chance
to perform well (Mirtschin, 2008).

No matter what a Skype project looks like, careful planning is es-
sential. If a teacher decides to use telecollaboration in class, he or she
should be aware of the amount of time involved for preparation. The
teacher has to know Skype very well, of course. Yet Skype is a fairly
simple tool, thus easy to learn: “Skype’s simplicity ... makes it an ac-
cessible tool for those who are less comfortable using technology in the
classroom ..." (Eaton, 2010). Other researchers have suggested some
helpful management issues, such as testing the equipment before start-
ing the project in class and also test face-to-face calling from teacher to
teacher, use the chat tool to confirm that the other class is ready, and
switching the video feature off if calling does not work with the feature
turned on (Mirtschin, 2008). Having a backup plan if all technology fails
might also be a good idea.

Learning about other cultures is vital in times of globalization.
Preparing students for a global job market also includes helping them
learn to build intercultural competence. Skype can be a helpful tool to
enhance students’ intercultural competence. It can be used as a tool
for classroom projects on specific cultural topics that are based on eth-
nographic research; but it might also be used in other contexts, such
as during preparation for school exchanges, author interviews (Eaton,
2010; Messner, 2010; Rosen, 2009), guest lectures (TeachingDegree.
Org, n.d.), as well as after-school help/tutoring (TeachingDegree.Org,
n.d.). If used in a meaningful way, Skype can open doors to the world
and help to transform the regular classroom into a borderless learning
space, helping students to improve their intercultural competence.
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My teaching Philosophy

There are many valuable intellectual disciplines where its practition-
ers must memorize important dates or write moving essays in every
language. But mathematics is valuable for other reasons, and is the dis-
cipline where my natural skills thrive. Sharing one’s skills with others as
a teacher or instructor requires a well-considered teaching philosophy,
which | share here.

| write as a teaching assistant at Bowling Green State University
in Ohio, where | have taught introductory Math courses ranging from
Precalculus to Calculus 1. My students have been mostly non-Math
major freshmen. The challenge that | found most students face with
Mathematics is a psychological one. Most students view Math as some
complicated and abstract formulae, and this preconceived notion pre-
vents them from even trying to understand the concepts behind the
formulae. Rather they take the approach, \What will be on the Exam?
How do | pass the course?” My goal as an instructor is to properly instill
the motivation to critically and deeply internalize the subject.

In my experience, students tend to believe that examples always
illustrate a general rule.

This belief is easily dispelled using mathematics, since there are
many examples where there seem to be a general rule, but in fact the
believed rule fails. For example, when first asked, student’s intuition will
lead them to believe that the derivative of product of two differentiable
functions is equal to the product of the respective derivatives. So, while
teaching the Product Rule in class | take the example f(x) = x2 and
g(x) = xb and show how it fails. In practical terms, this helps students
to understand that the things they believe must constantly be tested,
against new evidence, because the new evidence may contradict their
previously held belief, forcing them to reevaluate how they understand
the world. This is easily illustrated with Mathematics because in many
cases we can easily demonstrate that what at first appears to be a
general rule is false.

The more nuanced issue that | must confront as an able instructor is
the cumbersome range of skills and motivations of my students. Frankly
there are some students who will not help themselves. My solution is to
establish an active learning community. For example, | break students
into small learning groups. | give a quiz on the first day of the semester
and use their scores to assure that each group has the most valuable mix
of math skills and backgrounds.

currently in process of being interviewed for a full time teaching position in the United States.

Learning groups also promote active learning. | give each group a
different problem set and have one student from each group present
their solutions on the blackboard. While doing so | take into consider-
ation the international students and try to keep each group culturally
diverse. This value is a reflection of my global view of the academic
mathematics profession, and my personal ability to culturally accli-
mate. | have come to believe the more students communicate with
each other, the better they learn math.

While teaching | encourage students to come up with answers on
their own rather than me giving them. The real issue is not the math
problem, but the learning attitude. | give each student permission to
take the risk of being wrong and to connect with the excitement of
learning. As with many of my efforts, my aim is to help my students
see the \bigger picture” and concepts rather than settle for the easy
to digest calculations. Surface learners always try to memorize iso-
lated facts and thus have low memory retention capacity. My goal is
to promote deep learning. | expect my students to be able to under-
stand and argue with proper counterexamples why the hypothesis
of the Mean Value Theorem is necessary for drawing conclusions of
the Mean Value theorem, instead of getting lost in the technicalities
of the proof.

One way to promote critical learning is to give students time
on task. Periodically | ask them challenging questions in take-home
quizzes where they are expected to work independently. For instance
| derive the Quotient Rule in class using the Product Rule and | ask
them to come up with a different proof using the limit definition. This
way of showing them multiple approaches on the same problem also
help them to develop problem solving shills.

While explaining the solution | mention that this is the same
method that we used in class to prove the Product Rule. This helps
establish a pattern.

My teaching philosophy and techniques remain a work in pro-
gress. As | continue to gain experience, | find new and effective
methods to reach a wider circumference of my students, irrespective
of their educational backgrounds. | have made it to this point of
my academic career thanks to the professors who influenced me by
teaching how to fish for a lifetime” rather than fish for a day”. | hope
when my students walk out of my classroom and take the plunge
into their life that they too would be able to fish for a lifetime.
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Language at SEEU.

What is Extensive Reading and what are the benefits for sec-
ond language learners

Extensive reading is an approach to the teaching and learning of
second language reading in which learners read large quantities of
books and other materials that are well within their linguistic compe-
tence. Harold Palmer (as cited in Bamford & Day,1998) is a pioneer
of language teaching in modern times, and explains the term “exten-
sive reading” as abundant reading. Extensive Reading means “rapidly”
(1921/1964, p.111) reading “book after book” (1917/1968, p.137). The
reader’s attention should be on the meaning, not the language, of the
text. The texts that are read according to the conception of extensive
reading are clearly being read for the purposes of language study, but,
because the attention is on the content not the language, it could be
that the texts are also being read for ordinary real-world purposes of
pleasure and information. An extensive reading program for EFL learn-
ers:

1.Encourages learners to read texts at a lower level than their aca-
demic reading requirements.

2.Improves learner's motivation as they read a growing number of
texts.

3.Improves language fluency as learners develop active and passive
vocabulary

4 Helps learners to become more conscious of written mistakes and
develop comprehensive awareness of grammatical structures (Davis,
1995, p.108).

5.Gives learners the opportunity to improve their language level in
a comfortable environment, outside the classroom.

6. Allows learners to read at their own pace, without using the
dictionary.

7. Encourages learners to self-select appealing Graded Readers.

8. Promotes autonomous learning. Hegde (1985) proposes that
ER develops the autonomous learner. “The best way to improve your
knowledge of a foreign language is to go and live among its

9. speakers. The next best way is to read extensively in it". (Nuttall,
1996, p.128).

| used Extensive Reading Program with students that were mostly
repeaters and my aim was to prove that by reading extensively two
times per week for 20 minutes, students’ reading skills may improve
and their awareness of the need to read may increase. My procedure
was to give the students an approximate time of 20 minutes to read
and complete activities connected with the chapter they read that class.

Neda Radosavlevic is a lecturer at the Language Center at SEEU. Currently, she is attending a semester long
JFDP program at the lowa State University in the United States. She teaches basic skills English and ESP classes
at the Language Center. She holds a master's degree from the field of ELT awarded by the department of English

During the Extensive Reading Program which lasted for two months,
students read one book and two short stories in class and one book at
home. | prepared the activities according to students’ needs and | used
a variety of tasks: before reading, during reading, after reading as well
as open-ended questions, multiple choice and filling the blanks questions
in each class for 20 minutes. The activities were focused on target vo-
cabulary structures and lexical and grammatical concepts that students
can spontaneously acquire during the Extensive Reading class time; the
activities also focused on students’ needs and helped them improve their
knowledge of English. Moreover, as a teacher | took the role of active
participant and a model reader supporting the activity. Students were
able to share their experiences by talking in class about what they read.
These actions were intended to raise students’ motivation. | used a sim-
plified version of the Graded Reader and the grammar structures and
other consecutive sentences were short and not too complex, in order to
create a climate for student engagement and relaxation.

Having in mind all these facts mentioned above, | used the Graded
Readers as a tool to stimulate students to read and increase their read-
ing abilities. Students were able to select Graded Readers, and read it in
class and at home, according to their interest in specific subjects: fiction,
non-fiction stories, love, detective and adventure stories. The intent was
that students would be able to learn new things through reading as
well as widen their knowledge on topics that they liked to read about.
Moreover, students’ comprehension was supposed to increase and build
up their background knowledge through reading. The more reading that
was done in class and at home, it is supposed that the more proficient
students would become. The reader matures over the time and develops
cognitively, as he gains experience with more challenging tasks.
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Effect of a Local Non-Profit Organization on the Socio-Cultural Ad-
justment of New International Students

Bowling Green is a small Ohio town of over 35,000 people and
the home of Bowling Green State University—a mid-sized university of
20,000 students. For the size of Bowling Green, it is a very culturally
diverse town consisting of over 700 International students studying at
BGSU, over 100 students attending the Bowling Green Language Insti-
tute (a private intensive English program housed at BGSUJ, International
faculty, International business people, International seasonal workers
employed on area farms, immigrants and many family members of all of
the above. Global Connections, a non-profit organization comprised of
local churches and BGSU campus ministry organizations, was started in
2000 to unconditionally serve the International community. Made up of
several hundred local volunteers, the organization has the following as its
mission: (1) connect with the International community by serving them
and providing cultural events for them to participate in; (2) make friends
by inviting them into our homes; (3) learn about their culture while shar-
ing aspects of ours; and (4) create opportunities for them to observe and
participate in our spiritual communities, if they choose to. GC organizes
annual events such as its Free Food & Furniture, Barn Dance, Interna-
tional Potluck, Spring Break trip to Amish Country, a Welcome Picnic
for International Seasonal Workers and more (see GC's website, www.
globalconnectionshg.org). As well, it offers various services such as a
free English class, a free TOEFL-BT prep class, shopping trips to Inter-
national markets in Toledo, and weekly shopping trips to local stores.

Since Global Connections welcomes new International students
every semester, | have been very interested if we play a role in facilitat-
ing students’ adjustment to life in the United States and especially to
Bowling Green. Socio-cultural adjustment is defined as the ability to fit
in and negotiate interactive aspects of a new culture (Searle & Ward,
1990). During the summer of 2009, Shanshan Huang, a graduate stu-
dent in the Cross-cultural & International Education program and GC's
intern—whose research interest was the socio-cultural adjustment of
new International students—and | organized a Welcome Night for New
International Students before classes started. Though new students are
required to participate in orientation programming with the University’s
Center for International Programs, the length of its origntation has been
shortened over the years, and based on Shanshan’s input and that of
other International students, we felt that GC's Welcome Night could
supplement CIP's orientation and provide new students with additional
resources to aid in their adjustment. Using research on the areas of
adjustment new International students must make, we created work-
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teacher with the Bowling Green Language Institute. Julie can be reached at jgeorge@globalconnectionsbg.org.

shops centered on four key subjects: academic, cultural (concentrating
on values that shape US culture and academia), intercultural (facilitating
relationships in a new culture), and intracultural (dealing with culture
shock and stress). In addition, we added a workshap on life in Bowling
Green to provide Internationals with information on drinking, driving and
biking laws and getting around without public transportation. We asked
various professionals and University faculty to lead these workshops.
We also put together a skit showcasing some of the humorous areas of
adjustment particular to life in Bowling Green and combined this with
a raffle of donated prizes, several student guest speakers sharing their
own stories of cross-cultural adjustment, and a pizza dinner. Based on
feedback forms from students, the Welcome Night was extremely well-
received and appreciated.

In addition to planning this Welcome Night, Shanshan and | created
a questionnaire that was sent to almost 100 new International students
on GC's database later on during the fall 2009 semester. Of the approxi-
mately 25 who responded, we found out the following:

® Before arriving in Bowling Green, 38% thought they might have
slight difficulty in adjusting, 38% moderate difficulty, and 24% great
difficulty.

® Having been in BG for two months (at the time the survey was
sent out), 14% found that they actually had no difficulty in adjusting,
48% had slight difficulty, 19% had moderate difficulty, and 19% had
great difficulty.

® 33% strongly agreed that participating in Global Connections’
events and services had been helpful in facilitating their cultural adjust-
ment with 47% agreeing and 14% neutral.

 When asked in what areas Global Connections helped in their ad-
justment

e /2% felt that Global Connections provided a platform whereby
they could interact with other International students and develop friend-
ships.

e (1% thought that GC provided them an opportunity to learn
about and engage in American culture and experiences.

® 55% received furniture and household items they needed.

® 40% felt that Global Connections provided a platform by which
they could interact with GC Volunteers and develop friendships.

® 33% received information about academic, cultural, interperson-
al, intrapersonal adjustment and about life in BG when they first arrived.

® 22% received information about Bowling Green and Global Con-
nections when they first arrived.

® 17% received rides to banks and stores.
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During the spring 2010 semester, Shanshan and | conducted a fol-
low-up focus group with 12 International students participating. Based
on their feedback, we tweaked our New Student Welcome Night in
August (offering two Welcome Nights—one for graduates and one for
undergraduates). We also began a new program this semester—Com-
munity Conversations—where we invited guest speakers from the area
to answer students’ questions about specific topics. This month, we
brought in a weather forecaster from a local Toledo, Ohio news sta-
tion; he was able to provide students with information about how to
prepare for winter, the different types of winter storms, the levels of
emergency, and how to dress for winter. We also began some service
projects, where Internationals have the opportunity to give back to the
community. Currently, we are serving at a non-profit organization that
provides a free meal to those in our area who need one. For many
Internationals, this is their first exposure to the poor in our community.

The research we conducted last year and are in the process of con-
ducting this year underscores the fact that Global Connections is help-
ful in facilitating new International students” adjustment to the United
States and to Bowling Green. Our desire is not only to get to know
International students but also help them feel like a part of our town.
We trust that with ongoing feedback from students, we can continue
to offer quality programming and services that benefit all Internationals
in our community.
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The Language Center Classroom

[t is rare to find an environment where two or more languages are
used in teaching and learning. The SEEU Language Center is one of the
rare places where different cultures and ethnic groups in Macedonia
and beyond are united in learning English. Students have the opportu-
nity to develop their verbal and written language skills across a variety
of languages.

Through this short article, | would like to present two standpoints:
First, through English classes at the Language Center, different com-
munities in the country come together to strengthen community con-
nections and foster good will among them, contributing to the enhance-
ment of the campus cultural life by promoting diversity as an attraction
for SEEU and the country in general.

Second, the multiculturalism or multilingualism that is promoted by
the SEEU Language Center brings together different ethnicities and cul-
tures in the English language classrooms and is an advantage towards
increasing students’ learning achievement.

The students’ approach towards learning outcomes is more com-
prehensive than in single-ethnicity classrooms, since different groups
have different interest for learning. This offers multiple opportunities for
students to explore, discover, and grow academically.

This diverse environment is greatly encouraged by the management
of the University as well, who support the socially positive interactions
between different ethnic groups in the English language classes. This
inclusive approach taken by the Language Centre staff could prove to
be a model for the society in general,

There are many aspects of multilingualism in a culturally diverse
setting that we can address and regard as positive. First, in this multilin-
gual environment, there is a different state of mind. Students of differ-
ent cultural, ethnic, and religious backgrounds have different opinions
about numerous topics that can be discussed as part of their English
language acquisition.

This mixture of cultures, ethnicities and religions in the classroom
creates a better learning environment. Students challenge one another
with their different ideas and backgrounds, a process which activates
and develops their speaking skills. They can continue to improve their
language skills through debating various topics or provocative ques-
tions. As a supporting example for this environment | would point out
some examples from my recent teaching experience. Namely, last se-
mester | taught an ESP for law class. In some of these mixed cultural
classes, on several occasions, we discussed and debated about topics
such as the death penalty, abortion, and homosexual rights etc. These
classes turned out to be very lively and all students participated and ex-
pressed themselves. | think this happened because the class was highly
diverse. The subjects discussed, and the ethnic and linguistic diversity
of the students all combined, encouraged all class participants to speak
out and present their ideas in English language.

What | have observed as a teacher was that the students” attitudes
and assessments of one another was highly participatory Many times |
have noticed that during interactions with speakers of another language
students eradicate stereotypes toward the other culture and judge their
classmates based on other criteria such as language skills rather than
on cultural background.

As we move along the semester | always see how students of
different cultural backgrounds get to know each other better and feel
closer to one another. Many times they assert that it is the English
language class which brings them together and helps them better un-
derstand their differences.

Therefore, mixed ethnic classes during English Language courses
must be supported and encouraged even more in the future. Students
of different ethnicities must sit together somewhere, chat together,
even argue together, to better understand their differences. All of these
contacts, regardless of their nature, contribute to a mutual understand-
ing and peace building among students of various ethnicities and reli-
gions at SEEU, and in the wider in community.

SEEU is known as an Institution for higher education with its unique
values. One of its most important values is that it offers equal studying
opportunities for all youth in the country and in the wider region re-
gardless of their cultural, religious or ethnic background. The Language
Centre, with its multiethnic structure, exemplifies the unifying mission
of SEEU, and the Centre’s English classes provide an excellent forum for
language acquisition and cultural understanding.
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Shrom our students

My Experience at SEEU; A Multilingual
and Multicultural Adventure

Kalin Markovic, Department of Commu-
il nication Sciences

As my studies come to the end, | start-
ed thinking that it would be nice to analyze
i my experience at SEEU, how | can benefit
from it, the formal as well as the informal
part of my education, and so forth. So, |
started thinking that overall it's all been
good, | got to learn all about communication, theory, and | got to read
a bunch of books. But did | actually learn anything?

| spent 3 years at SEEU and | had the opportunity to interact with a
ot of professors, a lot of different kinds of people, people from different
ethnical, social, religious and lingual backgrounds, and for this | am very
grateful. Sure, Macedonia is a multicultural society, and | grew up with
people from different backgrounds, but then again it is still difficult to
overcome some barriers while communicating. | believe that my experi-
ence at SEEU helped me overcome most of those barriers and helped
me mature as a person in general. | got to meet people from so many
different countries, with such diverse cultures and totally different
mindsets. Communicating with these people | learned to respect the
diverse and different mindsets and | also realized that people don't have
to speak the same language to understand each other. Speaking of lan-
guages, most of all | praise my experience at the Language Center, here
at SEEU. It was the only place where | had the chance to have classes
with non-Macedonian friends. It was a place where our teachers im-
plemented modern methodology to teach us not only languages but
also helped us acquire useful skills on our day to day communication,
our organizational and professional communication, and also taught us
about the different backgrounds they come from. The Language Center
is the place at SEEU where all the people, despite their language of
studying can interact in class together. | think this benefits everyone
because there is no better teacher than life experiences and exchang-
ing them brings life to the same. | would strongly recommend for the
future generations that will study at SEEU to take part in these kinds
of classes, especially language and Communication Sciences students.
Also the management of SEEU should provide students more opportuni-
ties to take more of these classes.

So again | ask myself, did | learn anything? - Yes | did, and then
some. | learned that communicating with different people helps us be-
come more educated, better and smarter people. | learned that people
of different background can have conflict, overcome that conflict and
bengfit from that experience, professionally, emotionally, and socially. |
learned that learning different languages is awesome, and that knowing
any language is a treasure. | made a lot of friends and a lot of contacts,
which can help me as a person, acquaintance or a friend today, but
also as a communications expert tomorrow. Ultimately, | will get a
diploma, just like everyone that studies and works hard would, but
what | value the most about this three year adventure is what | learned
while communicating with all these different kinds of people, accepting
their different mindsets and learning about their backgrounds, which
really helped me become a better person today. | value this three year
adventure and as my time at SEEU comes to an end | know that these
three years will benefit me in many aspects of my life. Three years of
a multilingual and multicultural adventure that will give me knowledge
and strength to embark on new adventures in life.

Arta Reshiti
Department of Business Administration

Languages are a huge asset for all of
us. Nowadays it" s not enough to only know
your own language, but you have to know
the others too.

SEEU provides the possibility to all the
students all around to go there and to be-
come what they want , it is the real place
where you can feel that being part of it is the right choice that you
could ever make.

The Language Center in particular has so many assets to offer.
It has a big area where everyone can feel comfortable. All the things
are in order and that gives you the possibility to learn more and of
course to achieve more .The fact is that not just the students that
are studying any languages can be part of that place, but every sin-
gle student no matter which faculty they came from, have the right
to be part of the others while they are learning languages.

The idea of making all the students to study English language is
something that is in our favor. The faculty has enough classrooms
and other modern facilities where we can study, the atmosphere is
lively, so everyone tries to get as much as he can just to achieve the
point he/she wants. Everything functions in a perfect way. The most
important thing is that we have professors that make us understand
the reason of studying English language .They are all professionally
prepared and they give the maximum to make us understand what
we don"t know. The teachers make us feel independent and more
creative in our ideas and give us the inspiration to achieve more
through their methods of teaching.

Another important fact is that classes are just with few students
and it allows the professor to pay attention to everyone. After a
short period of time they will make you think differently and for-
tify your dictionary with their motivation that they provide you all
the time .During the classes we have debates where we can share
our ideas with the others and discuss about different topics. We
frequently have quizzes and in this way the professors will see if
we are going in the right way.They also provide us with books to
read during classes and we try to give explanation of what we have
understood from them. Throughout the whole time we are informed
what we need to do.

Finally, | can say that having a Language Centre like we do at
SEEU provides us with opportunities to expand the range of knowl-
edge and to share our experiences with the others as well as proves
that learning languages is the best benefit for all of us.
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Krenar Abazi
Debartment of Business
Administration

The learning environment in any
academic setting should be welcoming,
friendly, warm, working, and inspir-
ing. Unfortunately, this is not true with
every academic setting that | have had
a chance to be in. Maybe it is so due to
several factors that may influence nega-
tively. However, now that | am an SEEU
student | have to say that | am fortunate enough to be able to utilize
all the opportunities that the university has to offer.

| believe that the biggest asset of SEEU is the Language Center.
Itis one of a kind possibility for all students to upgrade their English
skills and as a result be able to pursue a much better career with any
given degree they pursue at SEEU. English being the lingua franca
will allow us to be competitive in the global market.

The learning process at the Language Center is absolutely inspir-
ing. One great thing about it is that one can increase the knowledge,
to prepare better and in a more effective way for a future career, to
get a new experience and to meet new people.

However, from the other side, while in other university
departments we listen to what the professor has to say, while not
being entirely actively involved, personally, | think that at the Lan-
guage Center we learn how to co-operate and listen to each other
which is a very important element in today’s education. It's like liv-
ing with a roommate even when you are in the classroom. From the
first sight, it may be difficult to loosen up to a completely strange
person, but the classes are the ones that help one to be friendlier
and more supportive.

As we all know, students will be better trained with a
systematic and a practical education which basically happens in any
English class. Hence, those changes will make any student proud of
her/his education.

To summarize, beyond the great resources this center
has to offer, besides the great teaching methods, | am suggesting
that some changes occur. | am not trying to be funny or anything
but maybe the chairs could be replaced. Overall, | think that at the
Language Center students can improve their communication skills
and have better conceptions of things around. This opportunity
could rise dramatically the chances to choose what we really like to
do and make us realize that the study of a foreign language is not
only basis to new communicative skills, but it also provides a new
way of learning experience of culture and society.

Viola Idrizi,
Department of English Language
and Literature

My name is Viola Idrizi and | am a 3-rd

_‘_ dent is a great pnwlege for me. | have al-
ways wanted to pursue a degree in an in-
| ternational setting where multiculturalism
1 and multilingualism are promoted. SEEU is a
great example for promoting such an atmosphere and | think the
best example of such a setting is the Language Center. | would de-
scribe it as one of the most dynamic places in our university. This is
due to the presence of individuals from different cultural and ethnic
backgrounds which results in a diverse environment where all the
students learn together and share their experiences. A very impor-
tant issue is the respect and approval of the existence of diversity
both by the staff and the students themselves.

The general atmosphere is warm, welcoming, and comfortable.
The staff is friendly and very helpful. The Language Center is mod-
ern, lively, creative, relaxed and it creates a magnificent atmosphere
which is ideal for studying. Walking down the halls you can hear
different languages but the one that dominates most is English lan-
guage, whether it is among the staff, students and professors or
the opposite. In general, the Language Center cultivates a sense of
community where multicultural and multiethnic society corporate
together.

The very first time | had class in English Language, the
experience was quite different from the classes | had in secondary
school. The classroom organization was very up-to-date with active
teaching methods that were highly inclusive toward the students.
Moreover, the best teachers I've had at SEE University were English
Language teachers and the experiences |'ve had in these classes
cannot be compared to anything else I've experienced during my
studies.
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