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“The illiterate of the 21st century will not be those who cannot read and write, but those who cannot learn, unlearn and relearn.”

                                                                                                    Alvin Toffler quoted in e-Learning 

  Introduction

This paper’s analysis of constructivist principles in technology-mediated learning relies on experience in the development of the Transatlantic Internet/Multimedia Seminar Southeastern Europe (TIMSSE) series, 1999-2003.
 The TIMSSE case study is one that allows us to analyse critically the impact of education that utilizes communications technologies to establish a transcontinental learning community. The content focus in TIMSSE speaks to a range of topics in the field of conflict prevention. Figure 1 in the Appendix presents the topics in the 2002 series. 

Our goal in the TIMSSE series was to assess the impact of a unique pedagogical experience on diverse groups of students. Significantly, their previous education exposed these students to traditional class instruction that evidenced an academic-practitioner gap. The TIMSSE experience in the cyber classroom led us to assess the ways in which constructivist principles are influential in a technology-mediated learning environment. By far, our most essential aim is ethical in nature: to lay the foundation for a culture of prevention that promotes civic engagement.  

Establishing the TIMSSE Series in the Constructivist Tradition 

As educators we strive to translate “swords into words” in the spirit advocated by former UNESCO Director General Mayor. (Mayor, Remarks, Peace Education Program, Teachers College, Columbia University, 2002). In order to realize this vision, we must first comprehend the basis of traditional teaching in higher education, and more specifically in conflict prevention. In the 21st century, the unprecedented challenges and opportunities in education influence our vocation.  Our responsibility is to be proactive as we anticipate and seizes upon new approaches to learning. 

In “The Futures Project: Policy for Higher Education in a Changing World”, Newman discusses a critical weakness in United States higher education as we begin the 21st century. In his findings, higher education fails to apply insights about the nature of effective pedagogy to teaching and learning on a consistent basis. In this context, Newman also cites a slower pace in the academy to take advantage of technology that introduces effective pedagogy either in the traditional classroom or in distance learning. (Newman, “The Futures Project,” 2002.) Our experience to date in the TIMSSE series identified ways in which constructivist principles enhance our pedagogical approaches. For this reason, after the rationale for the TIMSSE experience is explained, it is essential to analyse some basic principles that apply in a transcontinental constructivist learning community.


The TIMSSE initiative dates back to the spring 1999 bombing of Serbia by the North Atlantic Treaty Organization (NATO). Mazzucelli was responsible as Founding Director for the curriculum of the new MA Program in International Peace and Conflict Resolution at Arcadia University. This Program was designed to offer graduate students study abroad during the second year to complete their curriculum and acquire internship and/or service learning experiences.  The design of the TIMSSE series aimed to respond proactively to the requirements of a new century.  Its purpose was to educate leaders with a global perspective in the midst of a communications revolution driven by technological innovation. The incorporation of technology in the TIMSSE series to create a global classroom had as its goal to balance theory and practice in the analysis of conflict in the Balkans and to offer students opportunities to learn in an increasingly networked society. (Mazzucelli and Boston, 2004.)


To date we have seen the extent to which technology is influential in society as a media with the introduction of an entertainment ‘value’ in education that is both instantaneous and, at times, distracting. Technology is also influential in weapons development and research. Since the Gulf War in 1991 and the NATO bombing in 1999, the impact and reliance on precision weapons has increased steadily. These facts lead us to ask critically what role is there for technology to play in education? One answer to this query led a group of us to create a novel learning experience to nurture a transcontinental educational community. Simultaneously, we also wanted to address the digital divide which is responsible in large part for the creation of an ‘us’ versus ‘them’ feeling among ‘haves’ and ‘have-nots’ in conflict regions. This feeling contributes to nationalist sentiment in many areas of the world.


My experiencing teaching as a Visiting Lecturer in Budapest, Hungary during the mid-1990’s sparked an interest in the Balkans region and a commitment to the goal of inclusivity in technology-mediated learning. This led us to design a transatlantic seminar with funding from the Robert Bosch Foundation which began in the fall 1999 semester.  We started modestly with a transatlantic call between surburban Philadelphia, where Arcadia University is located, and Munich, home to the Center for Applied Policy Research with its resident experts in the analysis of conflict in the Balkans. The phone dialogue was fed through to the Internet, which allowed us to create a real-time, synchronous dialogue right from the start. This dialogue to build community across continents occurred on a specially designed web page in conjunction with a chat board that allowed extended participation directly from the region. Those in the Balkans critiqued literature sources we were using, provided real life experience from the field, and offered their own perspectives to analyse conflict and the potential to prevent the cycles of discord that endure there.


One participant, Mr. Gigi Roman, who worked in the office of former Romanian President Emil Constantinescu, provided speeches from the President about development policy in the Balkans region. We made these documents available online as primary source material to encourage debate and intercultural dialogue. The technology that allowed Mr. Roman to participate provided an access for him that was like “listening to the radio” even though we were all connected using the Internet for the price of a transatlantic phone call.  Our application of technology as the medium that mediates our dialogue leads us to question if, over time, its use in the conflict prevention context can stop cycles of discord less by solving a “problem” of ethnic differences than by transforming the attitudes of the different parties involved.


Our use of primary sources, structured dialogue and presentations by those with practical experience in the Balkans and in the field of conflict prevention enriched our learning together as an emerging community. Over time we transitioned to multi-point videoconferencing via CU-SeeMe with an integrated chat forum to allow for text-based as well as audio and video exchanges.  While retaining inclusiveness vis-à-vis the region, we also kept costs to a minimum by accepting an in-kind donation to use the CU-SeeMe multi-point server at the Houston Community College System (HCCS) free of charge.


Each of the weekly lessons, whose topics are presented in the Appendix, were self-contained modules as well as components of the larger curriculum for the 15-week semester. Following Korb’s cycle, we sought in the design of each module to expose the seminar participants to conceptualisation, observation, experimentation and practical experience.  We drew on the first-hand knowledge of those in the region to help students in our learning community to realize the ways in which they were implicated in the Balkans development as agents in global affairs. The immediacy of our contacts in real time each week as well as the intervening exchanges via email and listservs strengthened the connections we felt to those in the region. 


In this context, the inquiry we consistently confront engages our awareness of the fact that with all that technology affords us in and out of the classroom we still face as educators and citizens the larger philosophical differences that distinguish the traditions of realism and liberalism in international affairs. In the realist school of thought, no amount of innovation in learning changes the fact that human nature is dark, egocentric and trapped in a struggle for power. Conflict is rooted in the nature of man and in the security dilemma that characterizes a world as fundamentally insecure for states as for their inhabitants.  In the liberal school, it is education that reminds us of our untapped potential for progress and change through learning to which we now integrate the unprecedented resources of new technologies. The TIMSSE initiative adds to the mix the constructivist dimension that asserts that we, as human beings, are ultimately responsible for the world we create. 


We note, in this regard, the ways in which nationalism avails itself of myths in history and narratives that rely on bias and distortion to stoke the fire of ethnic difference and fan the flames of hatred.  In this particular educational setting, textbooks are often the source of conflict particularly in those politically sensitive topic areas like history or the use of specific languages in the classroom. Education becomes a tool of the state that is incapable, in the Balkans, of liberating citizens from fear, as Dewey aspired in the American tradition. (Mazzucelli, 2005.)  The value-added of technology is, first and foremost, to make us critically aware as each of us, in our diverse worlds, live these philosophical differences in and out of the classroom. It is to inspire us with a spirit of civic engagement on a local, national and global scale. The magnitude of the difficulties in our neighbourhoods and in our world demands no less a vision of learning and no smaller a horizon for our knowledge and experience to meet as we begin our journey of discovery.

Applying Constructivist Principles in a Technology-Mediated Learning Environment 

In the constructivist literature, Wilson explains that those participants within a community of learners cooperate on projects and learning agendas. Participants are supportive of each other and interested to learn from their fellow students and from their environment. An effective learning environment is one in which each participant grapples with tools and information in activities that are complemented by the resources of the others involved and by the surrounding culture. (Wilson, in Wilson, 1996, 5.) In the TIMSSE series, a group of learners in New York, Paris, Munich, San Jose and different parts of the Balkans discovered over time how to utilize effectively the tools that define technology-mediated learning, including language and “rules for engaging in dialogue and knowledge generation”. (Ibid) Our task remains to create what Wilson defines as a constructivist learning environment: “a place where learners may work together and support each other as they use a variety of tools and information resources in their guided pursuit of learning goals and problem-solving activities.” (Ibid) By this definition, the TIMSSE series is an evolving constructivist learning environment in cyberspace.


 
The emergence of the TIMSSE experience since 1999 takes place in a world that is “complex and messy,” as well as increasingly uncertain. There are basic skills required to participate fully in the information revolution’s knowledge society: critical thinking, comparative analysis and the ability to synthesize information in problem solving. Dunlap and Grabinger have already cited references to underline that, in the United States, the higher education classroom setting does not consistently provide individual attention to students who must acquire these skills. (Dunlap and Grabinger, in Wilson, 1996, 65-66.) In many other countries throughout the world, the educational challenges states confront to enhance the well being of their societies are evident. (UNDP, Human Development Report, 2002.)  

 
One of the greatest challenge educators face is to “teach for transfer”, in other words, to teach in such a way that the skills previously cited become an inherent part of the student’s learning experience broadly conceived. This experience may be distinguished from teaching “specific skills for each situation which builds students’ performance on a narrow range of…tasks”. (Dunlap and Grabinger, in Wilson, 1996, 66.) This is a qualitative difference that we believe allows for a greater number of people to contribute productively to the knowledge society.  


One of the ways to enhance initially the human capacity to contribute to societal needs and, more widely over time, to the demands of a global economy is to integrate reasoning and problem solving skills in an interdisciplinary program of study. TIMSSE was originally designed as a 15-week seminar series that encouraged student responsibility and “generative learning”. (Ibid, 67.) As one example of a growing number of rich environments for active learning (REALs), TIMSSE strove to foster collaboration among teachers and participants within and among higher education classrooms in several countries. Rich environments for active learning provide an alternative to the traditional lecture-based content delivery that still characterizes teaching in the majority of higher education systems on a comparative basis throughout the world. 


The TIMSSE series also lets us make a distinction here between e-Learning, which is about the use of the Internet and requires a Web-enabled, people-centered strategy to be successful, (Rosenberg, 2001, xviii.) and technology-mediated learning which combines different media elements, including audio and video, and “enables learners to interact with them.” (Ibid, 55-56.)  e-Learning is Web-based and relies on inter-networkability, which is increasingly defined as its essential element, in contrast to non-Web technologies like CD ROMS which some think are likely to “play a subordinate role.” (Ibid, xix.) This paper disagrees with that assertion. Our findings, based on several years experience, reveal that the lack of access to the Web by 90% of the world’s population across the globe suggests the following universal trend: a balance between the use of the Web and other technology delivery systems, including the most basic reliance on radio, is as essential in conflict prevention as the need for a person-centered experience and learning by doing.

REALs are defined as “comprehensive instructional systems” that “promote study and investigation within meaningful and information rich contexts”. (Dunlap and Grabinger, in Wilson, 1996, 67.) The utilization of student participation in dynamic, not static, activities are meant to encourage complex, multi-faceted and original thinking processes. In TIMSSE, these activities referenced the history of the Balkans region to help participants learn with an awareness of generational differences. Students were likewise encouraged to look ahead by incorporating problem solving, experimentation, creativity, group discussion, and the ability to examine topics from multiple cultural, disciplinary and linguistic perspectives in work that was self-directed and purposeful. (Ibid)

Facilitating Technology-Mediated Learning in an “Open, Virtual Environment”: 

Constructivist Principles, Content and Direct Experience in the Cyber Classroom

TIMSSE relied on a variety of tools in communications software to implement technology-mediated learning. This is likely to be the case for larger numbers of established constructivist learning environments over time. It was, by definition, an “open” system. (Wilson, 1996, 8.) This is because the tools we selected to use, as well as those our colleague Roger Boston created, maximized the interpersonal interactions among its participants in several countries.  Moreover, these tools should make the availability of information resources easier. In this way, students are encouraged to work together and to learn from each other as they access a range of resources: articles/books in print, CD ROM materials, films, audio, video or text-based guest lectures on the Web, and videocassette documentaries. In a virtual environment, participants interacted primarily with other participants in an open network using information technology tools available on the public domain. Although the design challenges and concerns in this type of a system are substantial, the potential for learning is significant. (Ibid)

The pages that follow provide analytical insights into how the TIMSSE series has evolved to utilize some of the “building blocks” that establish a structure for constructivist learning environments, including generative learning, anchored instruction and cooperative learning.  (Dunlap and Grabinger, in Wilson, 1996, 67.)

Generative Learning

The TIMSSE series highlighted an initial building block that helps us grapple with the characteristics of constructivist learning environments: generative learning. (Ibid)  In this experience, the teachers asked the students to take action deliberately and to assume responsibility to create meaning from the materials studied. Thus, the students were engaged in a dialectical manner. As they tried to make sense of alternate viewpoints, students confronted each other’s ideas and reflected on their own knowledge, often by drawing on previous, comparative experiences that were influenced by differing cultural and linguistic backgrounds. In this context, traditional roles shift: students investigate and seek knowledge to solve problems as teachers forgo presenting knowledge in order to facilitate and guide a holistic learning process. (Ibid)

In TIMSSE, students were engaged in pair and smaller group discussions within the class based on questions raised about the topic of each module in the syllabus. Figure 2 illustrates a sample module. 

Figure 2:  Transatlantic Internet/Multimedia Seminar Southeastern Europe (TIMSSE)

http://www.timsse.com

Module 9.  Inquiries into Aesthetic Education: The Historical Meaning of Holy Monuments in Kosovo/a (4 and 6 December)

This technology-mediated learning module presents readings in the field of aesthetic education with questions to orient discussion about the significance of holy monuments for the Serbs and as a source of interethnic conflict in Kosovo/a. The principal reading is accompanied by Web references that highlight the nexus between concepts, their practical relevance and on-going developments in region.  

Presentation of Weekly Reading:

Access the Word document at http://www.timsse.com 

How To Participate:

Asynchronous (at different times)

-Small group (7-8) interactive exchanges via email among students in Paris, Munich and other regional locations.

-TIMSSE class listserv, file sharing and threaded discussion forum at http://www.timsse.com  

Synchronous (at the same time)
-Individual Class Meetings Paris (with Dr. Mazzucelli facilitating, New York), and Munich, Wednesdays, 17.00-18.00.

-CUseeMe PRO interactive class discussions online, Wednesdays, 18.00-19.00 and Fridays, 17.00-19.00, New York, Paris and Munich.

Guest speaker: Dr. Maxine Greene, Philosopher-in-Residence, Lincoln Center Institute & Professor Emerita, Teachers College, Columbia University 

To Begin:

Maxine Greene. Releasing the Imagination: Essays on Education, the Arts, and Social Change. San Francisco: Jossey-Bass, 2000.

Monasteries, http://www.srpska-mreza.com/mlad/Monasteries.htm

Questions to Orient Discussion:

Consider the long-held views between Albanians and Serbs about the holy monuments in Kosovo/a? What is the relevance of these views today for the different generations of peoples in the area?

Assess Greene’s understanding of Dewey’s view about the “uniqueness of the aesthetic experience”. As we reflect on the historical meaning of monuments in Kosovo/a, in what ways are we challenging “linear, positive thinking”?

Think about Greene’s reflection on “…the subjective experience of a shock”.  Does the “wide-awakeness” that Greene views as “essential to critical awareness” offer insight into how the holy monuments might lead to reconciliation through education for youth in Kosovo/a?

Web References:

The Educational Theory of Maxine Greene, 

http://www.newfoundations.com/GALLERY/Greene.html

Maxine Greene, Philosopher-in-Residence, 

http://www.lincolncenter.org/lci/philosophy/mg.html

CD ROM Material:

none

Videocassette Documentary:

none

To Learn More (Optional): 

Sir Herbert Read. Education Through Art.  New York: Pantheon Books, 1956, pp. 1-13.

Maxine Greene. Landscapes of Learning.  New York and London: Teachers College Press, 1978, pp. 161-84.

Armin Hetzer. “Kultur und Konflikt in Kosovo” in Jens Reuter, Konrad Clewing eds. Der Kosovo Konflikt. Ursachen, Verlauf, Perspektiven. München: Bayerische Landeszentrale für Politische Bildung, 2000, pp. 105-115 + illustrations.

During the 2002 series, one student in Paris was paired with one student in Munich. In some cases, e-mail exchanges between exceptionally motivated students allowed one-on-one discussions to develop throughout the semester. Some very insightful dialogues emerged, for instance, between a Lithuanian student in the Paris class, Arnoldas Pranckevicius, and a Russian student in the Munich class, Sergey Tereshenkov. By changing languages at times to write to one another, Arnoldas in Russian and Sergey in Lithuanian, each gained additional insights from a different cultural perspective about the tensions rooted in the historical relations between their respective countries.

In addition, smaller discussion groups of 3-6 students were organized within the classes in Paris and Munich. The inclusion of 12 students in Paris and almost as many in Munich aimed to create a balanced number of groups. Initial group discussions took place offline in Paris and Munich during the first hour of the Wednesday weekly session. The second hour brought the students together via PC videoconference using the CUseeMe tool. Group exchanges then took place within the context of the larger class. In order to deepen the discussions after this larger class meeting, yahoogroups.com was utilized as an asynchronous, Web-based discussion tool. This tool offered all the participants in each group, A, B and CD, the opportunity to exchange ideas at different times among each group’s members. At times, these group discussions were broadened to include the entire class using the TIMSSE02 general list. Figure 3 illustrates the use of yahoogroups.com by Camille Massey, France, to address some of the issues raised in our discussions about Professor Maxine Greene’s writings during the 2002 series. 

Figure 3: Hi, dear all! How are you?
 

    After our session tonight, a few points came to my mind, about the role of school as a means to promote a different conception of identity.
 

    First, viewing the website about monasteries in Kosovo/a, and trying to compare the various symbolic monuments that people thought about, I wondered why such symbols are sources of conflict and violence in some cases, and not in others. 

    Of course, the current situation important (we discussed the conflict about Jerusalem, for example): politics, role of religion, economic interests, territory claims... The role of politicians acting as entrepreneurs, as Evelyne pointed out is also something primordial, just like the attitude of religious actors, as Samy said, who have an important influence in the way religious belonging is conceived.

    But the precise point I would like to think about more concerns what makes people feel so moved by symbolic places or monuments, and how the relation to them may become passionate and, above all, exclusive. Some sentences in the websites, which insist on the small number of "ethnically Albanian" monasteries, and also the discussion about Jerusalem, suddenly got linked in my mind with a paragraph of Arnoldas' mail (which was very interesting because I learned a lot from it). I do agree with him saying that, above the hierarchy of values that are at the basis of a community (nation, state, ethnic or religious group...), is always the survival of the community and of its values. The symbolic places that, in the world provoke or catalyze conflicts, happen to be, in most cases, related to a battle, an unfair suffering (innocent people dead, for example)... In brief, a moment when the community was in danger of death, when its survival was unsure; and the symbolic object is also related to a brave resistance, which permitted the community to survive. In the case of monasteries, as Khaleen noticed, it is surprising because such monuments are normally dedicated to peace and rest (just like many religious monuments in the Middle-East, and yet they are definitely not peaceful places!). 
 

    And nowdays, the communities that are involved in conflicts always insist on the danger to die as a community. For example, still in the website, a passage asserts that the Serb people are still threatened, that it has always had to struggle for its survival, and that it is still the case. There is a clear link between the moment represented by the monument and the present perceived as threatening for the very existence of the community. It is also the case in the Middle East, etc...
 

    So it makes me think that the fear to disappear is a major factor for a definition of identity that would be based on exclusion of the other, on violence. In this situation, the community, perceiving itself as threatened - with or without reason, this is not the question - tends to define itself: 

· using given criteria, criteria that look permanent (and thus cannot be changed)
· as a guarantee of the struggle of the ancients (present generations must struggle, or else the previous sacrifices would be vain, which is unacceptable because the recognition of these sacrifices is a founding point for the community)

· as homogeneous ("don't let us add a danger from inside to the danger from outside")
    Thus, critique is excluded. The belonging is not a matter of choice, but a matter of essential belonging. Questioning it (even for the good of the community by making it more conscious) is an outrage to the past, and a danger for the future.
    

    This is a trend that, in my view, is much more common than we think, particularly since September 11th (once again, I do not judge if it is with reason or not, I just say that this does not encourage free critique).

    And I think, like M. Greene asserts, that the critique is very healthy: it avoids exclusive definition of the community, and it makes it stronger, since those who belong to it do because they fully chose to. But in with a feeling of constant threat, those who dare critics are excluded... which is terrible, because they feel belonging to nothing and they have nothing to identify with, and as their education taught them, in this situation they are just nothing... (of course, this looks extreme, but this is the logical end of it)
 

    So, what does education have to do? Relativizing the feeling of fear, giving an awareness of the other, giving the possibility to critique the system of values... It is not easy, because education is also a mean to gather the community and to make sure the future will assume past struggles. So promoting such an education implies that those who rule it are already distant from exclusive self-definition, from the feeling of belonging out of choice.
  

      In this view, I agree that arts are helpful in several ways:
 

    About M. Greene's writings, which I find very interesting and relevant for the future (in particular, the lack of aesthetics in present institutions, social structures, cultural references and even infrastructures: everything is functional, and it seems that it is the only thing that cares, which in my opinion reveals big mistakes about the human essence) 
 

    The first thing that came to my mind is: yes, the encounter with works of art is a way to increased awareness. It may also be an introduction to the encounter with the other. Encounter with arts may be an experience that two different persons lived, and about which they can share views. In such a situation, nothing is engaged, there is no self interest. So the discussion might be pacified. Couldn't it be a way to make, for example, some children of two ethnic groups (Serbs and Kosovars), meet and discuss?
 

    But, second point, it requires a particular context, "out of the ordinary" as M. Greene says. The situation has to be exceptional: the children need, in a first step, to be detached from ordinary hate (how horrible it sounds to associate both terms), by an "huis clos" around the work of art. Then, both the situation and the work itself, free the children from the perception they usually have of each other. They need it because in another way, it would create a big interior conflict between what is already acquired and what is being discovered, and then the individual's resistances (or even refusal) to arts is too strong And in this situation, so is the acceptance of the other persons supposed to share the experience. But how does one create such an atmosphere, apart from everyday life? Should the experience (ex : the visit of some museum or monument) be lived separately, and then discussed in a mixed group, or should it be lived in togetherness?...

 

    Finally, I wonder if arts really "have no boundaries," as M. Greene writes. I think, on the contrary, that it participates in the construction of identity, including national identity - which is not essentially bad. The problem is : arts must not exist for a group's perception of itself, or else it is nothing but an artificial (the lexical aspect is interesting) construction aiming at self-justification. This is the case for nationality, ethnicity, ideology. (I think about Socialist Realism, for example). This does not mean that the work is "bad" in this case. But its purpose is problematic... It participates in a process (defining an identity) which is dangerous if it exists for itself - and if it is decided by some leaders, who often only care the private interest they get out of it). So, arts can be an instrument of exclusive nationalism, if it is done on purpose, but also by recuperation (ex : the holy monuments, presented as founding a certain type of self-perception by the group).
 

    What are your opinions?  Well, I'm looking forward to have news. Take care, and don't overwork :-)
 

Camille

In addition to the students in each group in Paris and Munich, two other types of participants were assigned to each group. First, several participants from the Balkans undertook the task to provide each groups’ members with a critical perspective from the region based on their experiences and insights. This is an essential dimension of technology-mediated learning in our seminar. Our challenge is to increase its influence in our learning community over time and thereby steer away from the phenomenon Badie identifies as the “imported state” and from discussions that are too “Western” in orientation. This is a serious concern. Less than half the students in the entire series were proficient in a language of the region. Their ability to understand the challenges there on the basis of direct experience and linguistic comprehension was thereby limited.  Second, a number of observers participated in each discussion group who were either alumni/ae of previous TIMSSE series or those taking part in TIMSSE’s public education videoconference sessions in New York as part of the Teachers College TCMuses program. This approach to learning motivated the students although, in the world of communications technology, we learn to expect the unexpected. 

For instance, on 23 October 2002 the CUseeMe server in Houston was down due to an attack on the Internet's backbone. Some 9 out of 13 primary sites were taken out, which presented us with a serious communications breakdown. At the time, Boston was in China working with colleagues on low bandwidth content delivery applications. He emailed to inform us of potential difficulties. When Mazzucelli realized that it was impossible to join New York-Paris-Munich via videoconference, she emailed the two TIMSSE assistants in Paris and Munich. The entire session was conducted via email back and forth among the three sites, taking different groups views into account about the weekly module’s questions. Two days later, we were all joined once again via videoconference to resume our discussions. The use of the yahoogroups.com listservs in the series occured with moderation by Mazzucelli in the general list messages and open postings by students in the group discussion lists. This option provided constructive opportunities for dialogue in learning.  Regular email exchanges also contributed to this goal.

Anchored Instruction
Undoubtedly one of the strongest features of the TIMSSE series since its origin was anchored instruction that took place in a context students find appealing and meaningful. In other words, students are able to find ways to use the activities related to anchored instruction in their professional lives. The weekly presence of TIMSSE guest speakers, who were often high-ranking practitioners in the field, helped to enhance activities in and outside the classroom. This fact, acknowledged by most, if not all, students since the series inception, is essential to experience in constructivist learning environments.  

The limitations we faced to include regional participation in the TIMSSE series led us to rely on the extensive field experience and knowledge of the Balkans demonstrated by a diverse array of guest speakers. Ambassador John McDonald, Founder, Institute for Multi-Track Diplomacy, Miss Julianne Smith, German Marshall Fund, Mr. Tim Judah, noted journalist and author of books about the Balkans region, Professor Jacques Rupnik, Center for International Studies and Research (CERI), Paris and member of the Independent International Commission on Kosovo, H.E. Dr. Geza Jeszenszky, former Hungarian foreign minister, Professor Lily Gardner Feldman, American Institute for Contemporary German Studies, Dr. Harvey Sicherman, president of the Foreign Policy Research Institute and adviser to three former US Secretaries of State, Professors Pierre Hassner, Bertrand Badie and Didier Bigo, CERI, Paris, and Ambassador Christian Pauls, Deputy Political Director in the German foreign office, were among those who participated in the TIMSSE series during its initial years.

Two guest speakers, in particular, imparted knowledge that helped students incorporate constructivist values in their learning, including personal autonomy, reflectivity, collaboration, active engagement and personal relevance. (Dunlap and Grabinger, in Wilson, 1996, 67.) As a “building block” in constructivist learning environments, anchored instruction supports opportunities for students to learn “in a continuous collaborative process of building and reshaping understanding as a natural consequence of their experience and interaction with the world.” (Ibid) 

During the fall 2001 series, Albert Bruun Birnbaum, a Danish student participating in the TIMSSE series for credit in Paris, related Michael S. Lund’s analysis of preventive diplomacy to a guest speaker presentation by Michael Watkins originating from Harvard Business School in Cambridge. Watkins’ audio presentation was relayed to Paris and Munich via a direct phone connection to the Carnegie Council on Ethics and International Affairs in New York. Watkins discussed a case, “Ending the War in Bosnia,” on which he collaborated with Susan Rosegrant. The case analyzes Ambassador Richard Holbrooke’s roles as negotiator, mediator and arbitrator during the Dayton peace talks. (Watkins and Rosegrant, 2001, 266.) Watkins presentation highlighted a number of elements critical to success in negotiations including timing, the role of personalities, and the relationship between the potential use of force and diplomatic pressure.  This analysis led Birnbaum to contribute a set of remarks via the Web-based discussion forum, Nice Net, used regularly in the 2001 series. 

In these remarks, Birnbaum focused on five factors Lund identifies as “among the most important determinants of violent or non-violent resolution of emerging political disputes.” (Lund in Crocker, Hampson and Aall, 1996, 391-95.) Three external factors are: the timing and role of third parties; the breadth and depth of international agreement; and the support from major global and nearby powers. Two indigenous factors are: accommodating leaders; and the strength of state institutions. 

The empirical findings in the Rosegrant and Watkins case, supported by Watkins audio presentation and interaction with teachers and students, provided the basis for a meaningful learning activity. Here Birnbaum and the other students accepted the opportunity to relate concepts and practice in order to understand what factors were decisive to end the war. This activity also challenged the students to grapple with the choices and the decisions that a negotiator in Holbrooke’s position must face. This was one example of a collaborative activity in the analysis of negotiation and problem solving supported by Web-based tools in an open, virtual environment.


A second guest speaker presentation by Dr. Abiodun Williams, Director, Strategic Planning, Office of the United Nations Secretary General, addressed issues explained in his volume, Preventing War The United Nations and Macedonia. Williams’ analysis focuses on a successful case in preventive deployment. His in-depth understanding of the dynamics on the ground in Macedonia presented the students with empirical knowledge to orient their discussions. This fact led Birnbaum to circulate, in an e-mail attachment, a short paper to the class in which he applied Lund’s five factors cited previously to preventive action in Macedonia. In this paper, he compared the period analysed in Williams’ volume, 1992-99, to the more recent one starting in 2001. One of our participants in Kosovo/a, Ylber Hysa, Director, Kosova Action for Civic Initiatives (KACI), asked to publish this paper in one of the organization’s periodic reviews.

Williams’ case study also prompted one of the German students in Paris, Alexander Buergin, to compare the United Nations presence in Bosnia-Herzegovina with that in Macedonia. Buergin shared his initial remarks about the comparison between the situations in Bosnia and Macedonia with the entire class via the yahoogroups.com listserv. He then made an audio presentation to the class that was heard very clearly among New York, Paris and Munich. This presentation formed the basis for his remarks in Nice Net that were disseminated to an even larger group of TIMSSE series participants, including those in the Balkans region. 

In one of the highlights of the 2001 series, Williams’ TIMSSE presentation placed Buergin’s comments in perspective from the vantage point of an actor in the field. Williams’ remarks also demonstrated the effectiveness of conveying empirical content with an almost flawless Internet PC videoconference delivery. As he spoke at the Carnegie Council on Ethics and International Affairs, New York, Williams was viewed in a window on screen as part of a cyber classroom. Other windows highlighted audiences in Munich, Houston, Paris and Ljubljana. During that program, General Klaus Reinhardt spoke initially from the Center for Applied Policy Research, TIMSSE’s partner site in Munich. Reinhardt shared his experiences as KFOR commander in Pristina. During the 2-hour CUseeMe session, audio, video and chat connections worked flawlessly among the 5 sites. This event also included alumni of The Fletcher School of Law and Diplomacy who were invited to join TIMSSE from different parts of the world. The Fletcher participants accessed a listening page designed by Boston. This page included a chat room feature provided courtesy of the EducWeb project, initiated by another TIMSSE series guest speaker, Armand Burguet. The listening page established the basis for a global learning community and offered the members in its chat space options to interact with the other 5 sites. These interactions have significant potential to promote a third constructivist building block, cooperative learning, to which we now turn. 

Cooperative Learning
The support of their peers is considered an important element to persuade students to engage in cooperative group learning and problem solving. Constructivists argue that this, in turn, facilitates generative learning. (Dunlap and Grabinger, in Wilson, 1996, 68) Students are encouraged to take on more complex problems given the prospect of working in tandem with others. At Sciences Po Paris, TIMSSE was the exception that confirms the rule in this regard. Most other classes foster competition for grades in an atmosphere in which the traditional lecture style is evident. The professor acts as knowledge provider, or “sage on the stage,” not the facilitator or “guide on the side” in TIMSSE’s active learning model. (Morgan, 2004.) In most classes, students look to the professor first in a less student-centric environment.  This is typical of the traditional hierarchy in learning and in the structure of institutions of higher education in most countries. If neither cosmopolitanism nor democracy is inherent in higher education, how does learning contribute to the life experience of those who must actively participate in their societies and in this century’s networked environment?


In TIMSSE there were students from many different cultural and educational backgrounds, with varying degrees of English proficiency. This required us to strike the right balance so that all students were engaged in active learning, as individuals, as part of smaller discussion groups, and in the larger class. We achieved this by providing the structure necessary and guiding the students to work together, in person and online, through a series of steps. (Dunlap and Grabinger, in Wilson, 1996, 68.)  Here the choice of technical tools we use was critical. This choice addresses the fact that Rich Environments for Active Learning are reflective of thinking that has led to greater understanding of constructivist values. (Ibid)


In this context, there are three ways in which REALs may fulfill the objectives of constructivist learning environments: enlarging the existing scope of “students’ responsibility and ownership” in learning; promoting study and problem-solving in a real-world context with relevance to students in their professional lives; and engaging students in dynamic, not static, learning activities that promote “knowledge construction.” (Ibid, 69.) 

Closing Remarks


The case study analyzed in this paper is one that allows us to analyse critically the impact of education that utilizes communications technologies to establish a transcontinental learning community. The TIMSSE experience in the cyber classroom demonstrates in unprecedented ways the extent to which constructivist principles are influential in a technology-mediated learning environment. 

Our experiences with technology-mediated learning in the TIMSSE series have offered some preliminary responses to the question we initially asked: what role is there for technology to play in education? We have discovered the opportunities as well as the limits that exist to create a novel learning experience to nurture a transcontinental educational community. Through our dialogue we learned the ways in which the digital divide is very real in conflict regions. Their populations still experience an ‘us’ versus ‘them’ feeling that contributes to nationalist sentiment.


The real-time, synchronous dialogue we created at minimal cost with the use of inclusive communications tools was by far the most significant aspect of our learning experience. This dialogue offered us the chance to invite direct, extended participation directly from the region that was constructive and informative in nature. Those in the Balkans critiqued literature sources we were using, provided real life experience from the field, and offered their own perspectives to analyse conflict and the potential to prevent the cycles of discord that endure there. Our use of primary sources, structured dialogue and presentations by those with practical experience in the Balkans and in the field of conflict prevention enriched our learning together as an emerging community. We drew on the first-hand knowledge of those in the region to help students in our learning community to realize the ways in which they were implicated in the Balkans development as agents in global affairs. The immediacy of our contacts in real time each week as well as the intervening exchanges via email and listservs strengthened the connections we felt to those in the region. 


Most importantly, the inquiries we confronted engaged our awareness of the fact that with all that technology affords us in and out of the classroom we still face, as educators and citizens, those larger philosophical differences that distinguish the traditions of realism and liberalism in international affairs. The TIMSSE initiative, although rooted in the liberal tradition, offered us the chance to discover, inherent in the dialogue we created each week, the ways in which we as human beings each have the potential to contribute to, or to alleviate, conflict in the world in which we live.
� The TIMSSE series received the financial support of the Robert Bosch Foundation, Stuttgart, Germany, over a three-year cycle, 1999-2002. In this chapter, different acronyms are used, TISK, TISKSE, TIMSSE, depending on the date of the seminar in the series. The name for the series as a collective entity is TIMSSE.





The initial series began in fall 1999 as the initial transatlantic Internet seminar Kosovo/a (TISK). Its institutional partners included the Center for Applied Policy Research (CAP), Munich, the Houston Community College System (HCCS), Houston, the University of Costa Rica, San Jose and Arcadia University, suburban Philadelphia. Students on-site in suburban Philadelphia attended the course for graduate (MA) credit. Those in San Jose audited the seminar at their university. 





In fall 2000, TISK retained the Munich, Houston and San Jose sites. It included new classes of students at the Institute of Political Studies (Sciences Po), Paris as well as CAP/University of Munich. These students participated in the seminar for credit at their respective institutions. Colette Mazzucelli maintained the transatlantic link teaching the seminar from EastWest Institute (EWI), New York. The American Institute for Contemporary German Studies (AICGS), Johns Hopkins University, Washington, DC also hosted senior-level guest speakers in the series. 





In fall 2001, the transatlantic Internet seminar Kosovo/a and Southeastern Europe (TISKSE) continued with classes in Paris and Munich, which were joined by participation from representatives of a local non-governmental organization (NGO) in Pristina, Kosova Action for Civic Initiatives (KACI). Audiences from the academic, business, diplomatic and NGO worlds were invited to attend special TISKSE sessions at the Carnegie Council on Ethics and International Affairs, New York, where Mazzucelli was a Program Officer, Education, and an NGO representative to the United Nations. Since 2001 the Houston site has provided the in kind use of the CUSeeMe server at no cost. 





In fall 2002, the transatlantic Internet/multimedia seminar Southeastern Europe (TIMSSE) maintained classes in Paris and Munich and added participants from the Balkans region that are members of the Women’s Association of Romania. Audiences in New York attended sessions hosted by the Center for Educational Outreach & Innovation (CEO&I), Teachers College Columbia University, TIMSSE’s institutional partner in the United States. 





The ideas contained in this chapter have taken shape in presentations at the SSGRR 2001 conference in L’Aquila, near Rome, and at the ISA 2002 conference in New Orleans. The financial support to attend these conferences, made possible by the Rockwell Chair, Houston Community College System (HCCS), and the Carnegie Council on Ethics and International Affairs (CCEIA), is gratefully acknowledged.
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Appendix





Figure 1: The transatlantic Internet/Multimedia seminar Southeastern Europe (TIMSSE) is an introduction to multimedia pedagogy in the field of conflict prevention. Its content presents various approaches and schools of thought in the emerging field of international peace and conflict prevention using Waltz’s levels of analysis in Man, the State and War and assesses their relevance to the Balkans. Sources in the American, German and French literatures in international relations as well as Internet sites of the various international, governmental and non-governmental organizations involved in the Balkans provide TIMSSE’s conceptual and empirical foundation. The first module focuses on analytical perspectives in conflict prevention. The second module presents conceptions of nation and state in the Balkans. The third and fourth modules assess the role of technology in education and its relevance to the Balkans. The fifth module discusses the question “Why Conditional Independence?” with an analysis of The Follow-Up of the Kosovo Report.  The sixth module focuses on the International Criminal Tribunal for Yugoslavia. The seventh module considers human development and conflict prevention: insights from UNDP. The eighth module highlights the Stability Pact for Southeastern Europe. The ninth module presents inquiries into aesthetic education: the historical meaning of holy monuments in Kosovo/a. The tenth module assesses European and transatlantic cooperation and competition in the Balkans. The eleventh module features an evaluation of the conflict prevention toolbox. The twelfth module analyzes the EU’s stabilization and association process for the Western Balkans. The thirteenth module evaluates the ethical issues surrounding humanitarian intervention in the Balkans. The fourteenth module discusses post-Yugoslav status questions. The last module is an evaluation of TIMSSE concepts and the implementation of multimedia pedagogy in practice with a comparative focus on the pedagogy’s potential applications in Africa. 








PAGE  
20

