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EDITORIAL

The idea of the present publication emerged during the preparation of the study visit ALLMEET in
Lisbon ‘15, held from 23 to 27 November 2015, by the organizing and scientific committee based at CICS.NOVA,
FCSH-UNL, the Portuguese delegation of ALLMEET — Actions of Lifelong Learning addressing Multicultural
Education and Tolerance in Russia (project co-financed by the Tempus Programme of the European Union,
2013 t0 2016, ref. 544410-TEMPUS-1-2013-IT-TEMPUS-JPHS). Under the proposition of intercultural dialogue,
this visit aimed to work on three intercultural sub-themes: education, language and project development.
These three subthemes underlie the organization of the sections in this publication, adding a fourth section
that aims to reflect the Lisbon context of this visit.

The first section, “Intercultural challenges in Russia and Portugal: from research to education”, begins
with Olga Smolyaninova and Yulia Popova’s article providing an assessment of multicultural tolerance levels
with main reference to the Siberian Krasnoyarsk context. It proceeds with Irina Tiurikova’s article regarding
inter-ethnic related issues in Russia, particularly the case of Nenets minority group in Northern Arctic
Arkhangelsk context. The Portuguese case is introduced with Inés Vieira, Claudia Urbano, Maria do Carmo
Vieira da Silva and Luis Baptista’s article providing an overview on intercultural resources in Portugal, seeking
to outline how interculturalism is presently reflected at the policy level, in the education system and in
cultural programs and actions in this country. The following two articles relate with the Portuguese higher
education context, with Maria do Carmo Vieira da Silva contextualizing the evolution of study and research
on intercultural issues in FCSH-UNL, and Ricardo Vieira and Ana Vieira explaining the Master program on
Intercultural Mediation and Social Intervention in IPLeiria. This section further includes a poster (by Luis
Fonseca) relating to female migrant school careers and dropout.

The section “Speaking inter-culturally: language, narratives and social inclusion” begins with Morena
Cuconato and Federico Zannoni’s article about literature and rap music led by the “second generation” in
Italy, reflecting on different narratives related to the core issues of inclusion, diversity and public presence/
representation. It then proceeds with Olga Lvova’s reading on ICT linguistic tools and their potential for social
inclusion. The last article, by Carolina Goncalves and Agata Pereira, draws upon possibilities of working about
languages and arts in plurilingual primary school contexts. The section also includes three posters of Master
students (Cristina Simdes, Mafalda Benavente and Leonor Gorgulho) who present their work about meanings
and challenges of language teaching in different educational sets.

In the section “Sharing: from multicultural encounters to intercultural projects”, the first article, by
Claudia Urbano, Inés Vieira and Maria do Carmo Vieira da Silva, proposes a framework/grid to observe non-
formal intercultural initiatives, a tool that could be useful for monitoring intercultural projects in a broader
sense of educational territory that surpasses the school context. The second article, by Stephen McKinney,
Federico Zannoni and Vasil Sakaev, focuses the cases of three religious minorities: the Muslim community
in Glasgow, the Sikh community in Novellara and the Chryashians in Tatarstan, with an important framing
of the history of minority communities in the arrival contexts so as to understand their inclusion/exclusion
dimensions. The section proceeds with Rodrigo Dias reflecting about his mediating/tutoring role with
Chinese undergraduate students in FCSH-UNL, who present needs of integration relating to the academic
life, administrative and broad cultural issues.

In the section “Lisbon under translation”, the report of the study visit ALLMEET in Lisbon ‘15
summarises the different activities developed, aiming to provide a comprehensive approach of intercultural
issues drawn from the Lisbon context: from science (international seminar “Intercultural dialogue: learning,
speaking, and sharing”; intercultural study & research CICS.NOVA) to public policies and institutions (visit to
the High Commissioner for Migrations), from education (visit to Camdes high school, presenting Portuguese
language for foreign teenagers and adults and professional requalification) to organized activities of the civil
society (MigranTour and its intercultural Lisbon map). This section also includes a guide of Lisbon, written by
Anna Khairullina, with suggestions of routes and some historical and practical information, which is edited
and published both in English and Russian languages with the title Travelling Lisbon/PackpbiBasa JluccaboH.
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The organizers’ intention with this publication is to keep the memory of the study visit ALLMEET in
Lisbon ’15 which, in our consideration, provided an important space for the intercultural dialogue between
social scientists and educators, while presenting interesting formal models, civil society and public school
programs to attend and promote the integration of ethnic, linguistic and cultural diverse groups in the Lisbon
and broader Portuguese contexts. In a historic moment of fragility in international relations, it is particularly
important to give priority to sharing good practices and learning together how to reinforce possible dialogues
and intercultural principles, namely between European Union and Russian Federation.

1. INTERCULTURAL CHALLENGES IN RUSSIA AND PORTUGAL:
FROM RESEARCH TO EDUCATION
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MODELS OF THE ASSESSMENT OF MULTICULTURAL COMPETENCE WITHIN THE FRAMEWORK OF THE PROJECT TEMPUS ALLMEET

Olga Smolyaninova

Russian Academy of Education

Siberian Federal University

Institute of Educational science, Psychology and Sociology

Information technologies of education and lifelong learning department

Yulia Popova

Siberian Federal University

Institute of Educational science, Psychology and Sociology

Information technologies of education and lifelong learning department

Introduction

In modern Russia the prevention of inter-ethnic conflicts and the rise of xenophobia among young
people is a highly important task for all the educational institutions, particularly for general, vocational and
higher education. The chaos in the minds and confusion in the hearts of the young people is caused by the
violation of traditional world order and inter-religious conflicts. This provokes the growing anxiety and fear that
exacerbate the search for simple answers to complex questions. But such decisions do not exist in principle.
For the separate regions of Russia they are different. The research on the formation of the intercultural
competence among young people of the Krasnoyarsk region (which is one of the most peaceful of the context
of the ethnic tension according to the researches carried out by the Federal information agency “Club of
Regions”!) by means of intercultural educational platform of Siberian Federal University in the framework of
the project TEMPUS ALLMEET is presented in this article. It should be noted that all the formal and informal
educational institutions, government bodies and representatives of the civil society in Krasnoyarsk region
recognize the need for the formation and development of the intercultural competence of young people to
reduce the RISK of inter-ethnic and religious conflicts. It is better to deal with the prevention than with the
consequences of inaction according to the methodologists who promote the multicultural education. The all-
Russian fundamental approaches to this problem, as well as studies and practical experience of the authors
will be presented in the article.

Key words: assessment, ethnic conflict, intercultural educational platform, multicultural competence,
Multicultural Lifelong Learning Center, TEMPUS ALLMEET, SibFU

Models of the assessment of multicultural competence

Multicultural competence of students is determined in the Federal Educational standard for high
education of Russian Federation (postgraduate level in “Pedagogical science”) as a component of general
professional competence: “readiness to interact with the participants of the educational process and
social partners, to lead a team, tolerantly perceiving social, ethnic and cultural differences”. The criteria
of multicultural competencies can be considered as follows: awareness and openness to the intercultural
differences, the ability to interact effectively with people of other nationalities, the willingness for inter-
ethnic dialogue. While developing such important quality of the personality of young people, universities
include students in action and probation, multicultural events, expanding the theoretical knowledge and the
horizons of practical action of students on a wide range of intercultural aspects.

In this context such personality traits as openness to inter-ethnic differences, the ability to live among
the people of other cultures, languages and religions, the willingness to be engaged in dialogue are becoming
more important. The role of education is “to lay the foundation of future changes in society, predetermining
its development in a progressive or on the contrary in a regressive direction” (Belogurov 2005).

1 Club of regions, Rating of interethnic tensions in Russian regions / Source- http://club-rf.ru/thegrapesofwrath/01/
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There is no single definition of a multicultural competence in Russian or international practices.
A definition from the thesis research made by Irina Kharina was taken as a basic definition. Multicultural
competence is an integrative property which includes a number of interdependent and complementary
components of cognitive, affective and behavioral spheres, it enables the person to interact effectively with
representatives of other cultures at all levels of intercultural communication in all spheres (Kharina 2015).

Russian researchers define the main goal of multicultural education as the formation of a person who
is able to lead an active life and function effectively in a multinational and multicultural environment. This
person possesses a strong sense of understanding and respect for other cultures, has skills to live in peace
and harmony with people of different nationalities, races and beliefs (V. Makaev, Z. Malkova, L. Suprunova).
A multicultural competence and ways of its estimation also widely considered in the recent thesis researches
(I. Kharina, A. Bogdanova, L. Maksimova, L. Danilova, B. Selin). Russian scientists have developed techniques
to diagnose changes of the affective sphere and value sphere in the process of the multicultural competence
formation (V. Boyko, A. Karpov, A. Sholokhov, T. llyina). Methods for defining of behavioral changes in the
process of multicultural competence formation are used in Russian practice (0. Shalamova, K. Thomas).
Using the scale of social distance by E. Bogardus the degree of social and psychological adoption of each
other is assessed. The Bogardus scale is used to measure a distance related to racial or national origin, age,
sex, profession, religion, for measuring the distance between parents and children.

The Institute of Education Science, Psychology and Sociology of Siberian Federal University (SibFU)
participates in the project of European Commission TEMPUS “Actions of Lifelong Learning addressing
Multicultural Education and Tolerance in Russia”. The project is carried out within the period from 2013
to 2016 by the consortium of four European and six Russian universities. Focusing on the topic of cultural
integration, the project TEMPUS ALLMEET attempts for the promotion of quality teaching and international
cooperation of higher education institutions. The project also aims to enhance mutual understanding
between peoples and cultures of the European Union and the Russian Federation. Internationalization of
universities — participants of the TEMPUS ALLMEET project assumes introduction of the tools of multicultural
educational environment, implementation of academic mobility programs with foreign universities-partners,
development of joint educational programs, participation in international projects and students’ exchange
programs of interaction and cooperation. TEMPUS ALLMEET project manager Morena Cuconato, Professor of
Alma Mater Studiorum University of Bologna formulates the main purpose of the project as “development of
regional platforms for the advancement of multicultural education in Russia”. Institute of Education science,
Psychology and Sociology of SibFU has created a virtual intercultural educational platform (IEP) for the
target groups of the project TEMPUS ALLMEET. Basing on analysis of existing methods of assessment of the
multicultural competence level, SibFU team has developed a system of courses for IEP aimed at formation
and development of multicultural competencies. It’s an interactive platform which digital center is a website
with educational resources, documents and multimedia content and also equipped with communication,
self-evaluation and feedback tools.

In the framework of the project Tempus ALLMEET in Siberian Federal University Multicultural Lifelong
Learning Center on the basis of personal training services (PL2S) was established. PL2S Center is aimed at
improving tolerance and building a productive intercultural communication.

Trainings, workshops and teaching courses have been carried out on the bases of Intercultural
educational platform and PL2S Center of SibFU since 2014. The adequate evaluation system is necessary to
assess the level of students’” multicultural competences during teaching and learning activities. To confirm
the achievement of the objectives of the project the European Commission receives reports on the changes
in the level of tolerance on the learning outcomes of the training courses by using the diagnostic tools.

Due to the limited choice of diagnostic instruments, Siberian Federal University has developed
author’s technique for measuring the level of tolerance “The study the dynamics of the verbal component of
tolerance attitudes” as a reflection of multicultural competence. In comparison with others this tool shows
its validity, effectiveness and practicality.

As the basic tools for assessing of multicultural competence of the target groups members (trainers,
students, teachers, state and municipal officials, representatives of diasporas and NGOs), who are enrolled in
courses of SibFU TEMPUS ALLMEET, the following tools were taken:

- The Express —questionnaire “The study the dynamics of the verbal component of tolerance attitudes”

(authors D. Trufanov and other SibFU staff members);

2 Access to the website is available at http://tempus-allmeet.ipps.sfu-kras.ru/index.php/en/
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— Express questionnaire “Index of tolerance” for individual or group assessment of the level of tolerance
(G. Soldatova, O. Kravtsova, O. Khukhlaey, L. Shaigerova).

— The questionnaire for assessing tolerance (V. Magoon, M. Zhamkochyan, M. Magura)

— The questionnaire “The types of ethnic identity” (G. Soldatova, S. Ryzhova)

The assessment is carried out automatically using “php” technology and “MySQL” database. Tests are
integrated into the Diagnostic section of the “Resources” area on the intercultural educational platform web
site of Siberian Federal University.

The questionnaire “The study the dynamics of the verbal component of tolerance attitudes” created
by SibFU team was automated using free services to create questionnaires “Google Forms” and everyone
may fill it3.

It is necessary to note that these techniques are quite conventional and situational, as the opinions
of the respondents can vary depending on the processes around, e.g. changes in the political situation or
social status. In addition, a multicultural competence can and should be assessed comprehensively including
expert observation of the behavior of the individual in specific situations. And therefore it needs long-term
monitoring and additional research.

In the main page of the SibFU IEP website the sociological survey was carried out. 52 816 visitors gave
their replies to the question: “Do you think that tolerance is the key competence for the modern teacher?”
during the 2015 year. The results of the survey are presented on the chart 1.

Chart 1 - Distribution of answers to the question: “Do you think that tolerance is the key competence for the modern teacher?”

Do you think that tolerance is the key competence
for the modern teacher?

Hyes, | think so- 25.4% Probably yes - 1.3%

®probably not - 0.2% H No, | don't think so - 72.8%

Y’

The majority of respondents (73%) do not think that tolerance is the key competence for the teacher.
This can be interpreted as an indicator of low inter-ethnic tension in Krasnoyarsk region because students
and teachers (target groups of SibFU website that have answered the question) suppose another professional
and personal features are more important for the teacher.

According to the results of Russian Census 2010, in Krasnoyarsk region there live 159 nationalities.
However the level of interethnic tension in region is one of the lowest in Russian Federation and it is confirmed
by the sociological researches carried out by the Center of sociological researches “Monitoring of Public
Opinion” on different target groups since 2002. On the initiative of local authorities in Krasnoyarsk the state
program “Strengthening the unity of the Russian nation and ethno-cultural development of the peoples of
Krasnoyarsk region” has been developed and implemented for the period 2015 - 2018.

The sociological research, carried out in April — May 2015 by Center of sociological researches
“Monitoring of Public Opinion” (director D. Trufanov, PhD in Sociology, associate professor of Siberian
Federal University), shows that half (50%) of Krasnoyarsk region residents are in some measure pleased
by the multinational structure of the population. One third of inhabitants has indifferent attitude and 17%
are dissatisfied or rather dissatisfied by living in a multicultural environment of Krasnoyarsk region (Rafikov
2015).

3 Available at goo.gl/forms/oDxIW5WM9V.
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Chart 2 - Distribution of answers to the question: “What is your attitude to the multinational environment of Krasnoyarsk region?

Distribution of answers to the question:
“"What is your attitude to the multinational environment of
Krasnoyarsk region?

lam dissatisfied

| am rather s%
d:ss:;n;hed _ | Idon't care
1 ) 33%
L

lam rather satisfied |
than not ; ‘._

20% ‘v

Satisfaction with living in a multinational society is mostly caused by the favorable living conditions and
social environment of Krasnoyarsk region. People suppose that division on the national basis is incorrect, that
all the nations should have equal rights and that interethnic communication enriches culture and introduces
people to the traditions of the other nations.

On the other side, those who are dissatisfied with multinationality of Krasnoyarsk region have pointed
the following reasons. In the first place it is the inadequate, in their opinion, behavior of the representatives
of other nationalities: rude, aggressive and uncivilized. The second reason is a big and growing amount of
immigrants in the region or city where respondents live. In the third place it is the viewpoint that other
nations do not respect Russian people, Russian culture, traditions and customs. Some respondents feel
displeased when they hear speaking the language of immigrants they don’t understand.

Should be noted the variability of answers to the question according to age of respondents presented
in the Chart 3.

Chart 3 - Distribution of answers to the question: “What is your attitude to the multinational environment of Krasnoyarsk region?”
according to age

Distribution of answers to the question: "What is your attitude to the
multinational environment of Krasnoyarsk region?" according to age

45%

40% 0N
35%
\ -
30%
28%
\ =—b—| don't care

25% % lam satisfied

23%
Lj\ w—dv==| am rather satisfied than not

===| am rather dissatisfied

20% .
b5y
\.\ 16% ——ge=| arn dissatisfied

15%

10%

Age 18-29 years Age 30-54 years Age 55 and more

13



INTERCULTURAL DIALOGUE: LEARNING, SPEAKING, AND SHARING

The higherthe age of therespondents, the more often they express positive attitude to the multinational
structure of the population. This indicator varies from 21% among youth to 40% among older people. The
middle age people are mostly satisfied with the fact they are living in the multicultural environment of
Krasnoyarsk region. At that time, less than a quarter of the respondents with a youth age are positive towards
the people of the other nationalities.

This statistic data indicates certain risks of interethnic tension in the youth environment. Therefore
an important role in creating cultural interaction, interethnic and cultural socialization and tolerance belongs
to educational institutions of all levels. In this regard the universities involved in the training of teachers,
including Federal universities, should focus on training students, able to operate successfully in conditions of
heterogeneous ethnic environment and with a high level of multicultural competence.

Conclusion

We would like to quote a famous political figure, the honored teacher of Russia Eugeny Yamburg:
“Endless conversations about the culture of the world and calls for tolerance will remain the blessing thinking
until we realize that finally all efforts in this direction are reduced to the formation of the child’s need for
dialogue and finding civilized ways of managing it. Strictly speaking a human qualities, such as peacefulness,
breadth, generosity, compassion, the desire to understand the other person, who is not like you, desire to
perceive one’s pain sharper than his own are the result of education” (Yamburg 2000). The project TEMPUS
ALLMEET is aimed at joint efforts of the Russian and European partners to find complex solutions to respond
serious threats and challenges, find human dominants which unite us. Our focus is on education of the young
people ready to hold a dialogue and having a huge degree of inner freedom.
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COPING WITH CULTURAL PLURALITY IN RUSSIA: CASE STUDY OF THE ARKHANGELSK REGION

Irina Tiurikova

Northern (Arctic) Federal University

High School for Humanities, Social Sciences and Intercultural Communication
Philosophy and Sociology Department

Abstract

The article reviews the existing experience of modern Russian in the traditional cultural minorities’
integration, maintenance of their peaceful coexistence, and preservation of original cultures, languages and
belief systems. It presents a case study of integration mechanisms and political practices, implemented in
one of the Russian regions, specifically, in the Arkhangelsk region. The methodological framework for the
analysis is based on the conceptions of multiculturalism and interculturalism as two integration models.

Key words: multiculturalism, interculturalism, integration of traditional cultural minorities in Russia.

«Russia is extremely difficult in ethnical composition state with a large number of peoples and
faiths. And the question of coexistence between different peoples for us is not a question of
newcomers, who somehow appear in any country and in Russia too. It is a question of inner
harmony, which has been created over the centuries, and which, as we thought in a certain
period, we were able to bring to a new level»*

(Dmitry Medvedev, the Global Political Forum, Yaroslavl, 2011)

Introduction

The topic of the integration of cultural minorities, which include indigenous peoples, ethnic and
national minorities and immigrants, arose in western countries in the 1970s. In political practice, and then in
the scientific discourse, the doctrines responding to the requirements of cultural minorities began to emerge.
The cultural groups required to recognise their unique identities, and to abandon the existing practices of
assimilation and segregation. The consequence was the transition of Western countries to the integration
models of cultural interaction, implying the inclusion of cultural minorities in the social institutions while
maintaining their specific cultural characteristics (Malakhov 2014).

According to V. Tishkov, in the second half of the XX century, the Soviet Union and its area of influence
implemented a similar policy of “prosperity and rapprochement of the socialist nations, internationalism
and friendship of peoples”; however, in the 1970s, this policy was supplemented by the concept of a unified
Soviet people - “community, which has been reality as a form of identity based on shared history, culture
and ideological indoctrination of the country inhabitants” (Tishkov 2013: 146). After the collapse of the
USSR the concept of “multinational people”, the principle of equality of nationalities and the support of
their cultural identities have also been at the centre of building a new democratic state. They formed the
basis of the Constitution of the Russian Federation in 1993. Since that time, certain administrative and legal
mechanisms and political practices, aimed on the harmonization of interethnic relations in the country, have
been developed and implemented.

The article reviews the existing experience of modern Russian in the cultural minorities’ integration,
maintenance of their peaceful coexistence, and preservation of original cultures, languages and religious
beliefs. The review is based on a case study of one of the Russian regions, specifically, the Arkhangelsk region.
The analysis methodological framework is based on the conceptions of multiculturalism and interculturalism
as two integration models, most discussed in the modern Western political discourse.

A key point of the analysis is the focus on the political practices and integration mechanisms aimed at,
so-called, “traditional” cultural minorities (indigenous peoples and ethno-cultural and national groups whose
members are citizens of the Russian Federation, often for several generations) (Tishkov 2013). This means that
the study of national policy towards immigrants is not a priority of the analysis, and is only partly addressed,

4 “Medvedev rasskazal o rossiyskom multikulturalizme [Medvedev told about Russian multiculturalism]”, Aktualnie
kommentarii, 2001. — URL: http://actualcomment.ru/medvedev_rasskazal_o_rossiyskom_multikulturalizme.html

15



INTERCULTURAL DIALOGUE: LEARNING, SPEAKING, AND SHARING

specifically, through a review of the activities initiated by Diasporas and national-cultural associations. This is
primarily due to the fact that the article seeks to examine the existing Russian experience in the maintenance
of peaceful coexistence between ethnic groups; and this experience has been accumulated in the field of
political practices aimed at traditional cultural minorities. As for policies towards immigrants’ integration
in Russia, most of the analysts state that at the moment Russia has no any particular political orientation in
relation to the immigrants’ integration/adaptation, either it has not been properly developed yet (Malakhov
2015; lontsev 2013; Mukomel 2013). The policies towards immigrants are limited to the regulatory laws in
the sphere of migration legislation, which hinder integration of immigrants, rather than contribute to it.

The work is divided into two thematic sections. The first section discusses the methodological aspects
of the analysis, in particular, the differences between multiculturalism and interculturalism as the two political
orientations on the cultural minorities’ integration. The second section discusses the political mechanisms
and practices aimed at the integration of traditional cultural minorities, carried out in the Arkhangelsk
region; the section analyses the mechanisms and practices in terms of multiculturalism and interculturalism
as methodological frameworks.

Methodological Framework for Analysis: Multiculturalism and Interculturalism as Integration Political
Orientations

For the analysis of the Russian experience in the field of the traditional cultural minorities’ integration,
I apply two political orientations taken as methodological frameworks: multiculturalism and interculturalism.
These two political conceptions aimed at the similar result —integration of minorities and peaceful coexistence
of cultural groups - present different ways of coping with cultural plurality and might be applied for analysing
existing political practices oriented at different cultural groups.

As political practice and theoretical conception, multiculturalism is historically the first integration
framework that was implemented in the practice and theoretically developed. It has appeared as a reaction
to the cultural minorities’ claims against politics of assimilation, and as part of a larger political movement
— the Human rights movement (Kymlicka 1995). Canadian political philosophers Ch. Taylor and W. Kymlicka
are the first theorists who have developed the scientific conceptions of multiculturalism as “the politics of
recognition/difference” and “the politics of group rights” (Taylor 1992; Kymlicka 1995). The basic principle of
these conceptions is the recognition of all cultures as equal. In accordance to this principle, multiculturalism
implies providing the members of cultural minorities with the special type of rights — collective, or group,
rights that guarantee the maintenance of their original cultures, religions and languages. In this context,
cultural minorities are understood as ethno-cultural groups that include ethnic and national minorities (e.g.
Québécois in Canada, Tatars in Russia), Indigenous peoples (e.g. Indigenous peoples of the North of Norway,
Sweden, Finland, Russia, and North America), immigrants, and groups belonging to a discriminated race (e.g.
African Americans).

As a political practice, multiculturalism was first implemented in the 60-70s in Canada, and initially
aimed at supporting French national minority living in Québéc (Kukatas 2007; Kymlicka 1995). During the
80-90s liberal democratic states started to implement the multiculturalism in response to the mobilization
of other minority groups, such as Indigenous peoples (especially in Norway, Sweden, Canada) and groups of
immigrants (especially immigrants from “third countries” and Asia in Canada and European countries). These
groups did not claim only for the right to preserve their own cultures, they claimed for overcoming economic
and political inequality and disadvantages that these people experienced in result of their minority status.

The criticism of the conception and political practices of multiculturalism, especially in Western
European countries in the 2000s, led to the ‘retreat’ of this political ideology (Kymlicka 2005). The reasons
were several, but the most discussed negative effects multiculturalism was blamed for, included social
fragmentation and entrenched social divisions (Malik 2007); politisation of culture (Wieviorka 2010; Benhabib
2003); exacerbation of “minorities within minorities” problem (Okin 1999; Benhabib 2003); distraction from
the socio-economic problems of disadvantaged cultural groups (Barry 2001; Fraser 2003); and the increase
of hesitancy amongst the local population (Meer and Modood 2012).

While some critical approaches highlight the weaknesses of multiculturalism and its negative
effects, the others offer competing political frameworks. Among them there are: deliberative democracy,
based on the principle of deliberation and dialogue in the public sphere of civil society (Habermas 1996,
2008; Benhabib 2003); inclusive (or communicative) democracy with similar to the deliberative model
principle, but recognizing along with rational argumentation other forms of political communication, such
as personal narrative, public protest, etc. (Young 2000). Some theorists criticize only, so called, ‘hard’ variant
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of multiculturalism as politics of group rights, and suggest going back to its ‘soft’ variant, which is based on
the principles of classical liberalism with its focus on individual rights, but not collective ones (Kukatos 1996,
2007; Barry 2001).

Another alternative to the multicultural framework, which is getting more and more popular over
the recent years and frequently found not only in political, but as well as social, cultural and education
discourses, is the conception of interculturalism. Many scientists claim that this new concept is just an
‘updated version’ of multiculturalism, or even a ‘substitute’ to multiculturalism, which ‘functions at a much
less sophisticated level, and a much less political one’ (Lentin 2005: 394; Wieviorka 2012: 230; Meer and
Modood, 2012; Werbner 2012). However, there are those, who consider interculturalism as an independent
political model able to solve the problem of cultural minorities’ integration in a more proper, or just different,
way than multiculturalism (Bouchard 2011; Levey 2012).

Nevertheless, all of them tend to pick out a number of features distinguishing interculturalism from
multiculturalism. For instance, Nasar Meer and Tarig Modood in their article “How does Interculturalism
Contrast with Multiculturalism?” examine the ways in which conception of interculturalism is being positively
contrasted with multiculturalism in modern political discourse (Meer and Modood 2012). Though the authors
claim that interculturalism cannot eclipse multiculturalism, and should be considered as complementary to
multiculturalism, they name four specific criteria describing interculturalism as a distinct political framework
that has applied in some contexts of cultural diversity. These criteria are very well synthesised by the authors,
and from my point of view, might be used an instrument for defining interculturalism framework and
distinguishing it from multiculturalism. The criteria include the followings. First, interculturalism has greater
orientation toward interaction and dialogue. Second, it is more aimed at synthesis and overcoming ‘groupist’
negative effects of multiculturalism. Third, interculturalism is more committed to a stronger sense of the
whole in terms of societal cohesion and national identity. Fourth, interculturalism has the capacity to criticise
and censure culture (as part of a process of intercultural dialogue), and so it is more likely to emphasise the
protection of individual rights (Meer and Modood 2012).

The above criteria’s analysis leads to a conclusion that the cornerstone of the difference between
multiculturalism and interculturalism is the focus on interaction and dialogue between cultural groups within
the later conception. Within interculturalism communication and dialogue are considered as the main ways
of preventing or overcoming social and political tension between cultural groups, and facilitating the cultural
minorities’ integration.

However, might the interaction and dialogue also be part of multiculturalism orientation, as some
theorists claim? (Meer and Modood 2012; Lentin 2005; Wieviorka 2012). Some researchers state, though
multiculturalism and interculturalism are very interrelated political and theoretical frameworks of coping
with cultural plurality, and the border between them is getting less and less clear, it is more appropriate
to regard interaction, communication and dialogue as features characterizing interculturalism, but not
multiculturalism as a theoretical conception (Levey 2012; Werbner 2012). Moreover, according to J.B. Levey,
intercultural dialogue might hardly be considered part of multiculturalism as political practice (Levey 2012).
He studies the case of the national multiculturalism policy in Australia — one of the first countries where
multiculturalism was adopted as an official political practice towards cultural minorities. In his examination
of ethnic communities’ role in the Council, J.B. Levey underlines that multiculturalism has not been initially a
type of political practice that would emphasis on intercultural dialogue or discursive exchange. In fact, it was
quite the opposite:

“While ethnic communities’ councils were among the first non-government institutions of fledgling Australian
multiculturalism in the 1970s, they largely have been a case of a small number of ethnic group members talking
among themselves [...]. Ethnic and religious minorities have not been encouraged to contribute to public debate from
their own perspectives and, where they have sought to do so, they typically have been met with a chilly and rather
monological response from ‘mainstreamers’” (Levey 2012: 219).

In further discussion and examination of Russian political practices towards traditional cultural
minorities we will follow the criteria distinguishing interculturalism from multiculturalism, as well as their
difference in general aims and principles. While multiculturalism tends to preserve a cultural heritage and
emphasises strong ethnic or cultural identities, interculturalism is aimed at establishing communication and
interaction between cultural groups, dialogue and mutual understanding, it “acknowledges and enables
cultures to have currency, to be exchanged, to circulate, to be modified and evolve” (Sze and Powell 2004,
quoted by Meer and Modood 2012: 185). Where multiculturalism is focused on diversity and difference,
interculturalism is more concerned about what unites people, than what divides them into different and
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diverse groups. Interculturalism is based on the principle of social cohesion and promotes it. Instead of
celebrating difference, as it is in the case of multiculturalism, interculturalism is about understanding each
other’s cultures, sharing them, finding common ground, subscribing to national citizenship and forming
meta-membership (Meer and Modood 2012).

Russian Experience through the Lens of Multiculturalism and Interculturalism Orientations
(Case Study of the Arkhangelsk Region)

The paragraph presents an examination of Russian political frameworks towards the traditional
cultural minorities through the lens of multiculturalism and interculturalism, and makes an attempt to answer
the questions: what particular mechanisms and political practices of integration have been implemented in
Russia? And, which framework (multiculturalism or interculturalism) is more applicable and in what cases
for their description? The Arkhangelsk region is taken for analysis due to the cultural diversity of the region
and the existing mechanisms of cultural minorities integration, implemented through the legislative system,
on the one hand, and the cooperation between state authorities and ethnic minorities, on the other hand.

The Case of the Nenets People: Multiculturalism Orientation towards Traditional Minorities in Russia

The population of the Arkhangelsk region consists of 1.2 million people and includes 108 nationalities
and ethnic groups. Among them, 0.6% is Nenets people (44 640 members according to the National Census
of 2010). The focus on this particular cultural group explains by the special status this numerically small
population of the region has. The Nenets represent a group of Indigenous people® living in the Arkhangelsk
region on the territory of the NAO (Nenets Autonomous Okrug)®. The relationship between this traditional
cultural group and the major society - or in this case, it is more appropriate to say between the cultural
minority and the federal and region authorities - is regulated by the legislative system that could be better
explained through the lens of multiculturalism framework.

The existing legislative system towards the Nenets in the Arkhangelsk region is a particular case and
a result of the ethnic mobilization among different groups of aboriginal populations that started in Russia
in the 90s. In 1999, after almost 10 years of political debates, the Russian Federation adopted the law “On
the guaranties of the Indigenous peoples’ rights in the Russian Federation” which legalized the Indigenous
peoples’ special status. This status has meant the implementation of a number of special collective rights
aimed at the protection of the Indigenous peoples’ specific interests and needs. Although, some researchers
mention that in practice there are still many problems in the Indigenous people’s rights implementation in
Russia (Zadorin 2015), according to Russian anthropologist V. Tishkov, the collective rights granted by the
Government of the Russian Federation to the ethnic Indigenous groups have corresponded to the norms and
principles of the International Law in the field of Indigenous peoples’ rights protection (Tishkov 2012).

The key principle of the International Law towards Indigenous peoples’ rights protection is the
recognition and support of their authentic cultures, languages, traditional activities and life style. This
principle, respecting and celebrating cultural differences, is a cornerstone of the international “Convention
concerning Indigenous and Tribal Peoples in Independent Countries”, which entered into force in 1991
(Convention 1991). Although, the Russian Federation has not ratified the Convention, the state’s legislative
system corresponds to the Convention’s priorities and includes its principles of respecting Indigenous peoples’
unique cultures and ways of life (Tishkov 2012).

With respect to the International Law, the Indigenous peoples’ rights are guaranteed and provided in
the Russian Federation on federal and regional levels. On the federal level, the main document of the state -
the Constitution of the RF - assures the collective right’s implementation according to the International norms
and principles (Constitution, article 69), as well as other federal documents: already mentioned Federal Law

5 Here, and further in the article the term ‘Indigenous people’ is used for naming the aboriginal peoples of the North
that have special status. The official term, which is used in the legal documentations of the Russian Federation, is ‘Indigenous
numerically-small peoples of the North’. According to the Federal Law “On the guaranties of the Indigenous peoples’ rights in the
Russian Federation” the groups of people is recognized as Indigenous if their population amounted to less than 50.000 members,
and if the representatives of the group maintain traditional life style, including traditional economic activities such as hunting and
fishing. For further discussion, please, see M. Zadorin (2013) “The Status of Unrecognized Indigenous Communities and Rural
Old-Residents of the Russian Arctic”. The Yearbook of Polar Law, Vol. 5, pp. 669-674.

6 Nenets Autonomous Okrug (district) has a particular status: being part of the Arkhangelsk Region (oblast’), it is, at the
same time, a separate subject of the Russian Federation, i.e. an administrative unit equal to a region (oblast’).
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Neo 82-d3 of 30.04.1999 “On the Guaranties of the Indigenous Peoples’ Rights in the Russian Federation”,
Forest Code of the RF, Land Code of the RF, Tax Code of the RF, Water Code of the RF, Federal Law Ne 209-
®3 of 24.07.2009 “On Hunting and the Preservation of Hunting Resources and on Amendments to Certain
Legislative Acts of the Russian Federation”, etc. On the regional level, the administrative subjects of the RF
form their own legislation framework providing the protection of the Indigenous peoples’ rights and interests
(Constitution, article 72). Therefore, in the Arkhangelsk region the NAQ’s authorities introduced a number of
laws and measures that have been enacted at three levels of the legislative system: the Charter of the NAOQ,
special laws (e.g., Law “On the Nenets Language on the Territory of the NAO”, Law “On the reindeer herding
in the NAO’”, and others), and state programmes of the NAO.

Altogether, the legislations of both, federal and regional, levels cover different aspects of the Nenets
people’s rights protection: from measures aimed at maintaining traditional languages and cultures, to the
issues of minorities’ representation in the state and local bodies. For example, on the federal level, the
Federal Law “On the Guaranties of the Indigenous Peoples’ Rights in the Russian Federation” guarantees the
right to natural resources and the usage of the lands needed for carrying out traditional activities, right to
environment protection (art. 8), right to preserve and develop their original cultures, use and promote native
languages, to respect their own traditions and religious rites (art. 10), etc. On the regional level, the Charter
of the NAO guarantees the right of legislative initiative to the association of the Nenets people “Yasavey” (art.
29); the Law “On the reindeer herding in the NAO” provides the implementation of the Nenets’ rights to use
natural recourses and lands required for supporting and developing the reindeer husbandry as traditional
economic activity (articles 12, 6 and 7); preferential right to practice reindeer husbandry (art. 4); right to
participate in the ecological expertise of the lands used for the reindeer husbandry (art. 17); and others.

The above measures implemented through the regional legislative system are well subscribed
into multiculturalism political framework of cultural minorities’ integration. As in any other case of the
multiculturalist orientation, the legislative systems of the Arkhangelsk region and the Russian Federation
towards the Indigenous people are aimed at protecting the Nenets’ unique culture, language, traditions and
specific economic activities through the system of special collective rights. The main tasks of these rights are
to celebrate the diversity and difference of a specific cultural group, to prevent its culture and traditional
practices from dramatic change that might lead to their disappearance in the future.

One more aspect, which allows inscribing the above integration policy into multiculturalism framework,
but not into interculturalist one, is the fact that there was no dialogue established between majority and
minority cultural groups during the process of collective rights development and implementation. According
to V. Tishkov, in the time of Gorbachov’s Perestroyka in the 80-90s, the first political organizations and
leaders among the Indigenous people of the North started to occur in Russia. They have become known for
their speeches in support of environment protection, democracy, openness and cooperation in the Arctic
region (Tishkov 2012: 412-413). However, there was no real dialogue or interaction between them and the
representatives of the major cultural group and the state authorities. It was only the Government of the
Russian Federation that has endowed the cultural groups with a special status and collective rights; and these
groups were considered as Indigenous ones only by the Government, but not by the major society or cultural
groups themselves (Tishkov 2012). Needless to say, this process did not go under conditions of democratic
deliberation or any dialogue in the public sphere at the level of civil society.

Cooperation between Ethnic Groups Associations and the Authorities of the Arkhangelsk Region:
Interculturalism Orientation towards Traditional Minorities in Russia

The previous paragraph concludes that the multiculturalism framework can be regarded as the most
appropriate one for describing Russian political orientation in the field of Indigenous peoples’ integration.
The current section presents another perspective and different integration mechanism that has been
implemented in the Arkhangelsk region. This mechanism is aimed at another type of traditional cultural
groups, specifically, ethnic and national minorities and, partly, immigrants.

Over 95% of the Arkhangelsk region’s population belongs to the Russian ethnic group. Despite of a
relative homogeneity, the region is characterized by high diversity in national and ethnic composition. Among
all citizens, around 4% are representatives of 108 nationalities and ethnic groups, including 1.4% of Ukranians,
0.5% - Belorussians, 0.6% - Nenets, 0.4% - Komi, 0.2% - Azerbaijanis, 0.2% - Tatars, and 1.3% - representatives
of other nationalities (Armenians, Chuvash et al.). Moreover, according to the official statistics of the Federal
Migration Service for year 2013, the Arkhangelsk region hosts 7 266 immigrants (Federal State Statistics
2014).
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The mechanism of coping with this cultural mosaic in the Arkhangelsk region can be better explained
through the application of the interculturalism framework. With purpose to prevent undesirable development
of ethnic conflicts and xenophobia, it is based on the principle of establishing intercultural communication and
dialogue between representatives of different ethnic and national minorities, and is aimed at strengthening
cooperation between them.

In order to develop an intercultural dialogue, in 2006 a regional public organization “Council of
Nationalities of the city of Arkhangelsk and the Arkhangelsk region” was created as a platform for discussion
between ethnic groups living in the region and local authorities. Initially, it was composed of four organizations
representing the interests of the national-cultural autonomies and the Diasporas of the Arkhangelsk region.
To date, the Council of Nationalities includes 12 (from 59) public ethno-cultural organizations. The Council’s
main objectives include, first, establishing and developing a dialogue between all Diasporas-members of the
Council; secondly, involving the local authorities into communication process on equal footing with Diasporas.
Nowadays the Council functions as a platform for an open dialogue in the public sphere of civil society, which
provides an opportunity to cultural groups and their members to discuss and make joint decisions regarding
the cultural, socio-economic and political issues in the field of intercultural relations in the region. The main
actors of the intercultural dialogue are: traditional ethno-cultural minorities of the region and Diasporas,
representatives of the civil society and civic associations, the state authorities of the Arkhangelsk region
(Government of the Arkhangelsk region, including Ministry for the Development of Local Self-Government
and Regional Policy, The Arkhangelsk Regional Assembly of Deputies), Office of the Federal Migration Service,
and others (Tiurikova and Golomidova 2015b).

The intercultural dialogue in the Arkhangelsk region functions and covers different fields: political,
socio-economic and cultural. In the political field, besides the Council of Nationalities, the Public Advisory
Councils have been established under the state bodies, such as the Government of the Arkhangelsk region,
the Office of the Federal Migration Service of the Russian Federation in the Arkhangelsk region, Arkhangelsk
Regional Deputies’ Assembly. The Public Advisory Councils are advisory bodies formed under the state
authority organizations by the initiative coming from the civil society. In result of the dialogue established
in this way at the political level, the leaders and representatives of ethno-cultural Diasporas (Georgian,
Armenian, Azerbaijani and Tajik) take part in the work of state organizations, and thus, are involved into the
process of political decision-making at the regional level. The Northern Interethnic Forum held in Arkhangelsk
annually since 2009, can also be seen as another type of open platform for joint dialogue built-up at the
political level. In the field of socio-economic issues, national and cultural autonomies and Diasporas are
actively involved into social and economic integration of migrants: they provide them with legal advice and
help in solving everyday problems. Thus, civil society organizations play role of mediators between the host
society, the local authorities and newcomers. Since the migration flows to the Arkhangelsk region are not
so strong as to the larger Russian cities and regions, the Diasporas and the national and cultural autonomies
keep informed on the situation within the cultural groups and are able to assist to the authorities of the
Arkhangelsk region in the issues of immigrants’ integration. In the cultural field, the cultural groups, on
equal basis with the authorities of the Arkhangelsk region, are involved into organization of various cultural
activities that promote ideas of tolerance, mutual respect and understanding in the society (Tiurikova and
Golomidova 2015a,b).

At the moment of its inception, the Council of Nationalities was one of the first non-governmental
organizations of its kind established in the regions of Russia. Moreover, it was the first and only organization
in the North West, which arose in a ‘natural way’ from the initiative from below — from the representatives of
cultural minorities. The process of building-up an intercultural dialogue was initiated by the representatives
of national and cultural minorities themselves, and aimed at articulating their point of view on the current
issues of the region, saving the historical traditions and providing mutual understanding in the region
(Tiurikova and Golomidova 2015a).

The pointed out results of the cooperation between traditional cultural minorities and local
authorities in the Arkhangelsk region have been achieved through the process of communication and
establishing a dialogue between ethno-cultural groups and local authorities of the region. As any other case
of interculturalism framework implementation, the focus has been made on what unites people and on
the principle of social cohesion. The measures and actions that the ethno-cultural associations and local
government have undertaken, aimed at understanding each other’s cultures, sharing them and finding
common ground for peaceful coexistence and preservation of traditional cultures. This orientation allows
inscribing the local policy towards traditional ethno-cultural groups and immigrants into interculturalism
framework.
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Discussion and Conclusion

The case study of the Arkhangelsk region outlined in the paper demonstrates the experience of the
Russian Federation in the field of the traditional cultural minorities’ integration, maintenance of peaceful
coexistence between cultural groups, and preservation of their original cultures, languages and belief
systems. The data shows that despite of the relative homogeneity - 95.6% of population are Russians - the
Arkhangelsk region is characterized by a high diversity in national and ethnic composition: 108 nationalities
and ethnic groups live in the region. Needless to say, that the relative cultural homogeneity of the population
is one of the factors explaining why the Arkhangelsk region is in the list of the Russian regions characterized
by a low level of ethnic tension (Rating of ethnic tensions... 2013). Low level of ethnic tension means that
relations between people of different cultural and ethnic groups are stable and non-conflict.

However, the stability of interethnic relations might be also explained by the mechanisms of responding
to cultural plurality that have been developed and implemented here. These mechanisms are oriented at
different cultural groups (Indigenous people, or ethnic and national minorities); function at deferent levels
(legislative system, or civil society); have different aims; and, generally, have particular orientations that
might be inscribed into two different integration frameworks — multiculturalism and interculturalism.

The first mechanism of cultural minority integration, implemented in the Arkhangelsk region, is aimed
at the Nenets people, who have the status of the Indigenous people of the North. This status, granted to
the minority group, implies introducing into federal and regional legislative systems a special type of rights
- collective rights that are oriented at the protection of the Indigenous people’s interests: preservation of
their culture, language, belief system and traditional activities. These rights and the political orientation in
general, are aimed more at celebrating cultural differences and supporting cultural plurality, than establishing
interaction and dialogue between cultural groups living in the region. Therefore, the analysed mechanism
and the political practice, based on it, can be inscribed into the multiculturalism framework of coping with
cultural plurality.

The second political orientation, in opposite, is better described through the lens of interculturalism
framework. It is aimed at the integration of traditional ethnic and national minorities (and partly, immigrants)
through intercultural cooperation and dialogue at the level of the civil society with involvement of the state
authorities. While oriented at supporting the cultural traditions and religious systems of the cultural minorities
as well, it is focused on the establishment of interaction and mutual understanding between representatives
of different cultural groups.
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Abstract

Within the sociopolitical and educational project of interculturalism, important policy changes have been
observed mainly in the last two decades, turning interculturalism into a current topic on policy making
decisions and on social, educational and cultural programs and actions. Portugal is internationally recognized
for its migrant integration policies and promotion of interculturalism. In this paper we propose to frame
Portugal in the Portuguese-speaking and Southern European migratory systems, helping to understand
migrant integration issues in the country. Then we reflect about intercultural resources at the policy level,
summarizing the national policy for integration, programs and structures developed by the High Commission
for Migration, and the situation in the Portuguese education system. Another level of resources is drawn from
intercultural projects, from local political actors to civil society organizations. These resources are framed in
current debates about intercultural challenges and resources in Portugal.

Key words
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Introduction

The presence of minority groups is an important challenge for promoting cultural diversity in a context
of cultural and linguistic domination of the host society. Equality in diversity, justice towards inequalities,
and the right to difference can be considered at the core of intercultural education (FCSH 2015, concept of
intercultural education). Equality, as the main value, incorporates and recognizes the contribution of non-
dominant groups’ cultural identities in a multicultural context, as well as the importance of multilingualism
and respect for every culture in order to overcome paralyzing and discriminatory ethnocentrisms (Silva 2008).
More than focusing on challenges, the priority is to establish goals of self-valuing and accepting differences as
a maturity factor, developing a historic conscience by interpreting the present from the past, thus promoting
dialogue and solidarity (FCSH 2015, concept of intercultural education).

Interculturalism includes a sociopolitical and ethical proposition to promote dialogue within cultural
diversity (Vieira et al 2016). It is proposed to overcome the static nature of multiculturalism, as the latter
perspective considers only the existence of different ethnic and cultural groups that coexist without creating
a common sense of citizenship, and, at the same time, can lead to specific models of integration that can be
criticized for their segregating or assimilationist trends. Distinctively, the intercultural project proposes a new
cultural synthesis, taking the different cultures as a starting point, as all of them are able to incorporate and
strengthen the culture of the host society, promoting social cohesion (Malgesini and Giménez 2000).

Being a wide sociopolitical project, intercultural education must go beyond formal educational school
structures (Urbano et al 2016) and attend to non-formal and informal contexts of education and lifelong
learning. Along time, formal, non-formal and informal resources are built and reformed in a developing way
of creating an intercultural environment in (and for) the host society and minority groups.

Portugal is often taken as an example, in a positive way, for migrant integration policies and the
promotion of intercultural activities and social cohesion (IOM 2010). Taking Portugal as an interesting context
for intercultural policies, actions and resources, we propose to reflect on different types of resources and
practices promoting interculturalism. In order to accomplish our objective, we first propose a contextual
reflection about Portugal in the Portuguese-speaking and Southern European migratory systems, which helps
to better understand migrant integration issues in the country. Then we will explore intercultural issues in the
country’s situation of integration policies, by summarizing a) the national policy for integration and programs
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developed by the High Commission for Migration; and b) intercultural issues in the Portuguese education
system. In an integrated perspective of analysis, also intercultural projects, from local political actors to civil
society organizations, will be taken in account as other types of resources strengthening interculturalism in
policy and in society.

Portugal in the Portuguese-speaking and Southern European migratory systems

Consideringthe antiqueness of the country’s frontiers and the relative homogeneity of the longstanding
resident population, intercultural core issues of ethnic, cultural and linguistic diversity in Portugal are mainly
related with migrations and their subsequent generations. The two migratory systems that are more influent
in the Portuguese migratory dynamics are the Portuguese-speaking system and the Southern European
system.

An important gathering trait that remained after the end of Portuguese colonialism was Portuguese
language. An international organization was formed to represent the lusophone (Portuguese-speaking)
countries, CPLP’: Portugal, Brazil, Angola, Mozambique, Guinea Bissau, Sdo Tomé and Principe, and East
Timor. Equatorial Guinea, Mauritius and Senegal have been admitted as associated observers, and since 2014
Equatorial Guinea became a member of full rights in CPLP, adding Portuguese to the Spanish and French
official languages of the country. This admission of a non-Portuguese-speaking country in CPLP particularly
highlighted the growth of a language-bond organization towards a more complex and strategic type of
organization.

The importance of the Portuguese-speaking community is also studied in other processes and
institutions. One of the main present focuses is the development of human mobility flows among the
Portuguese-speaking countries, which might be conceived as the lusophone migratory system. According to
Baganha (2009) this is a well-structured, stable and consistent system kept by diverse flows of people, goods,
services and remittances, and sustained through dense networks of contacts, relationships and deals. Gois
and Marques (2009) add that these migratory flows are bi-directional, explaining the presence of African
Portuguese-speaking nationals in Portugal, as also the Portuguese nationals presence mainly in Angola and
Brazil.

Portugal has revealed a Southern European migratory dynamic, even though with some peculiar
traits. In the migratory history of the Southern Europe region, King and Zontini (2000) identify four different
phases: a first phase of permanent out-flows overseas (19"/20" centuries); a second phase of temporary
labor migrations to northern European countries (after World War 11); a third phase of return migration (oil
and economic crisis of the 70’s and 80’s); and a fourth phase of in-flows mainly from African an Eastern
European countries.

The last phase, and particularly regarding African immigrants, is the one in which Portugal
distinguishes from other Southern European countries. The region’s migratory dynamic is highly pressured
by the “Mediterranean cemetery”, with large flows of asylum seekers and undocumented migrants trying
to approach Europe through the Italian, Spanish and more recently Greek coasts. Yet, African migrants that
approach Portugal are mainly from CPLP countries, most of them with a previous knowledge of Portuguese
language. These migrants aim to come specifically to this country as a first step inside Europe, where many
have longstanding national community networks.

Portugal, in the years that followed the recent financial and economic crisis, has also revealed a sharp
pattern of emigration, including skilled emigration, in a more pronounced way if compared to other countries
of Southern Europe.

Migrant integration issues in Portugal

Portugal, after a long history as a country of origin of emigrants (a demographic tendency that
regained importance in the last years), at the end of the 20" century became also a receiving country. Today
different communities, recently with major numbers of Brazilian, Cape Verdean and Ukrainian immigrants,
already constitute about 4.5% of the resident population in Portugal (445,262 foreign resident population in
2010) and about 8% of the working population. The growth of these communities was witnessed essentially
from the beginning of the 1990s, when there were only around 100,000 immigrants, reflecting an increase of
400% in twenty years, which currently tends to stabilize?.

7 Comunidade dos Paises de Lingua Portuguesa — http://www.cplp.org.
8 Data from the official Strangers and Frontiers Service (SEF — www.sef.pt; http://sefstat.sef.pt/distritos.aspx; 2010)
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Integration issues raised by this migratory presence can be included in two different dimensions:
(1) integration needs of the immigrants and their descents, to be addressed by national and regional/local
policies; and (2) integration effectiveness by the host society, including important dimensions of prejudice,
discrimination, racism and segregation. In this article we focus the first dimension, which includes issues
of individual and family integration through public policies of education, labor, health, social security and
assistance, citizenship and political participation, etc. In this dimension, Portugal has been praised for its
integrative policies for migrants. But despite the huge importance of the policy dimension, indispensable for
social development, it is not enough to guarantee migrants integration. It is important to notice that, despite
the dilution of flagrant racism in contexts like Portugal, more subtle forms of discrimination emerge when
longstanding residents face immigrant and descent populations, particularly in a context of economic crisis
and lesser economic and social security resources. For the assessment of integration, important dimensions
of inequality and social exclusion of immigrants and descents must also be considered, particularly when this
issue mingles with residential and social segregation patterns.

Back to the policy dimension, the Migrant Integration Policy Index (MIPEX)® attributes to Portugal the
2" best international position regarding integration policies for migrants, with higher scores in policies aimed
for family reunion, labor mobility and access to nationality (Fig. 1). Yet, MIPEX also highlighted that further
integration of research is needed, as also an investment in anti-discrimination, political participation and
education, and a more effective inclusion of non-Portuguese-speaking migrant groups™.

Figure 1: Portuguese scores in integration policies for migrants, MIPEX IlI
Overall Score

Anti-discrimination Labour Market Mobility

Access To Nationality Family Reunion

Long Term Residence Education
Political Participation

Source: Huddleston et al, 2011

National policy for integration and the High Commission for Migration

Since the beginning of the 90’s Portugal has structured the work for multicultural issues through
a specific secretariat, on the direct dependency of the prime minister. Its work with immigrants, schools,
companies and the general public has been broadly recognised.

This governmental organization has been changing its designation, from Secretariado Entre-Culturas
(Between Cultures Secretariat) to ACIDI (High Commission for Immigration and Intercultural Dialogue) and
presently ACM* (High Commission for Migration). This organization defined seven intercultural key principles:
1) equality — recognizing and guaranteeing the same rights and opportunities; 2) dialogue — promoting
effective communication; 3) citizenship — promoting active participation in the exercising of rights and
duties; 4) hospitality — knowing how to welcome diversity; 5) interculturalism — enrichment in encountering

9 Retrieved from http://www.mipex.eu/portugal.

10 With the Nationality Law of 2006, the special rights formerly reserved to Portuguese-speaking countries’ citizens have
been enlarged to all residents with a basic knowledge of the Portuguese language, as long as they prove to be truly engaged in
the national community. This is positive, but more actions are needed to ensure possible and secure citizenship to all.

11 Alto Comissariado para as Migracgdes, IP, Decreto-Lei n.2 31/2014, 27th February
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difference; 6) proximity — shortening distances in order to get to know and respond better; 7) initiative —
attention and capacity for anticipation®2.
In a broad overview of immigrant reception and integration policy, we can also underline six points in

governmental programs and priorities:
1) Information in order to defend rights and fulfill duties (ACIDI and ACM websites, B-l Magazine, SOS
immigrant phone line, Information leaflets);
2) Support on daily life problems — CNAI (National Immigrant Support Centres) as an integrated response for
immigrant citizens, Socio-cultural mediators, CNAI offices, GRES (Office for Responses to Social Emergencies),
STT (Telephone Translation Service), PPT (Portuguese for all), Pll (Plan for Immigrant Integration), GAGI
(Support office for gipsy communities);
3) Getting to know more so as to act better — Ol (former Immigrant Observatory), International partnerships
and research projects, CNAI — the One-Stop shop model, Documentation Centre;
4) Outreach with immigrants — GATAI (Technical support office for immigrant associations), PEl (Project
promoting the immigrant entrepreneurship), Immigrant job support, CLAIlI's (Local support centres for
immigrantsintegration, ACIDI /ACM together with migrantassociations), Outreach teams, Choices programme;
5) Raising public awareness of welcoming and integration, promoting interculturalism — NOS / WE programme,
Gente Como Nos / People like us programme, Journalism award for cultural diversity, Seminars «Media,
Immigration and Diversity», Cultural supports, ENTRECULTURAS (Training for interculturalism, Inter-religious
dialogue, Intercultural mediation, Intercultural Trainers’ Network);
6) Consultative commissions and councils that functioned within ACIDI/ACM — CICDR (Commission for
equality and against racial discrimination), COCAI (Consultative council for immigration affairs).
In 2011, ACIDI’s project “Civil Society Involvement in the Welcoming and Integration of Immigrants — The
Case of Portugal”, received the European Public Sector Award first prize of the European Institute of Public
Administration (EIPA), in the theme Opening Up the Public Sector Through Collaborative Governance:

“This project is dedicated to the cause of social integration through collaborative and open governance. This

project recognises the key role of civil society, and particularly migrant associations, in the issue of immigrant

integration. It also aims to make immigrants part of the solution rather than the problem, by sharing responsibility

and encouraging them to participate in the creation, implementation and evaluation of public policies in the area

of immigrant integration. One of the examples of this is through the creation of one-stop-shops, called ‘National

Centres for Immigration Support’. It also provides a consultative and cooperative process for working with the

immigrants. This initiative includes what is referred to as a ‘Choices Programme’, which largely aims to reinforce the

local community’s role in the promotion of equal opportunities and social cohesion for migrant children and youth.

The use of National Centres for Immigration Support brings together under the same roof a number of services

related to immigration. Several initiatives within this project have been benefiting from various EU supportive
actions, including the European Social Fund.”*®

The abovementioned secretariat/commission has been responsible for the promotion of many
platforms, studies and publications. From these we can highlight the creation of the Observatory of
Immigration'* (an important platform for many research projects, journals and thesis) and some key
publications of intercultural education and diversity in the Portuguese education system (see, for example,
Silva and Gongalves 2011).

Intercultural issues in the Portuguese education system

Despite being a semi-peripheral country, Portugal feels the effects of globalization: Portuguese
educational institutions have registered an increase in the diversity of its students, considering the arrival of
immigrants and a long-lasting presence of different cultural and religious communities (Gipsies, Muslims and
Hindus).

At the MIPEX Ill evaluation, education has been marked as a positive area of Portuguese policies for
migrant integration, yet needing more investment. The most positive indicators regard the easy access to
education and the generalized pattern of intercultural education for all, guaranteeing the access to school to
every children, with more support to vulnerable families, in an atmosphere of conviviality and diversity. The
less positive indicators regard the few advantages took from new opportunities to learn from and cope with
the migrant families and communities, and the lack of responses to the needs of the students, mainly in what

12 Information retrieved from former ACIDI website (http://www.acidi.gov.pt).
13 Information available on EIPA’s webpage, retrieved at http://www.eipa.eu/en/news/show/&tid=347 (27/10/2014).
14 Observatdrio da Imigragédo (ACIDI), http://www.oi.acidi.gov.pt/ (07/11/2014).

26

ALLMEET IN LISBON ‘15

concerns to bilingualism, special needs, teachers’ training and recognition of prior knowledge.

The growing number of immigrant population with school-age children in Portugal, from 120 countries
— from different continents, especially Africa (Portuguese-speaking countries), Latin America (Brazil) and
Eastern Europe (Ukraine) —, makes society and different social sectors, particularly school, being confronted
with a great linguistic and cultural diversity of students, which requires the adoption of appropriate strategies
and policies to deal with this new reality.

The Portuguese education system currently has more than 100,000 students (corresponding to 5,6%
of the total of students) from other countries, half of them in basic education (5%), especially in the 1st cycle;
23,000 (5,9%) attend secondary school and 28,000 (7,4%) are enrolled in higher education (DGEEC 2013).
Although, by demographic factors, the number of students is decreasing, the number of immigrant children
has been showing the opposite trend, confronting school with new audiences and certainly with the need to
coordinate effective responses of integration.

The majority of students of foreign origin attend to schools in Lisbon and surrounding region. In 2006,
the School Antdnio Sérgio (Cacém) was the one that had a greater linguistic and cultural diversity in the
metropolitan area of Lisbon, getting children from 17 different nationalities. Two thirds of Portuguese schools
have pupils whose mother language is not Portuguese (Ramos 2007).

Considering higher education, in addition to residence foreign students, there is also the existence of
European exchange programs for students and teachers, such as Erasmus. Portugal received 9,197 foreign
Erasmus students in 2011/2012, an increase of almost 10% over the previous year. In addition, in 2005 nearly
6,000 adult foreigners asked equivalence of their qualifications, more than half to study or to pursue studies.

One concern in education is academic failure and dropout: in some groups, especially Africans, rates
of school failure and dropout are above average. In the case of European students there are two realities: the
students from the European Union, which normally attend private schools, many in their mother language, and
students from Eastern Europe. These last ones, due to different specific academic and cultural characteristics
of the families, are usually exceptional students learning the language of the host country easily and with a
remarkable engagement of families on the education system. In the Portuguese case there is even a school
of Russian education that children and young people are attending as an educational supplement, not only
to learn their mother language but also to develop skills in scientific and technical areas that the family
considers necessary.

Intercultural issues have also been addressed in other cycles of education, namely in higher education,
and by different research institutions in Portugal (a closer look in this regard is provided in Maria do Carmo
Vieira da Silva’s article in this publication, reflecting upon the development of intercultural issues in FCSH-
UNL).

Intercultural projects, from local political actors to civil society organizations

Intercultural projects may be found in diverse regions of Portugal, and their organization puts together
governmental and non-governmental actors. These projects tend to focus on the dialogue among diverse
cultures, such as the intercultural encounters in Algarve and the Festival TODOS in Lisbon.

As a first example, the intercultural encounters in Albufeira (Algarve) are organized once a year,
resulting from the collaboration of Santa Casa da Misericérdia de Albufeira (a Catholic-based social work
organization) with the Albufeira municipality and other local/regional sponsors. “A solidary trip through the
world” was the proposal for the 2014’s edition?®, consisting on an event with music and gastronomy from
Angola, Cape Verde, Brasil, Portugal and Ukraine, some of the most represented groups in the region. The
funds raised in this event will be invested in a special bus for mobility-disadvantaged users of Santa Casa da
Misericordia.

Festival TODOS (ALL Festival) is promoted by Lisbon Municipality so as “to affirm Lisbon as a city
committed to the dialogue between cultures, religions and people of different origins and generations (...)
collaborating towards the destruction of territorial ghettos associated to immigration, opening all the city
to everybody interested in living and working there”?. It is organized together with a cultural association

15 VII Encontro Intercultural da Santa Casa da Misericérdia de Albufeira — http://www.albufeira.pt/evento/vii_encontro_
intercultural_da_santa_casa_da_misericordia_de_albufeira
16 Festival TODOS — http://festivaltodos.com/intro/home (08/06/2016).
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and open to the collaboration of local partners (institutions, universities, schools, churches, NGOs and other
groups, shop owners, inhabitants). This festival is organized yearly since 2009, with the proposal of “travelling
around the world without leaving Lisbon”, during 3 to 4 days at the end of the summer, in September. TODOS
proposes to explore interculture in a chosen Lisbon neighbourhood, which changes each 3 years: the first
was Mouraria/Intendente/Martim Moniz; the second was Sdo Bento/Santa Catarina/Pog¢o dos Negros; the
third was Colina de Santana. Many types of activities are proposed — writing, photography, music, cinema,
workshops, tours —, the majority free of charge. Festival maps of urban diversity, elaborated for each
neighbourhood, besides indicating the location of activities, inform about possible intercultural routes (ex.
shopping, religious, hairdressing and food routes).

Even though interculturalism as an organizing campaign/activities concept is rather recent in Portugal,
there are important initiatives on the move. At the Portuguese NGO’s context, interculturalism is perceived
mainly as relating to immigrant presence. Therefore, its activities tend to locate in areas with highest
concentration of migrant populations — particularly Lisbon, the capital city, and its metropolitan area. Even
though there are fewer organizations directly promoting interculturalism in the other parts of the country, it
is important to notice that intercultural activities are set by many associations, namely migrant associations®’.

Associagdo Solidariedade Imigrante (immigrant solidarity association*®) is a non-profit NGO, in Lisbon
since 2001, aiming to defend migrant rights. Its objectives are integration and sharing experiences, aiming to
construct another idea of citizenship parting from the cultural diversity of every element of society, regardless
the colour of the skin, gender, origin country, sexual orientation, religion, etc.

One of its groups is Grupo da Interculturalidade e Cidadania (group for interculturalism and citizenship),
which has been organizing interesting activities regarding intercultural education: debates on the rights
and realities of migrant groups, particularly migrant women; intercultural sports tournaments (futsal and
cricket); World Book Day on different languages; intercultural nights with food, music and dance from two
different countries; various workshops on cultural expressions; and Festival ImigrArte*®, organized with other
supporting foundations and governmental organizations, aiming to promote interculturalism and citizenship
welcoming immigrants and defending their rights, while disclosing their cultures and arts in solidarity with
the Portuguese people.

Another interesting pole of activities is Centro InterculturaCidade (centre interculture-city®°). This
non-profit association, in Lisbon since 2004, aims to develop cultural actions and local development, popular
education and cooperation for development, in order to improve life conditions. Special attention is put in
immigrant communities and their countries of origin, intervening in the fragile sectors while promoting civic
participation, inter-associations initiatives and encouraging identities and diversity for local development.
The promoted activities include: sessions of culinary arts from Portuguese-speaking countries; cinema trips
on migrations; various workshops on cultural expressions; intercultural nights with dinners, concerts, talks,
poetry and theater plays; “Southern conversations”, approaching non-“western” references and collaborating
with other associations.

Another emergent feature of intercultural associations regards associations of two countries, like
Associagdo Intercultural Luso Cabo-verdiana® (Portuguese and Cape Verdean intercultural association). This
non-profit association aimed to promote cooperation for the intercultural development of the Portuguese
and Cape Verdean civil societies, through self-sufficient projects, technical, strategic and financial support.

In the context of Lisbon Metropolitan Area, associations for local development are of remarkable
importance, as they promote different activities aimed at upgrading life opportunities of often-marginalized
migrant and descent communities. The case of Cova da Moura is particularly paradigmatic on this regard
(Malheiros et al 2006). This neighbourhood in the municipality of Amadora is considered one of the biggest
and oldest migrant enclaves in Portugal. The first occupants were internal, mainly rural migrants from Portugal,
which came to Lisbon around the 1940’s and started occupying private and State-owned empty territories
around the capital city. The first barracks gave place to subsequent types of illegal housing. Around the
1970’s, external migrant populations began to populate this area, firstly (and still nowadays more numerous)
the Cape Verdeans, then also Angolans, Mozambicans, Guineans, Eastern Europeans and Brazilians. The
neighbourhood grew as a fragmented place, with different internal dynamics (mainly divided in the southern
“African neighbourhood” and the northern “European neighbourhood”), yet as a very stimulating context for

17 List of migrant associations — http://www.oi.acidi.gov.pt/modules.php?name=Content&pa=showpage&pid=9
18 Associacdo Solidariedade Imigrante — www.solimigrante.org
19 Festival ImigrArte — http://www.festival-imigrarte.com
20 Centro InterculturaCidade — http://interculturacidade.wordpress.com
21 Associacdo Intercultural Luso Cabo-verdiana — www.ailc.pt
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research, action-research and pedagogical projects. One of the prominent associations in this neighbourhood
is Moinho da Juventude®.

Current debates

Despite all policies and actions taken so far, in Portugal, the State has not been developing sufficient
initiatives towards decreasing inequalities, considering that some ethnic minorities have lower school success
comparing to other students, i.e., there is no truly redistribution policy by the Portuguese State. Besides, the
dissemination of the school results showing the disparity of school performance between different ethnic
groups can lead to a ranking of these groups and the emergency of a certain sense of naturalization and
inevitability of these differences (Araujo and Pereira 2004).

As Araujo and Pereira (2004) state, it’s urgent the Portuguese State develops education policies taking
into account there are still some ways of illegitimate racism, when ethnic and cultural diversity is seen as a
problem that contributes to an increase of social inequalities. Ethnic diversity cannot be used to reinforce
illegitimate racism — it rather must be linked to proposals of a pluralistic version of social justice.

But civil society has also an important role in the redistribution and recognition: Araudjo and Pereira
(2004) conclude these questions must be connected to the promotion of associative practices strengthening
ethnic minorities as civil society must organize itself and fully participate in school decision making processes.

Also Costa (2015) states the vast majority of measures announced as being intercultural in official
documents, such as the Plans for the Integration of Immigrants, aims to show the existing cultural diversity
and enable the public administration to deal with diversity. While these measures are important to promote
and facilitate the integration of immigrants, they are nevertheless not enough to show the intercultural
approach of the Portuguese integration policy.

At the educational level, an important national policy initiative was the creation of Educational
Territories of Priority Intervention (TEIP — Territdrios Educativos de Intervengdo Prioritdria), influenced by
the French model of the ZEP — Zones d’Education Prioritaire. This measure of education policy was aimed to
promote the educational success of every student and particularly the success of children and youth found
more in risk of social and school exclusion. It has, nonetheless, been criticized for its potential exclusionary
effect, augmenting the stigmatized burden of some territories and contributing to unsuccessful social and
educational experiences (OECD 2010), and trying to solve a problem of social exclusion through children
education yet lacking a comprehensive approach to the economic and labor dimensions that underlie social-
economic deprived contexts (Candrio 2004).

Conclusion

Key issues of intercultural education and tolerance in Portugal have been addressed in the last two
decades of policies, programs and actions: definitions and classification of immigrants and of their specificities;
intercultural dialogue; principles and strategies of multicultural education and didactics; and legal and
identity dimensions linked to citizenship. In order to better understand the trajectory of intercultural policies
and resources, it is important to consider the changes in migration dynamics, the themes and the problems
linked to conflicts, racism, equity and social justice, the relationships between schools, educational agencies
and territory.

National policies, with ACM — High Commissioner for Migrations as a key actor, are defined around
7 Key Principles: 1) Equality - Recognizing and guaranteeing the same rights and opportunities; 2) Dialogue
- Promoting effective communication; 3) Citizenship - Promoting active participation in the exercising of
rights and duties; 4) Hospitality - Knowing how to welcome diversity; 5) Interculturalism - Enrichment in
encountering difference; 6) Proximity - Shortening distances in order to get to know and respond better; and
7) Initiative - Attention and the capacity for anticipation. Despite different designation and governmental
allocation along time, formal structures and resources regarding migration and migrants’ integration have
been broadly recognized for their work with immigrants, schools, companies and the general public, for their
role in promoting platforms, studies and publications on interculturalism, and the creation of educational
territories of priority intervention promoting educational success of every student and particularly the
success of children and youth found more in risk of social and school exclusion.

22 Associacdo Moinho da Juventude: http://www.moinhodajuventude.pt, http://redeciencia.educ.fc.ul.pt/moinho
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Resources have been created along time aiming to give information to migrants and to a wide audience,
to enable support on everyday life problems, to make international partnerships, to outreach migrants’
entrepreneurship, to raise public awareness, and to manage consultative commissions and councils. Some
examples can be listed: the Mentors for immigrants Program, Intercultural encounters in Algarve, the Festival
Todos in Lisbon, and other types of resources towards interculturalism, namely policy resources regarding
family reunion, labor mobility and access to nationality.

There is a permanent need for more research and data on diverse groups, integration policies and
intercultural education, for policies and public discussion, and also a need of investment in anti-discrimination,
political participation and education policies and practices, developing a more effective inclusion of all
migrant groups. Special attention should be dedicated to immigrant identity questions and problems on the
acquisition of Portuguese nationality, and insecurity among immigrants and the 2" and 3™ generations.
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INTERCULTURAL STUDY & RESEARCH: BEST PRACTICES IN FCSH-UNL
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Abstract

The purpose of this article is to present the work of the Faculty of Social Sciences and Humanities of the
Nova University of Lisbon - FCSH-UNL - on issues related to multi/intercultural studies. In this presentation,
it is framed the context in which the attention for multi- and intercultural issues emerged, the evolution
of the curricular units on multiculturalism and education in this Faculty, their research enveloping and
methodological approach. For a temporary framing, only after 1974 revolution, which deposed a right-wing
dictatorship, was it possible to develop the scientific fields of anthropology and sociology, which first raised
attention on migrant and other minority groups. FCSH-UNL has been the only public Faculty in Portugal
promoting Education and Multiculturalism (including curriculum, intercultural inclusion and citizenship issues)
as a compulsory curricular unit in teacher training courses. Besides teaching and learning, an important
research enveloping lead to the publication of more than 150 academic works.

Key words: intercultural best practices, intercultural research, intercultural teaching and learning

Introduction

The study and research of issues related to migration in the first place, and of multi and intercultural
questions, secondly, could not be excluded from a Faculty like this one of Social Sciences and Humanities
of the Nova University of Lisbon. This institution has always been guided the novelty in its theoretical and
practical approaches since its official foundation (Decree-Law n2 463-A/77 from November 10) on January 2,
1978.

After the revolution of 25" of April 1974, the Portuguese context itself boosted the reflection about
population flows from the former colonies. Therefore scientific approaches were advanced in order to present
recommendations and solutions. The European flows (resulting from political, social and economic changes)
and the Brazilian ones followed the African movements towards Portugal.

Best practices in FCSH-UNL: curriculum

With this background and for these reasons, FCSH-UNL began to include in the curriculum of various
subjects the approach to migration and multicultural issues, particularly in the areas of anthropology and
sociology, and since 1998 in Educational Sciences (even tough not expressed in the name of the disciplines).
Other departments progressively assumed their relevant contributions, as the case of Musicology, Languages
and Literatures, among others.

In the specific case of Education, this is the first FCSH-UNL area to introduce the explicit designation of
“multicultural” in the title of one of its curricular units — «Multicultural Education» —, since the academic year
of 2003-2004 in the initial training for basic and secondary education teachers (see Attachment |). This title
has been changed in 2007-2008 into «Education and Multiculturalism», and since 2012-2013 into «Education,
Curriculum and Multiculturalism», always within the responsibility and teaching of the same professor, and
covering all Education master degrees.

The seminar on «Education and Multiculturalism» emerges in 2006-2007, integrated in the Master
degree of Educational Sciences and in the Master degree of Teaching Portuguese as a Non-Mother Language
(nowadays the Master degree in Portuguese as a Non-Mother Language). The name of the seminar is still the
same nowadays.

The Intercultural Education curricular unit is created in 2014-2015, integrated in the Post-Graduation
course of Teaching Portuguese as a Non-Mother Language, and is the most recent contribution in this area,
developed by the same professor.
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What distinguished FCSH-UNL from other Portuguese universities, regarding multicultural and
intercultural topics, is the clear investment on the general competence and goals to achieve by the students
of the initial training of teachers, as also the contents to approach, preparing them to diverse contexts within
schools and educational communities.

Nonetheless, this curricular unit of «Intercultural Education» is also available to any student from
other courses as an optional curricular unit, keeping the same principles and objectives.

Within the Department of Educational Sciences, under the responsibility of the same professor, the
first Summer School of FCSH-UNL (2006) integrated a unit on these matters, named «Multicultural Educational
Contexts». This unit has been kept its goals through diverse editions of the Summer School, integrating other
lecturers and approaches.

Nowadays there are different disciplines referring to multi- and intercultural issues, such as the
Master degrees in Languages and Literatures, Teaching of Portuguese and Classic Languages, and (in the
undergraduate programme and in the Master programme) Sociology. Nonetheless it is in the area of
Educational Sciences were there are more curricular units regarding multi- and intercultural topics.

The number of curricular units grows even more if we consider the migration and multi/intercultural
focused units, coming from the regular degree in Sociology, the Master degree in Migrations, Inter-ethnicities
and Transnationalism, the Master degree in Political Science and International Relations — Specialization in
Globalization and Environment, the Master degree in Intra-Transnational Migrations, the Specialized Seminar
in Anthropology of Migrations, Ethnicity and Transnationalism, and the PhD programme in Globalization
Studies.

Best practices in FCSH-UNL: research

At the scientific level, the production of PhD thesis, Master dissertations, project works and school (and
other significant areas) internships’ reports is considered highly relevant. The number of multi/intercultural
focused productions is very high, and increases if we consider research outputs focusing migrations, identity
and citizenship topics as well as almost other topics considered in the ALLMEET Intercultural Glossary. More
than 150 works have been done in this area so far, both by professors of FCSH-UNL or through their tutorship.

From the abovementioned production we must highlight how the works developed within the Education
field allowing to know the education challenges of students in Portuguese schools, as also suggesting changes
and adjustments in teaching practices (namely in language teaching) and cooperation between school, family
and community. The scientific contributions include insights into curriculum, disciplines, students, teachers,
teacher training, administration and family. Also some PhD and Master thesis in progress or already concluded
have focused other contexts rather than the Portuguese one (Brazil, Timor, China and African countries with
Portuguese language).

Research projects within these topics have been developed in several research centres of FCSH-UNL,
some of which do no longer exist. It is important to mention the work produced in Anthropology (CEMME,
CRIA), through the study of different ethnic and religious communities, mainly the Gipsy Portuguese
community. Another important reference is the work produced in Sociology (CICS.NOVA) regarding
migrations. Most of the projects have been funded by the national Foundation for Science and Technology or
by diverse governmental or non-governmental entities (ACIME/ACIDI/ACM), allowing to publish and disclose
most of the results to the scientific community and to the general public. Many of these projects resulted
into nowadays accredited research areas, at the national and international scales, helping to adjust and
adapt the Portuguese education system and migration policies.

Best practices in FCSH-UNL: students

Itis alsoimportant to mention the importance of foreign students at FCSH-UNL. Their hosting, teaching
and upgrading of the Portuguese language, as well as the space to disclose their culture of origin through the
yearly developed (Cape Verdean, Chinese, etc.) “Cultural Week”, have been subject to particular care in their
preparation, and foresee the direct cooperation of the foreign students.

Best practices in FCSH-UNL: teaching and learning

The teaching and learning of multi/intercultural topics in master’s degrees in Educational Sciences
and Portuguese as a Second Language and Foreign are organized around the three vectors include in the
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concept of competence: the acquisition of knowledge; the development of skills; and the development of
attitudes/behaviours.

This perspective is linked to the concept of intercultural competence, defined by Huber and Reynolds
(2014: 16-17) as a «combination of attitudes, knowledge, understanding and skills applied through action
which enables one, either singly or together with others, to: understand and respect people who are perceived
to have different cultural affiliations from oneself; respond appropriately, effectively and respectfully when
interacting and communicating with such people; establish positive and constructive relationships with such
people; understand oneself and one’s own multiple cultural affiliations through encounters with cultural
“difference”.

At a knowledge level, the approach of the topics of the programmes is developed following themes
such as:

1 - Multiculturalism in the contemporary world: (i) issues; (ii) guidelines; (iii) constraints. The analysis
of concepts like identity, personal identity, social identity, prejudice, stereotype, discrimination, racism,
xenophobia.

2 - School and cultural diversity: (i) concept(s) of culture; (ii) cultural discontinuities - school time and
cultural time, the domain of second or foreign language, socialization and learning styles, cultural valuation/
devaluation; (iii) multi-ethnic educational contexts; (iv) the role of schools, teachers, parents; (v) the relation
school/community.

3 - Education multi/intercultural: (i) fundaments; (ii) principles; (iii) goals; (iv) methodologies. From
multicultural education to intercultural education.

4 - Education and inclusion: (i) education and social development; (ii) diversity and intercultural
understanding; (iii) inclusive school.

5 - Education and citizenship: (i) issues; (ii) identity construction; (iii) construction of citizenship.

At the skills level, by privileging activities leading to its development. Therefore, the working methods
in the classroom focus on work in: (i) small groups, (ii) work in a large group, (iii) discussion, (iv) questions
promoted by the teacher or resulting from stimulation sessions by the students themselves, and (v) role-
playing. With those methods we pretend to improve critical thinking in students. To accomplish this level of
thinking, they must learn: a) listening one another; b) thinking about what they listened; c) elaborating an
appropriate answer; d) justifying their viewpoints; e) accepting different viewpoints; f) elaborating syntheses
(see Attachment II).

All these goals and steps are crucial for initial training of teachers once they must teach their pupils
those skills. If they don’t purchase those skills they are unable to train their pupils. In fact, today the role of
a teacher is not only to teach knowledge because teachers are not only instructors; they are educators and
players in a more complex activity as to enable pupils/students with more skills.

Sometimes, former students of master are invited to energize classes presenting the goals of their
research, the process developed, the results, conclusion and recommendations (See attached photo 4). This
interaction is very useful for both sides: a) for former students is a way to be linked with faculty; b) for
students is a motivation, a different way of learning and a moment to discuss with peers.

The materials used are many: a short movie from Youtube (only images; image and words; images and
sound); a music; a song; a poem; a text of a recognized author; a newspaper or magazine article; legislation;
national and international documents, with a focus on those published by the European Union, the Council
of Europe, OECD and UNESCO. When relevant, protocols of interviews to teachers, students and parents/
tutors were used, as well as critical incidents and case studies, in order to make students participating in real
situations and conflict resolution.

In analyzing whether the written statements and the visual documents, the goals are: (i) bringing the
student to reflect on what he/she sees, hears or reads; (ii) substantiating his/her opinion on credible and
relevant sources; (iii) developing critical thinking; (iv) confronting opinions; (v) accepting different views from
his/her own.

At the level of attitudes/behaviours, it is encouraged the individual questioning of the student and his/
her informed opinion about the situations presented. We highlight the need of the student for “not hiding”
in the expression “I think that”, but rather in a careful reflected and reasoned opinion. As an element of
evaluation it is asked an individual project work according to the themes addressed in the discipline program
and where the student must present a situation and plan the intervention to address and resolve it.

Finally, each student presents his/her individual project to the class and all students reflect and discuss
it. This discussion doesn’t interfere in the final classification given by the professor because the aim is to let
students discuss about the presented research project.
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E-book
An e-book was produced compiling group works and individual works done by students during the Attachment | — Structure of the Portuguese education system
first semester of the school year of 2013-2014 in the course of Education and Multiculturalism, taught by
Maria do Carmo Vieira da Silva, of the Master in Teaching Portuguese as a Second Language and Foreign in TR Portugal Key
the Faculty of Science Social and Humanities of NOVA University of Lisbon. starting age Oyl sty tf Mgy aticines
The quality of the papers presented, as well as its relevance as a reference for students or other L~
elements connected to the research community, for teachers and educators, and for educational and social kit S
agents, led to this compilation. T ion e paunnms mory
In this e-book we can find six works done in small groups and eighteen individual works addressing . Trom i e g i
themes depending on the personal interest of the author and/or his/her future dissertation projects. It 1327 S

[T e vt ssucaton ietagrides OED

| E Y

is noteworthy that each work has been prepared in accordance with the items set out in the evaluation
methods with a limit of five pages of text (from the introduction to references) (see Attachment Ill).
The diversity of backgrounds of the students in this class, the range of ages and life experiences were

also an important contribution on the complementarity and training of all elements, including the teacher.
learning.
The class is a space for exchange, for the production of knowledge, for critical reflection, and for

By b provided withi SN a0R0 It

Indeed, each work session with students was and is always understood as a bilateral process of teaching and
complicities created within the background of knowledge. Only this way can experience the profession of
teacher as a way built with the others, questioning, producing growth, creating bonds, which is made of

complicities kept for life.
Each group is unique and every walk is different.

dachaior s

Year 2

Yearl

18
Final remarks Unhversity Palytechnic

The fact that FCSH-UNL receive students from African countries (mostly former Portuguese colonies), i ’]“ T‘
Brazil, China, Timor, European countries, South America and countries from other continents makes easier =
the approaching to multicultural issues and promotes relationship dynamics between students who, in &

addition to the friendship relations established in many situations, are transformed into new opportunities Technological
of life caused by the discovery of other employment contexts and personal and professional satisfaction. i“‘""““ﬁ: s
Therefore it is not slighted the final class of the course reserving to that moment time for multicultural o
familiarities: students are invited to prepare and to bring something from their own culture to be tasted by ﬂ ﬁ
colleagues and professor (See attached photo 5). It’s crucial that students can also experience concrete life
aspects of other cultures and food is a very singular element. General upper secondary educatian .rﬂimil”;“'ﬁﬁﬂlﬁiﬁfﬁfm
It’s an informal moment very important for all the group because one main goal of the curricular unit ke S npp{en:rfﬁm,:rm.:::mm o training courses -
is to build a group spirit. 1 ;f‘
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Book cover: Bridges to the Other (book'’s title)
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The Master program on Intercultural Mediation and Social Intervention
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Intercultural mediation and social work with the other

Intercultural mediation requires a considerable capacity for active listening, understanding and respect
for the other. That’s why we also insist so much on the potential of intercultural mediation as construction of
more intercultural communications and more dialogical and miscegenous interactions (Laplantine and Nouss
2002; Vieira 2014).

To mediate implies an active listening and the understanding of the other. Of all the others, in their
own rationality (logic and understanding). So, it’s not enough to tolerate, it is necessary to respect, even
when disagreeing with some of the other(s)’ positions. To socioculturally mediate is to find third places of
understanding between sometimes extreme positions, that are not yet, necessarily, conflict [have not yet
reachedthe end of the line—the river mouth...] (Vieira and Vieira 2016b) but which have already disagreement
dimensions and some social tension.

There is, for starters, some necessary reconceptualization to be done around the concept of tolerance.
Sociocultural mediation does not pretend to introduce tolerance between the social agents involved as the end
of a reconciliation process. Mediation needs to seek transformations of all those involved. Transformations
that need to arise from an understanding of the other’s understanding, that which is commonly defined as
hermeneutics. But not from a unilateral hermeneutics, of the dominating which seeks to understand the more
fragile one even if only to tolerate him. More than that, as Boaventura de Sousa Santos (1997) has written,
it’s urgent to find a diatopic hermeneutics, that is, from each of the topos, from each of the “two” places. Or
going still a bit further, as those two places, despite being ideal to think about a simple situation to mediate,
it’s urgent to depart from all the epistemological places. That is, it’s urgent that the sociocultural mediator
promotes multitopic hermeneutics (Vieira 2013; Vieira 2011) that lead to understanding and respect, which
doesn’t necessarily mean agreement and identification, and neither just tolerance. Being tolerant is not
enough. We don’t believe that is the way that will allow us to be different and live together (Touraine 1998).
At the most we could live juxtaposed but segregated and not communicating. The way of tolerance, as a
finished product, doesn’t seem to be the way of the diatopic or multitopic transformation, as we mentioned
before, conducive to a more intercultural society. On the contrary, passive tolerance promotes segregation.

The question is again, and as always, posed as to know what implicates the idea of tolerance towards
conducts of intolerance. If one tolerates intolerance, one accepts injustice. So will a mediator tolerate and
suggest tolerance towards someone that hurts another person? Or will the sociocultural mediator need to
act, and, at that moment, forfeit the principles of classic mediation, based on neutrality and impartiality and
needs to intervene, socially, taking sides (a blasphemy for the fundamentalists of classic mediation), or risk
assisting and allowing the approval and reproduction of violence, be it of whatever type it may? Complex,
probably controversial and criticisable by the fundamentalists of conflict mediation, but that relates with
social reality, the mediation that interests us (Fig. 1) is not only about techniques, exercises and abstract and
general principles to use ways of conciliation without understanding the contexts and identities to produce
transformations (Vieira and Vieira 2016a).
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Figure 1: Different types of intercultural mediation
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The Master program in Intercultural mediation and social intervention

In the year 2013, the School of Education and Social Sciences at the Polytechnic Institute of Leiria
(ESECS-IPL) started a new Master program, that remains unique in the Portuguese context, in order to
specialize social workers, social educators, teachers, lawyers, anthropologists and sociologists to work with
ethnic minorities and excluded populations in need of mediators to build their future life projects: a Master
program in Intercultural mediation and social intervention.

At the end of the course, students can make application and master mevelopment (thesis, project or
internship ...).

After, they can work on mediation and social intervention with different target groups and social
contexts: families, migrants, ethnic minorities, children and youth at risk, excluded populations (in prisons,
homeless, drug addicts ...); mediation and community social intervention; mediation and social intervention
in school; preventive mediation and conflict mediation; mediation and social intervention in the employment
context; heritage and mediation; adult education; mediation and social intervention in the local government
context.

Before the final research leading to the final dissertation, Master’s students take one academic year
to the following courses (see Fig. 2).

Figure 2: Master’s study plan

Study plan

1° semestre N
Migraces, Globalizagio e Coesdo Social

lediacies Socioculturais: conceitos e contextos
etodologias de nvestigacdo [
Direito & Mediacio

2° semestre

Seminario Tematico de Mediacio e Intervencio:
amilias, Grupos e Comunidades

O Profissional da Mediagio e Intervencio Social
etodologias de Investigagdo I/

lediacio Sociocultural em Territdrios Educativos

3" e 4" semestre )
Seminario de Acompanhamento l
Projeto/Dissertacio/Estagio em Mediacdo
Intercultural e Intervencio Social (anual) [_
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1st semester

. Migration, globalization and social cohesion

. Sociocultural mediation: concepts and contexts
. Research methodologies |

. Law and Mediation

2nd semester

. Thematic seminar on mediation and intervention: families, groups and communities
. Professional mediation and social intervention

. Research methodologies Il

. Sociocultural mediation in educational territories

3rd and 4th semesters

. Follow-up seminar
. Project / dissertation / internship in intercultural mediation and social intervention (annual)

General Mediation and Intercultural Mediation

When we talk about mediation in sociocultural contexts and, particularly, intercultural mediation with
vulnerable populations, we distinguish ourselves from classical practice of conflict management techniques so
dear to psychology, law and management. So, we consider the mediation beyond the conflict; the application
of general models of mediation to multicultural contexts; the Intercultural Mediation with autonomy and
not focused on the general mediation born in Harvard Business School of the 50s of the last century; we
consider mediation as intercultural communication and social intervention (intervention with the other —
empowerment).

Intercultural Mediation is a resource available to people of different cultures that acts as a bridge in
order to promote constructive change in relations between them.

Mediation of relations between different cultures enables the prevention of cultural conflicts while
promoting the recognition of the other, the approach between the parties, communication and mutual
understanding, learning and development of cohabitation, the search for alternative strategies to solve
cultural conflicts and community participation (see Fig. 3).

Figure 3: Preventive, restorative and transformative mediation

TERMS OF INTERCULTURAL
MEDIATION

TRANSFORMATIVE
MEDIATION

PREVENTIVE RESTORATIVE
MEDIATION MEDIATION
= Seeks to fadlitate the =Sesks to regulate and to

approach, communication resglve sodla tensions and
and understanding between intercultural confiicts

= Suppases the opening of a
creative process that goes
beyond nomms, customs and

people / groups with

particular points of view,
different cultural codes. i

coexistence in multicultural
situations to achieve new
standards and shared
refationship mades

V. Czhom-Bmomzwe TaazawmlavVieiesds szwoliocwl-Sezc Trbdegds

LY



INTERCULTURAL DIALOGUE: LEARNING, SPEAKING, AND SHARING

So, the roles of the intercultural mediator are:

a. To facilitate communication between people / groups of different cultures;

b.  To assist social actors in their relationship with minority groups at intercultural issues,
cultural diversity (different cultures, immigration) and intercommunity relations;

C. To advise people and minority communities in their relationship with society and
hegemonic culture;

d.  To promote access to public and private services and resources;

e. Building citizenship and follow up the personal integration and inclusion processes;

f. To promote social and community participation.

Final thoughts

With all the respect to authors dedicated to conflict mediation only on the technical side [without
theorizing the identities of people implicated...], we have to say that in social intervention it’s inevitable
that the intervenor will side with the weaker party [we're not saying that the same thing happens in
social research. We're talking, now, about intervention; and mediation is intervention] and, in a mediating
(dialoguing) way to try to reach an end [the project methodology and research-action are an example of
this...] Social intervention is actually about involving/developing the weaker [there is a clear intention that
is far from neutral] in dialogue with the powers, the institutions. There isn’t neutrality in social intervention!
The intervenor is on the side of the oppressed, on the side of those who need support [applicable to a many
texts and contexts...].

Social policies are, also, corrective measures in the fight against inequality and discrimination... They
should have as object human frailty, and not the hegemony of powers. Mediation, in this sense, is not to
stand in the middle [a rigorously midway middle] (indifferent... that very neutrality and/or impartiality). The
Mediation needs to be intercultural to occupy every “middle place”, middle term” [of the process in which so
often only the extremes are considered] between the parties as a way to intervene socially [in a dialoguing
way to be intercultural mediation] so that the discriminated ones won’t be blamed by their frailty, but rather
as the result of a social and political process that it’s vital to mediate and correct (multipartiality according
to Torremorell).

Even in family mediation and the like, besides the questions of divorce where the mediator seeks
impartiality, he/she doesn’t stop taking sides, for instance, in defense of the children, besides the parents’
claims... There are many more daily issues in the families (always with love, togetherness, tensions...) besides
the conflict associated, for instance, to a divorce.

Already for several times we’ve argued here, in this sense, in feedbacks obtained in the forum... Mind,
this won’t be changed overnight. And even after our reflection many will think, agree, doubt and reproduce
this concept of mediation as a commandment [while it isn’t neutral, neither a command]. Positivism has left
profound marks on Social Sciences and, also, on social Intervention.

But we believe, also, that some are starting to make a difference. We have hope in this Master’s
students collaboration for change [always mediating but not neutral]. The Intervenor isn’t, in fact, a robot.
She/he is a human being that wants to, forthrightly [nothing neutral about it], make our contexts more
human (just, harmonious, inclusive, welcoming, etc.)...

Of course that it’s much easier to say that “the mediator is neutral... that he/she doesn’t take sides...”.
Of course it’s simpler to think in wars, conflicts when we talk about mediation. But social intervention is not
only that [conflict management], as you know. And intercultural mediation feeds on other cultural paradigms
as we’re learning.

42

ALLMEET IN LISBON ‘15

References

LAPLANTINE, F. and Al. Nouss (2002) A Mesticagem, Lisbon: Piaget.

SANTQOS, B. (1997) “Por uma concepg¢do multicultural dos direitos humanos” in Revista Critica de Ciéncias Sociais 48: 11-32.
TOURAINE, A. (1998) Iguais e Diferentes: Poderemos viver juntos? Lisbon: Piaget.

VIEIRA, A.M. and R. Vieira (2016a) Pedagogia Social, Mediagdo Intercultural e (Trans)formages. Porto: Profedigses.

VIEIRA, A.M. and R. Vieira (2016b) “Mediag¢Ges Socioculturais: Conceitos e Contextos” in Pedagogias de Mediagdo Intercultural
e Intervengdo, edited by Ricardo Vieira, José Carlos Marques, Ana Vieira, Pedro Silva, and Cristévdo Margarido, 31-60. Porto:
Afrontamento.

VIEIRA, A.M. (2013) Educagdo Social, Mediagdo Sociocultural. Porto: Profedi¢des.
VIEIRA, R. (2011) Educagdo e Diversidade Cultural, Notas de Antropologia de Educacgdo. Porto: Afrontamento.
VIEIRA, R. (2014) “Life Stories, Cultural Métissage and Personal Identities” SAGE Open, 4(1): 1-13. doi: 10.1177/2158244013517241.

43



INTERCULTURAL DIALOGUE: LEARNING, SPEAKING, AND SHARING

POSTER: A LOOK INTO IMMIGRANT WOMEN EXPERIENCES IN EFA COURSES - LIFE STORIES

Luis Fonseca
FCSH-UNL

INTRODUCTION

During the last decades, Portugal became a host country for immigrants coming mostly from Brazil, Africa
and East European countries.

The purpose of this study was to contribute to an understanding of the phenomenon of adult learning
among immigrant women in Portugal.

Based on qualitative research methodologies, this study specifically sought to examine the meanings that
immigrant women gave to their adult learning experiences. In order to gain a deeper understanding of
the meaning these women gave to adult learning, the participants perceptions were examined within the
context of their lives. Considering the employment challenges faced by them, we also explored how these
women related their roles as adult learners to future work expectations.

Research questions:

Why do immigrant women decide to study in the receiving country?

What are the motivations that lead immigrants to study?

What are their expectations after finishing their courses?

How is that knowledge of the motivations and expectations can promote adult education in the adult
studies?

Objective:

To identify the reasons why immigrant women dropped out of school in their country of origin.

To describe the main motivations declared by the women who again sought education in a country that is
not theirs.

To interpret these motivations.

To reflect upon the implication of knowledge of the motivations and expectations of adults in the
promotion of education in EFA courses.

METHODS

Participants: 9 women from the Employment and Vocational Training Institute, ages 22-59.
The sample consists of three groups:

(1) 3 students from Brazil

(2) 3 students from Cape Verde islands

(3) 3 students from eastern european countries

Design:

Qualitative methodology made use of narrative writing and semi-structured in-depth interviews with the
women. These interviews were tape-recorded and transcribed verbatim.

In the interviews we used a script consisting of 8 question blocks (the interview legitimacy; char-
acterization of trainees; migratory path; school past; motivation; relationship with peers and teachers/

trainers; expectations; further information).
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RESULTS

Reports of participants reveal their school careers in their home countries, the reasons which led them to
enroll into these courses, the difficulties encountered, as well as understand how they view education and
training, and what expectations do they have after finishing their courses .

Comparing the three groups of women — from Brazil, Cape Verde and Eastern Europe - we realized that
there are differences with regard to the decision to emigrate. Brazilian women, single or divorced, decide to
come to Portugal alone, while others do so based on a plan made with their husbands. Although belonging
to different communities the life stories of these women have very similar elements. In host countries,
regardless of academic qualifications, they tend to occupy the worst paid and precarious jobs. Furthermore,
unemployment and the fact that they wish to have in the future better jobs were the main reasons that led
them to go back to school.

KEY CONCLUSIONS

This study is a contribution to understand the inte-gration of immigrants in the country. E.g. listening to the
speeches of these women, we foresee possible improvements in EFA courses, such as to achieve higher
levels of qualification with little schooling and effective insertion of trainees in the labor market.
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NARRATIVES FOR INTERCULTURAL EDUCATION: WRITERS AND RAPPERS OF THE “SECOND GENERATION”

Morena Cuconato

Federico Zannoni

University of Bologna
Department of Education Studies

Summary

The presence in schools and in the public spaces of the second-generation of young people with migrant
background goes already back to the end of the Sixties in France, Germany and the United Kingdom, and
to the end of the Nineties in Italy and implies the need to address new educational emergencies. Carrying
experiences, styles and perspectives that are different than those of their parents and previous generations,
attracted by the consumerism of Western culture but not always socially integrated, these boys and girls
express the need to be recognized through a variety of behaviors and languages, including writing. This
article will provide an overview of the phenomenon of the writers and rappers of “second generation” in Italy,
focusing on the main issues of their productions and on the opportunity of reworking them in education, in
order to enhance them both as a knowledge tool and as a dialogue proposal for the whole school community.

Key words: literature of migration, second generation immigrants, intercultural education

Introduction

Literature and art cannot be framed anymore within national canons, due to the global relocation of people and
cultures: now every attempt to grapple with questions of origin and belonging becomes tainted by further questions
of hybridity, syncretism, in-betweenness, interculturality, multiculturalism, transformativity, cosmopolitanism.
However, there is still the need to classify, categorize and find common parameters to define new literary texts as part
of world production. New cultural dimensions opened up by migration are re-shaping the spaces of identification.
Migration forces an operation of hybridization not only of the metropolitan culture and of the literary representations
of cultural difference, but also of the urban landscape and media culture at large (Merolla and Ponzanesi 2005: 8).

The Italian literature of migration (Quaquarelli 2010), expressed through the novels and the short
stories of the writers belonging to the second generation of immigrants, operates a twisting of the concepts
of identity and culture in which the Italian traditional literature had accustomed us. It reflects a change
in the society that is now clear, but that is hard to describe in all its complexity, taking into account the
different perspectives of the people involved. The study of the works of these authors and some exercises of
analysis of their texts enable new possibilities for knowledge and educational improvements, opposing new
transnational and transcultural dimensions to the anachronistic ideas of fixity and immutability.

A theoretical background: the integration strategies of the young immigrants of the second generation

The anthropologist Ugo Fabietti (1998) considers the ethnic identity only as one of the many identities
that compose the personality of individuals. Ethnic identity is defined by the set of values, symbols and cultural
models that the members of an ethnic group recognise as distinctive of their common origin. According to
the constructionist view, ethnic identity is not given by birth, but is built and invoked with different meanings
depending on the circumstances. It becomes a tool to adapt to the different contexts, in relation to which it
is claimed, hidden, mutated (Tapper 1989). Thus, ethnic identity is fluid and flexible, strongly influenced by
the interactions with the various groups that coexist in the same spatial context (Epstein 1978).

Retracing it in the evolution of the migrant literature in Italian language - from the works of the early
migrants to those of the second generation of authors — we will analyse the way in which the concepts of
ethnic identity and self-perception of people with foreign background have changed in the recent decades
due to the consolidation of the migratory phenomenon and the social, economic and cultural changes that
have occurred in Italy as a consequence of it.

The process of identity construction is based on the feelings of belonging (Fabietti, 1998). They prepare
the members of a community to share ideas, thoughts, behaviors and traditions in order to strengthen
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social ties and build a sense of social, ethnic, religious and cultural identity. The feelings of belonging are not
objectively concrete, but come under the symbolic order and act as categories of thought whose emotional-
cognitive implications regulate the relations between people and groups (Tortolici 2003). The process of
developing identity of each individual is never rigid as it is closely related to the dynamics and interactions
between his/her multiple belongings.

The identity construction develops through an open and active process of search for the self, whose
ultimate goal is finding the “personal own place” within a diverse range of social entities (family, group of
peers, institutions, etc). Young migrants, and especially the young people with foreign background, have to
fulfill this task in a multidimensional social environment: on the one hand, the host society urges them to
learn the new language as quickly as possible and to comply with the local lifestyles, on the other hand, the
ethnic community requires them not to betray, or even worse to forget, language, traditions and precepts of
the native culture. Finding a balance between these opposite pressures is a daunting task. Migrants’ children
are likely to find themselves trapped into a limbo, in perpetual balance between the two “worlds”. They
do not fully belong to either of them, as they are not recognised as “legitimate children” by both countries
(Ambrosini and Molina 2004).

In order to react to this displacement, they implement different identity strategies on which many
scholars have been investigating for the last 30 years, mainly to face the need to integrate foreign students
in Italian schools. The first research, which has been the starting point for the later studies was conducted
in 1997 by the Istituto degli Innocenti trying to reconsider in the Italian context some elements from the
theories that had been developed abroad.

It is the case of the theory of the linear assimilation, developed in the United States. According to
this theory, migrants inevitably and progressively abandon their culture of origin to integrate into the host
environment, acquiring its cultural traits (Gans 1992; Brubacker 2001; Alba 2005). Other theories go beyond
the determinism and the linearity of the assimilationist perspective. Among the most important there are
the theory of the segmented assimilation (Portes and Zhou 1993; Portes and Rumbaut 2001) and the theory
of the selective acculturation (Portes, Fernandez-Kelly and Haller 2005). In the perspective of the segmented
assimilation, the integration is closely related to the individual’s skills and social capital, and thus people
with poor linguistic, educational, professional and relational skills definitely meet greater difficulties. The
perspective of the selective acculturation assumes that learning the necessary skills to integrate into the new
environment does not come into conflict with the preservation of the own culture. Parents and children,
therefore, move on two parallel tracks, reducing the risk of conflict, protecting parental authority and
promoting an effective bilingualism in the new generations.

The transformations on a global scale induced by globalization have led many scholars to overcome the
binomial assimilation/non-assimilation to analyze the migratory phenomenon in a global context. According
to the transnational perspective migrants become “transmigrants”, people who maintain social and affective
relationships across national boundaries: the children of migrants take on forms of identification beyond
their ethnic dimensions and the models proposed by the host contexts (Glick Schiller, Basch and Szanton
Blanc 1992).

In a research on the integration of migrant children in some Milan’s secondary schools, Luisa Leonini
(Bosisio, Colombo, Leonini and Rebughini, 2005) identifies empirically five different constellations of identity’s
building strategies: the cosmopolitanism, the isolation, the return to the origins, the mimicry and the bi-
cultural. The constellation cosmopolitanism refers to young people who refuse to be labeled according to a
national belonging, but consider themselves as “citizens of the world”. They show consumer attitudes that
are very similar to those of native peers and have skills that are transversal to the different cultures. They
refuse to be rooted in a particular place and elaborate life plans that contemplate neither the country of
origin nor the host country, but are projected towards a mythical elsewhere, in a wide world where everyone
can move freely (Massot Lafon 2003). This perspective emphasises the way in which the multiplicity of
experiences, places and cultures that belong to these young people strengthens their ability to adapt the
previously accumulated knowledge to the current contexts and to their future plans (Colombo, 2007). The
personal and collective identities would be the result of the mixing of identities and experiences that forge
the cosmopolitan personality (Appadurai 1999).

Especially if arrived in the host country as adolescents with lacking language skills, the young people
belonging to the constellation isolation experience situations of displacement due to their impairment to
participate actively to the social life of the new context. They show apathy, loneliness and closure to the
outside world. For this constellation, Valtolina and Marazzi (2006) propose the definition of marginality,
differentiating between the transitional phenomena that could be normal in the first phase of migration and
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the dangerous and suffered radicalism that isolation can assume, if it lasts over time.

In the constellation return to origin the young people show a negative attitude towards the culture of
the host country and a full identification with the culture of origin, which is very often mythologized. Their
social network comprises only country(wo)men with whom they share the same customs and consumption
styles. The (often illusory) project to come back to their native country after having completed their school
path allows them to cope with their daily frustration and absorb the anxieties of their everyday life, shifting
their life realization in a better future in their own country (Massot Lafon 2003).

On the contrary, the young people belonging to the constellation mimicry fully identify themselves
in the society where they live. This identification brings them to delete or hide all the traces of the native
culture. Mimicry involves conformist attitudes and is seen as an effective strategy to be accepted by the
majority group, minimizing — or even eliminating - the elements of potential diversity and conflict.

In the bi-cultural constellation the young people have a high level of expertise in both cultures: they
are able to handle the double cultural belonging according to the context in which they are and to move from
one context to another, considering their condition as a resource and not as a disadvantage.

The contextual frame of the Italian literature of migration

The first voices of the Italian literature of migration should be framed in a context of widespread
resistance to the migrants’ presence in the public social environments (Ambrosini and Molina 2004). In
1990 Salah Methnani, Mohamed Bouchane and Pap Khouma wrote respectively the autobiographical novels
Immigrato (Immigrant), Chiamatemi Ali (Call me Ali) and lo, venditore di elefanti (Me, seller of elephants). As
they - as well as many authors of the immediate aftermath — were not fluent in Italian, they were supported
in their writing process by Italian co-authors/editors, who were in charge of transcribing in proper and
captivating form the tales they were told orally. Despite their role of co-authors should have regarded only the
Italian language and syntax, they inevitably altered the contents and meanings of the stories inserting their
thoughts, stereotypes and points of view, thus creating “hybrid texts in which the Italian coauthors occupy
positions of power” (Parati 1999: 34). The first “writings of migration” (Pezzarossa and Rossini 2011) reported
and denounced the difficult conditions of the migrants in Italy, in terms of material lacks, discrimination and
misunderstandings in the interpersonal relationships. In many of these novels Italy is described as a country
that is not ready to deal with the complex phenomenon of migration and the authors highlight the feelings
of embarrassment, hostility and latent racism of the Italian people. Nevertheless, some novels and short
stories reported also episodes of generosity and openness. The common trait of the first migrant authors of
the Nineties is the theme of migration as personal translation in a new context, as a stimulus to reflect on the
own past and present life history through writing.

In the Italian multicultural society of the new millennium the first “writings of migration” have been
replaced by the “Italian literature of migration” (Quaquarelli 2010). A new generation of writers with migrant
background, most of them young women, introduces new elements, issues and characters that strengthen
this change of paradigm. From the texts of remembrance and denounces of the early Nineties we switch to
novels that, in most cases, evade or conceal the autobiographical and focus on the analysis of the fundamental
link between us and them through personal and collective stories. These stories propose the transmission
of values, ways of socialization, construction of collective history from the many personal histories, with
obvious reference to the dialectic micro-history/macro-history and a consequent revision and redefinition
of the past and present worlds. The stylistic and narrative efforts aim at faceting experience, making it more
complex, representing aspects that are not univocal, but rather contradictory, and thus stimulating the
dialectics (Contarini 2010).

To this new group of writers, belong some descendants of Italian colonists in Africa, born there and
later migrated to Italy, and foreign authors who rewrote some of the classics of European literature, locating
them in the multicultural Italy: it is the case of Jadeline Mabiala Gangbo’s (from the Republic of Congo,
but in Italy since she was four) Rometta e Giulieo (2001), in which the Shakespearean Romeo becomes the
Chinese door-pizzas Giulieo, while Juliet is the Italian student Rometta. In the same way, in 2006 the story of
Pinocchio is revisited in the books Occhio a Pinocchio (Warning Pinocchio) by the Slovakian Jarmila Ockayova
and Occhiopin. Nel paese dei bei occhi (Occhiopin. In the land of beautiful eyes) by the Argentinian illustrator
Fabian Negrin. The prominent members of this new wave of authors, however, are the so called “writers of
the second generation”, the children of migration, whose perspectives are necessarily other than those of
the migrants themselves. These authors were born in Italy or arrived when they were children or teenagers.
Their artistic starting point is a universe of languages and culture that is mainly Italian, although affected by
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the dream of the return to the motherland. These authors are heavily marked by a complex and contradictory
identity, outcome of a metissage resulting from the need to bring together many different backgrounds,
languages, imaginaries and interpretations of the world, from which it steams a perception of multiple and
fractured reality (Pezzarossa 2010).

An important reference point for the Italian writers of the second generation has been the planetary
best seller White Teeth, debut novel of the twenty-five years old British-Jamaican Zadie Smith (2000). For
the quality of her style and the relevance of the topics, many critics compared this book with the works of
Salman Rushdie and Hanif Kureishi (Merrit, 2000; Moss, 2000; O’Grady, 2000). The plot follows the lives of
two friends, Archie and Samad, and their families, from 1974 to 1999. In particular, Irie, Millat and Magid are
archetypical characters of the different positions that the young immigrant of second generation can assume
in/against society, reacting to the family, cultural, relational and social inputs and influences. The emphasized
or dissimulated hybridity is their main common feature as a result of globalization, immigration, colonization.
At the same time, it is a recurring element in the development of every culture (Said 1995).

The recent developments

Identity, hybridity, conflicts, metissage, changes, trans-formations are key concepts in the works of
all the new writers of the Italian literature of migration. Gabriella Kuruvilla was born in Milan in 1969 by an
Indian father and an Italian mother. She has a degree in architecture and is a professional journalist. She has
worked for several newspapers and magazines before devoting herself entirely to her great passions: writing
and painting. Her paintings have been exhibited in Italy and abroad. Under the nickname of Viola Chandra
she has published in 2001 the novel Media chiara e noccioline (A pint of light beer and peanuts), an extract
of which was included in the American anthology Multicultural Literature in Contemporary Italy (Orton and
Parati, 2007). In all her further novels and short stories, she describes the contemporary society, of which
immigration is a part. In the collection of short stories E la vita, dolcezza (This is life, sweety) (2008), all the
characters are migrants, and are presented as people who carry with them ways of life, desires, dreams,
emotions in which everyone, even the native readers, can identify. Natasha, the daughter of an Indian father
and an ltalian mother, is her alter-ego in the story that gives the title to the whole collection.

Amo profondamente mio nonno. E amo anche l'italiano. Una
delle mie due lingue che, per motivi indipendenti dalla mia
volonta, e la mia unica lingua: la sola, la sopravvissuta.
Comunque amo Vlitaliano. E inizio a conoscerlo, e per
conoscerlo lo scrivo: disegnando bene le lettere di ogni nuova
parola che imparo su qualsiasi foglietto mi capiti a tiro.
Natasha, il mio nome, che gia non & nella mia unica lingua, la
sola, la sopravvissuta, ma non e neanche nell’altra, I'abortita, la
rinnegata, diventa NATASH A. Un casino scriverlo, soprattutto
per quel SH che a me suona tanto SCI. Ma ho accettato le cose
per quello che sono: per tutti SCI & SCI, per me invece SCI &
SH. Sono una diversa, non posso farci nulla. Una con la H al
posto del Cl. Una che non ha tutte le lettere al posto giusto e,
come se non bastasse, una che ha una lettera al posto di due.
Una che le manca una lettera, una che le manca qualcosa. Con
‘sto fatto che mi manca sempre qualcosa, aggiungo sempre
qualcosa dappertutto. (Kuruvilla, 2008: 141)

| deeply love my grandfather. And | also love the Italian
language. It was supposed to be one of my two languages but,
for reasons beyond my control, now it is my only language: the
one, the survivor.

Anyway | love the Italian language. And | start to know it, and
to practice it | write it: | do my best drawing the letters of each
new learnt word on any piece of paper | can get my hands on.
Natasha, my name, is not in my only language, the one, the
survivor, but neither is in the other, the aborted, the renegade.
It becomes NATASHA. Itis a complicated name if you have
to write it, especially because of the SH that for me sounds as
SCI. However | have accepted things for what they are: for
everybody SCI is SCI, while for me SCI is SH. | am different, |
can’t change my condition. | have the H instead of the CI. |
don’t have all the letters in the right place, and | have a letter
instead of two. | am missing a letter, | am missing something. |
always miss something, so | always add something everywhere.
(Authors’ translation)

Natasha reflects on the languages of her life and on the way in which her name is written trying to
explain, to the people and to herself, who she is and how she is viewed by the others. Despite her Indian origin,
she has lost the language of her grandparents, she can no longer speak it: stronger forces are preventing her
from doing it. Despite her regret, she has accepted this condition. Losing a language means moving away
from the people who speak it, from the memories, from the roots, from a culture that is part of her. Losing
a language and at the same time having a foreign name inevitably leads to the awareness of being different.
Natasha has resigned herself to the loss of important elements of the Indian culture, first of all the language,
has accepted the inability to place herself in a perfectly bicultural position and is aware that her strategy of
mimicry in the Italian culture and society is imperfect, partial, not completely successful. She has understood
her diversity, adapting behaviors, feelings and perspectives, trying to bridge the gaps by adding something in
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every moment: diligence, attention, determination, creativity and awareness.

With the same awareness and strong intentionality, Igiaba Scego tells her own history and her current
status in the autobiographical book La mia casa é dove sono (My home is where | am) (2010). Born in Rome
in 1974 by Somali parents, graduated in foreign literature and with a PhD in pedagogy, Igiaba Scego writes
novels and short stories in which the two cultural affiliation, the Italian and Somali, co-exist in a delicate
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balance, returning the duplicity of the syncretic reality where she has grown up.

lo ho provato qui a raccontare i brandelli della mia storia. Dei
miei percorsi. Brandelli perché la memoria e selettiva. Brandelli
perché la memoria € come uno specchio frantumato. Non
possiamo (né dobbiamo) rincollare i pezzi. Non dobbiamo
fare la bella copia, ordinarli, pulirli da ogni imperfezione. La
memoria € uno scarabocchio.

Mi sono concentrata sui primi venti anni della mia vita perché
sono stati i primi venti anni che hanno preparato il caos
somalo, un caos che mi ha travolto fin da bambina e che ancora
oggi continua a travolgermi. Ma sono stati anche i venti anni in
cui I'ltalia & cambiata come non mai. Da paese di emigranti a
paese meta di immigrati, dalla tv chioccia alla tv commerciale,
dalla politica all'antipolitica, dal posto fisso al precariato. lo
sono il frutto di questi caos intrecciati.

E la mia mappa € lo specchio di questi anni di cambiamenti.
Non & una mappa coerente. E centro, ma anche periferia.

E Roma, ma anche Mogadiscio.

E Igiaba, ma siete anche voi.

(Scego, 2010: 159-160)

I have tried here to tell pieces of my history. Of my paths. Pieces
because memory is selective. Pieces because memory is like
a shattered mirror. We can not (and we must not) glue the
pieces again. We must not make the fair copy cleaning them
from any imperfection. Memory is a doodle.

| focused on the first twenty years of my life because during
these years the Somali chaos developed, a chaos that
overwhelmed me as a child and still continues to overwhelm
me. However they were also the twenty years in which Italy
has changed as never before. From country of emigrants it has
become a destination for immigrants. The “mother” television
has been replaced by the commercial television, the politics
has been replaced by the anti-politics, the permanent jobs
have been replaced by the precarious employments. | am the
result of this intertwined chaos.

And my map is a reflection of these years of change.

It is not a coherent map. It is the center, but also the suburbs.
It is Rome, but also Mogadishu.

It is Igiaba, but it is also you.

(Authors’ translation)

Baby, run away from here

Out of sight of who is speaking in this way

| know you want to stay but tell me yes

| love you, you love me and we know it

But what do we do with your parents?
Coming from Southern California

They want a Southern boy but not me, African

Baby, fuggi via da qui

Lontano dagli occhi di chi parla cosi

So che vuoi restare ma tu dimmi di si

lo ti amo, tu mi ami e lo sappiamo

Ma coi tuoi genitori come la mettiamo?
Originari del sud californiano

Vogliono il tipo di gilt ma non me, africano
Si & spenta quella luce, io che son solare That light is off for me who | am solar

Tuo padre non approva, so che guarda male Your father does not approve, | know that he gives me the
Tu cristiana, io musulmano evil eye

You are Christian, | am Muslim

Even your mother does not like me because she’s an intellectual
I look at your family photo from your couch

You and your father on the boat holding hands

Your mother advises me to leave her daughter

“He is a homeless, he will not die in a villa”

And after this | do not know how to react

| would like to pick you up and leave

| would bring you to my parents to let you know

| could be rich even with only a thousand liras.

(Authors’ translation)

Anche a tua madre io non piaccio perché intellettuale
Guardo le foto famiglia dal tuo divano

Tu e tuo padre sulla barca mano nella mano

Tua madre mi consiglia di lasciare sua figlia

“E un senzatetto, non morira dentro una villa”

E dopo questa non saprei come reagire

Cio che farei e prenderti e partire

Ti porterei dai miei per farti capire

Che potrei essere ricco anche con mille lire

In the chaos of the many belongings, the identity maps of Igiaba Scego and of many young second
generation immigrants develop along transnational and transcultural paths, for example from Rome to
Mogadishu, through time dimensions characterised by changes that become revolutions. Of all this chaos,
it remains fragments of memory, scribbles of a past on which founding a still different future: for Igiaba, but
also for all the young people that live in Italy, all of them equally subjected to the fragility of the current epoch
and of the individual experiences. Cosmopolitanism is considered the strongest solution to face fragility and
to build a welcoming future for everybody.

In the recent years, the novels of the writers have been accompanied by the rhyme and the music of
a new generation of Italian rappers with foreign origins. Their language is different, usually more direct and
sometimes more violent, but the issues are very close to the ones faced by the writers.

Born in 1992 in Berrechid but grown up in Milan, Maruego was discovered on the web by the already
famous Gue ‘Pequeno, impressed by a self produced song titled Criminale (Criminal). In 2014 Maruego makes
his official debut in the Italian music scene publishing the Ep Che ne sai (What do you know) and surprising
the public with a fresh and innovative style that gives a nod to European and American rap, and absorbs the
influence of the Rai, an important Arabic musical stream. In the texts he tells his history of young adult grown
between sacrifices and spirit of revenge, trying to conciliate his two souls, the Moroccan and the Italian.
Maruego describes moments of everyday life, especially difficult and conflictual, characterised by isolation
or marginality, such as those presented in the song Via da qui (Out of here).
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Despite the increasing number of mixed couples with different cultural backgrounds, the challenge
of combining love and acceptance of diversity is still an issue in the Italian multicultural society. However
intergenerational differences of opinions and perspectives emerge among the younger generations - more
accustomed to approach and accept diversity - and the generations of their parents, grown up in a less
multicultural world, and therefore more reluctant to change.

Born in Rome in 1978, son of an Egyptian immigrant and an Italian woman, the rapper Amir Issaa is
better known with the pseudonyms of Meticcio, Peso Piuma, China or simply as Amir. A casual encounter with
the rap culture saved him from the dangers of living in the suburbs and the discomfort caused by the many
family problems, allowing him to sing his difficult experiences to a wide audience. The lyric Straniero nella mia
Nazione (Foreigner in my own nation) strongly express his condition, the origins of all the misunderstandings

and personal troubles.

Nato in Italia Amir scritto sulla sabbia prendi il mio nome e
lo traduci principe d’Arabia una voce che strilla da Roma fino
a Taba in questa societa fredda cerco aria piu calda figlio
delllamore e del cuore di due persone un mix di sangue
culture razze e religione so’ qui come portavoce scendo in
missione contro la disperazione che affligge troppe persone
seconda generazione guardo mio figlio e’ la terza e te provi
a sfiorarlo te salta la testa se non lo capisci che hai trovato la
ricchezza noi pietre preziose in mezzo a tutta sta monnezza
scrivo con la fame di chi non si rassegna prendo il vostro odio
e lo trasformo in questa penna s.o.s. bilancio negativo se me
chiamano straniero nel posto dove vivo.

s.0.s bilancio negativo se me chiamano straniero nel posto dove
vivo s.0.s.pronto all’esecuzione se me chiamano straniero nella
mia nazione s.0.s. bilancio negativo se me chiamano straniero
mi giro e gli sorrido s.os. pronto all’esecuzione se me fanno
senti uno straniero nella mia nazione

| was born in Italy, my name is Amir, it is written on the sand
and means prince of Arabia, it is a voice that shouts from
Rome to Taba. In this cold society | am looking for warmer air.
I am the son of the love and hearts of two people, a mix of
bloods, cultures, races and religions. I’'m here as a spokeman,
my mission is against the desperation that afflicts too many
people of the second generation. | look at my son, he is the
third generation and if you try to touch him | will kick you. If you
do not understand that you are getting the wealth, | can tell
you that we are precious stones in the midst of all this junk.
| write with the hunger of those who are not resigned, | take
your hate and | transform it in this pen s.o.s. negative balance if
they call me foreigner in the place where | live.

s.0.s. negative balance if they call me foreigner in the place
where | live s.0.s. I'm ready to be executed if they call me a
stranger in my country s.o.s. negative balance if they call me
stranger | turn and | smile them s.o.s. ready to be executed if
you make me feel a stranger in my country

(Authors’ translation)

Amir was born in Italy, but he defines himself as a prince of Arabia, and his voice shouts from Rome
to Taba, pronouncing both Arabic sentences and expressions in Roman dialect. He suffers isolation and
marginality: he needs warmer air, he is looking for a better environment, in which he can be free to enjoy his
condition of son of the love of two people with different origins, a mix of bloods, cultures, races and religions.
He is aware to be a second-generation child, but he is tired to be considered stranger in his own country, in
the place where he was born. On the contrary, he believes that the second-generation children are precious
stones in the midst of the junk of the current Italian society and he claims to obtain more consideration and
space to express peculiarities, abilities and powers.
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Discussion

Maturana (1993) considers the language as an essential feature of a self-conscious mind. According to
this approach, the mind is a function of the language and not vice versa. Writing has a high communicative
power, being one of the most effective and safe methods for exchanging information. Writing, from a
psychological point of view, gives the individuals the illusion to be able to make a mark and make their thoughts
survive. The individual narration of stories generates the mental organization of a personal biography that,
appropriately intertwined with the stories of the other people, helps to give a sense to the own experiences
and the own existence. Writing supplies the conscience. The space of writing refers to a mental space where
a person is able to shape ideas, images, figures, concepts, words. Writing intensifies the sense of the self
but at the same time launches bridges to the others, facilitates the relationship with the others and with
the world. In any written messages, the traces of a mental journey are imprinted. Writing takes impetus
from something ancient, remote, from a secret memory that we do not want to lose. Something new and
present forces us to accept and revive a fragmented memory, made of uprooting, of broken biographies, of
landscapes that are not always clear and reassuring. This is true for all of us, but especially for young second-
generation immigrants, whose life and identity paths are markedly, sometimes dramatically lacerated with
divisions, tears, time and spatial shifts of violent extent and complex consequences. Encouraging them
to reconsider their own paths through autobiographical writing activities, both at school and in informal
settings, constitutes an action of great importance and effectiveness, leading to positive results on different
interwoven levels: the plan of the linguistic and expressive consolidation; the level of the self-reflection; the
plan of the confrontation with the others. At the same time, the opportunity to read the novels and the short
stories of the second- generation writers constitutes for the native boys and girls an important opportunity to
reconsider their representation of the contemporary Italy, learning more about the histories and experiences
of their foreign peers, enhancing the affinities and reducing the differences. At a more general educational
level, inviting all young people to give new and powerful meanings to the written word and to the reading
activities, could strengthen the understanding of their links with the social and interpersonal environment in
which they are embedded.

Conclusion

Since the beginning of the twenty-first century, the literary panorama of the Italian literature of
migration has established a break with the themes and the languages of the previous writing of migrations
and has consolidated a trend already present in other European countries starting from some works of large
success and importance, first of all White teeth by Zadie Smith. Born in Italy or arrived at a very young age,
the authors of this generation have grown up and have been educated in our country, in close contact with
the dominant cultural models, which are not always compatible with the contents of their cultures of origin.

Confusions of identity, conflicts with parents, experienced or perceived discrimination, but also
multilingualism, hybridity and a growing desire to be cosmopolitan are traceable in all their biographies, and
then in their novels and short stories. Thousands of young second-generation immigrants should correspond
to the contents and languages of their works, as well as in the lyrics of some rappers who have recently
obtained a resounding success. Reading, analyzing and studying the Italian literature of migration could
allow us to experience a deep and emotionally meaningful approach to the reality of migration that has
transformed the Italian social and cultural contexts. The writing, expressive tool par excellence, becomes
an important element of mutual understanding, fostering the meeting between people who have origins in
worlds that were once thought far away, but now coexisting in the same liquid spaces.
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NEW LINGUISTIC TOOLS FOR SOCIAL INCLUSION IN ACQUISITION OF THE FOREIGN LANGUAGE

Olga V. Lvova
Moscow City University
Institute of Mathematics, Informatics and Natural Sciences

Summary

Two new linguistic tools — situative vocabularies and quasi-corps are presented. The tools appeared due
to development of ICT and are closely connected to them being a combination of telecomminicative and
wiki components. They can be considered as a very special kind of glossary or vocabulary that contains
determination of the substantive components (concepts, objects, communications) common to different
disciplines or expressions corresponding to any communicative situation and sometimes actions (rules of
behaviour) that may accompany such situation as well as a set of relevant documents to help in drafting
document of his own. Possible application of the tools for social inclusion is considered in details. Practical
examples are given.

Key words: informatization of education, linguistic tools, situative vocabulary, quasi-corp

Introduction

Practically all educational institutions in the Russian Federation are equipped with computers. The
amount of educators using information and telecommunication technologies in the activity is constantly
increasing. ICT are applied not only for teaching schoolchildren and students but in organizational, scientific,
methodical, and extra educational activities of educational staff as well. Some years ago exclusively teachers
of informatics and information technologies used computers and other similar equipment, nowadays it is
practically impossible to find out a knowledge domain in teaching of which information technologies are not
used. Appropriate tendencies can already be observed for almost all higher educational institutions of the
Russian Federation. Strong necessity to use innovative ICT-tools and strategiesin educationis specially allocated
in the Federal Law on Education of the Russian Federation on Education (2012) (Article 16. Realization of
educational programmes with use of e-learning and distance educational technologies) [Federal Law, 2012.]
and resulted in development of a new tendency in education — informatization of education. For justified and
effective application of information and telecommunication technologies teachers should recognize main
positive and negative aspects of informatization of teaching, application of e-editions and resources. It is
obvious that recognition of such aspects will help teachers and lecturers to use informatization where it
results in the greatest advantages and minimize possible negative features connected with work of trainees
with modern means of informatization. Application of means of informatization according to the principle
“the more is the better” cannot result in real increase in effectiveness of system of education. Application
of educational resources demands rational and clearly reasoned approach. Following the principles of
this approach, language educators re-evaluate their teaching content for the students to be able to apply
knowledge, skills and attitudes obtained at university in their post-graduate life. Here, the Russian higher
education is on the same wave with the European colleagues. The evident necessity to teach languages with
technologies explains the steadfast interest to this area of pedagogical research.

New linguistic tools for social inclusion in acquisition of the foreign language

Term communication is at one of the main places in the conceptual framework of various,
including linguistic areas of knowledge necessary for modern man to establish and maintain contacts in
different areas and situations of interaction. Communicative competence involves knowledge of speech,
its functions, development of skills in the area of the four main types of speech activity (speaking,
listening comprehension, reading, and writing). In the composition of communicative competence we as
a methodological procedure — allocate speech competence. Speech competence is knowledge of the basic
laws of language and speech functioning and ability to use it for solving professional problems. It is one
of the main means of communication in any field of activity, and it is therefore important to give all the
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social and professional significant opportunities to students for successful mastery of the forms, means and
methods of communication and skillful management of the communicative situation in terms of its positive
development, which, in turn, involves providing emotional comfort to all parties of the communication,
and — the most important! — achievement of the objectives of education. These are the components of a
situation or speech conditions that dictate the speaker choice of words and grammatical means. To intensify
training of speech interaction in a situation simulated at the lesson it is necessary to organize speech means
and methods of expression peculiar for each typical situation. A hypothetical representation of the effective
methodical system for the formation/development of communicative and speech competence of students
can be considered as selection and organization of the most frequent lexico-grammatical structures for the
realization of the objects of speech communication. The types of communicative actions will be:

- planning educational cooperation with teacher and peers — the definition of objectives, functions,
participants, ways of interacting;

- asking questions — enterprising cooperation in searching and collecting information;

- conflict resolution — identification of the problem, searching and evaluation of alternative methods
of conflict resolution, decision making and implementation;

- management of behavior of a partner — control, correction, evaluation of the partner’s actions;

- ability with sufficient completeness and accuracy to express thoughts in accordance with the
objectives and conditions of communication; the ownership of monologue and dialogue forms of
speech in accordance with the grammatical and syntactic rules of the language.

Table 1: Correspondence of lexical and grammar structures to motives of speech activity

Motive of speech Lexical and grammar construction

Of course (it is obvious, without any doubt)
Everybody knows that
From the said follows
In practice it is proved

Statement

Is assumed to be

Let it be (One can think)
Seems to be

Even if we assume

Agree that

Undoubtedly

It is rather obvious

As we can see from the example

Assumption

Persuasion

It is incorrect to believe
One cannot assume that
It seems to be a
controversial claim

Negation

The conclusion is

It was given an evidence

Conclusions So

It was proved

The above said results in the following conclusion

Wide dissemination and development of information and telecommunication technologies have
made possible the emergence of a few innovative linguistic ICT tools — situational vocabularies and quasi-
corps. Let’s look at each of them. According to the definition given in the dictionary of social science terms
vocabulary is 1) short dictionary to textbook or manual; 2) idiolect. From the linguistic point of view we can
add a limited dictionary to separate texts in foreign language. This innovative ICT tool in the most general
form combining telecommunicative component and wiki component, is a “vocabulary” (glossary), including
the determination of the substantive components (concepts, objects, communications) that are common
to different disciplines (as, for example, in the following Table 1) or corresponding to any communicative
situation (e.g., business letter, birthday greeting, holiday, invitation, etc.), and action (rules of behaviour) that
may accompany such situation. For example, phrases for expressing gratitude, when you receive a gift, may
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be followed by a recommendation not to postpone the gift aside and immediately deploy and see it.

Situative vocabulary is placed at a network resource and, thus, it is made available for a large number
of users who can benefit from the information, but also make the additions, comments. From this point of
view, situative vocabulary is a widespread wiki-project. Situative vocabulary also includes a forum (blog) to
discuss issues associated with the use of these or those lexical units or constructions, making it a tool of
telecommunication. Such vocabulary (glossary) can used both by teachers and students. It can be maintained,
unified, provide basis for a wide variety of educational tasks.

Thematic vocabulary in natural sciences profile, in particular mathematics, provides (but are not
limited to) the following features:

1. Compilation of a vocabulary (glossary), including the determination of the substantive components
(concepts, objects, and communications) located at any network resource. They can be used both by
teachers and students. Such an object may be maintained, unified, provide basis for a wide variety of
educational tasks.

2. Discussion of ways and situations of application of different linguistic structures or meanings of words
and expressions (in forums, blogs, chat rooms etc) on the instructions of the teacher, and when a
student due to various circumstances acquires a similar experience and wants to share it or faces the
problem and tries to find out how other solve it. The teacher, on the one hand, demonstrates such
patterns in his speech, and on the other, corrects the speech of students, ensuring a clear, logical, and
stylistically correct language.

3. Gaining experience of drafting/writing of various kinds of formalized documents (official letters,
articles, etc.) in e-mail, conference.

Introducing specific objects of speech into given phrasing one gets a unified model of presentation
of the content applicable to communicative situations proposed in any science or discipline, and just life
situation.

Previously were proposed methods of application of situative vocabularies (glossaries), including
definitions of subject components (concepts, objects, communications) that are common to different
disciplines and located at any network resource (e.g., group e-mail). This object may, for example, include
a table of “Matching the lexical and grammatical structures based speech activity”(see above). Such a
vocabulary (glossary) can be used both by teachers and students. And as it was already mentioned above it
can be maintained, unified, provide basis for a wide variety of educational tasks (Lvova 2013).

Experience in application of such vocabularies and subsequent research in this area revealed that
the reason for the lack of communicative activity in relation to any relevant event (e.g., birthday, victory
in competition, etc.) or, even worse, a wrong verbal response to it, often lies not in the unwillingness to
express feelings in respect to this event, but in the inability to vest them in appropriate form or the lack
of/ignorance of the relevant words and expressions. This points to the need in creation of situational
vocabularies including the lexical structures used in specific communicative situations and, of course, located
at shared network resources. The use of information and communication technologies in creating situational
vocabularies opens wide prospects of application of the tool. For example, it can provide a basis for a wide
variety of learning tasks in the development of communication competences, to be an object of project
activities of students (to be created or updated and unified by themselves) if relevant forums, blogs, chats,
etc are available. Students receive the opportunity to discuss ways and situations of application of different
linguistic structures or meanings of words and expressions not as a learning task but when owing to various
circumstances such experience is gained and they want to share or when a problem occurs and there is a
desire to find out how other solve it.

Today to give a student as much knowledge as possible is not so important as to ensure his cultural,
personal and cognitive development.

Let’s consider one more innovative tool — a linguistic quasi-corp. One should remember that for
linguistic corpus stands the array of texts collected in a single system with specific characteristics (language,
genre, time of creation of the text, author, etc.) and equipped with a search system. Linguistic corpus can
include both written texts (newspapers, magazines, literary works), and transcripts of radio and television
programmes.

To be representative, i.e. it is indicative in any field, linguistic corpus must contain more than a million
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units.

However, quite often there is a necessity in investigating application of not a certain word or phrases,
and whole text, for example, its structure or way of design. It is clear that an array of a very large number
of elements in such cases cannot be used because the analysis should be carried out not by machine, but
man. For such cases the authors proposed quite appropriate to their point of view innovative ICT-tool —
linguistic quasi-corpus. According to the definition in the dictionary quasi (lat. quasi — as if), a prefix meaning
1) imaginary, unreal (e.g., quasiscientist), 2) nearly, close to (e.g., quasioptical). That is, linguistic quasi-corpus
is an array of texts (or extracts of texts), selected on any basis and consisting of small (2-20) numbers of
elements. The main task of linguistic quasi-corpus is to help the user in analysis of the structure and/or
vocabulary of any document when compiling his own document.

It is interesting to note that the principle of quasi-corpus has been used for quite a long time and is
very common. For example, a well-known pattern to fill any documents, if it appears 2 or more options can
be regarded as a linguistic quasi-corpus.

One should also notice that skillful development and use of linguistic quasi-corpus including relevant
to the situation/subject tolerant expressions can asset in fostering linguistic tolerance that can result in
tolerant behavior.

Lately society is becoming increasingly aware of how great is the role of global networks in the
formation of worldview of the person, especially the young. Unfortunately we currently have a vast number
of negative examples of such education. If social nets is a powerful tool for

- Propaganda

- Fostering positive features (e.g., tolerance, sympathy etc.)

- Agitation

we can use above mentioned ICT-tools for benefit of human values fostering them via fostering

linguistic media of a person.

Thus we get not just a linguistic tool but a tool formation of universal educational activities, being
interdisciplinary, transdisciplinary in nature and ensuring integrity of common cultural, personal and cognitive
development and self-development, fostering psychological abilities of the student.

Conclusion
Current situation in the world make us face many challenges:

- need in overcoming lack of interest to education especially in the fields demanding assiduity,
hardworking, flexible mind;

- immersion of learners in virtual reality, their being “natives” in i- and e-world more than in a
physical one;

- loss of cultural, ethic and moral values due to different reasons;
- development of cross-cultural communications that in some cases are to be controlled and directed;

- strong necessity in improvement, strengthening and often just fostering tolerance

being probably very important for educators. To overcome difficulties, to solve problems and to meet
challenges successfully educators are to reconsider concepts of education on the whole, existing approaches
to it, their place and role and in particular, use modern (ICT) tools and technologies which learners are
very familiar and get used to. It will allow raising motivation and interest of learners. Moreover educative
opportunities are significantly widen to benefit learning outcomes.
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Abstract

The proficiency of language of schooling is directly related to the academic success of students and it is
necessary for the establishment of the various interactions in schools. In addition the language of schooling
is also a tool of knowedge construction and knowledge transmission, and enable students to develop their
autonomy and their democratic participation.

The Portuguese education system receive students with different language experiences outside the school
context that influence their performance in learning and use the language of schooling. Recently, Portugal
has also received many students from immigration and due to this, the population in school population is
increasingly multilingual and require other ways of integrating all students who attend the school.

Based on this reflection, we present an intervention project aimed to the development of language learning
through arts, in a multilingual context, with a group of pupils in a primary school, in the municipality of
Amadora. The results confirm students have improved their level of linguistic performance.

Key words: language learning, language of schooling, multilingual contexts

The language of schooling in multilingual contexts

The proficiency of language of schooling is directly linked to school success, because the school has a
specific discourse and it is a place of (inter) communications. In this sense, the language of schooling is the tool
used to establish interactions between students and teachers, to transmit and acquire knowledge, to study
and develop knowledge, and many other situations that are uniquely confined to school. This characteristic
accords to the language of schooling the power to be a unique and particular code (Beacco et al 2015).

It is quite evident the language adapts to different contexts and situations, for example, the language
of the media, the administrative language, the language of the street and we can see with these examples, as
they are distant from each other. Although “school speech be prepared for a student-standard, no pedagogue
still had contact with this type of student” (Braun 1998: 17). The school develops an appropriate language
to a student-standard, from a middle social environment and possessed of certain cultural experiences.
However, the school does not receive only students who correspond to this stereotype created decades
ago. And despite the school having open to all students in the mid-twentieth century, only recently the
policies makers drew attention to this concept and the school’s speech has not changed in order to ensure
overall integration of all students. There is, in some cases, a total misunderstanding to the messages, in that
sometimes the language students is far of the school language. This discrepancy is due to the use of different
languages by the students - school language, mother tongue, language used with friends, language used in
school, among other situations.

Braun refers (1998), in a study in 1997 with native French students from disadvantaged backgrounds,
to attend primary school, fall under a weak proficiency of French language. And he reinforce the assumption
by stating that belonging to a disadvantaged social environment has implications in the language learning of
immigrants and native students. Indeed, the relationship with the language of schooling seems to depend
largely on the environment in which the pupil is inserted, and he use different language registers, according
to the social class belongs. This phenomenon is explained by the fact that the native students and immigrant
students accumulate a “social handicap” and a different linguistic origin, confronting them with serious
learning problems of the language of schooling in all areas: reading, writing, vocabulary, syntax, conjugations
and speaking, ... . In the study of Gongalves (2007), students from linguistic minorities also have recognized
these weaknesses proficiency of schooling language.
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The language of schooling corresponds to a elaborate code and is therefore natural that “children from
different types of families, making different uses of language, are in unequal positions to appropriate school
speech and produce speech that is in accordance with the school rules” (Pinto 1995: 58). Thus, children
whose families use an elaborate code will not have integration difficulties in school due to the familiarity of
speech used, but children from families who use a restricted code, and are not familiar with the elaborate
code, feel more difficulties integration. In this sense, it is understood also that the symbolic discontinuity
between the family environment and the school context contributes to a difficult integration in school and
therefore underachievement.

The non-proficiency of the language of schooling leads to academic failure in the language as a subject
or even in other subjects of the curriculum, in the sense the language is both object and means of learning.

In fact, the school language proficiency is the main key for the student to be autonomous to learn how
to learn and to successfully carry out their school careers. It is a need to develop in students the language of
schooling, due to their specificity, so they can fully understand all the written and oral language.

Indeed, several studies (Pinto 1995; Gongalves 2007; Gongalves 2010; Silva and Gongalves 2011)
demonstrated the influence of language of schooling in the behavior of school students. In turn, your
proficiency is the key to ensuring the academic success of all students.

In two thousand and fourteen a recommendation of the committee of ministers of the Council of
Europe drew attention to the importance of competences on the language schooling for equity in education
and for educational success. One of the key principles in the recommendation highlights the importance of
language in all subjects across the curriculum. So, this perspective, putting the focus on the importance of
language in all subjects, anticipated by the results of previous studies, is “a challenge for policy-makers and
practitioners, because it requires a new insights and a whole-school, cross-curricular perspectives” (Beacco
et al 2015: 9).

“By acquiring the language of a subject and reflecting on it, all learners will master the content and
accompanying tasks more successfully” (Beacco et a/ 2015: 10), and allow students to have a full participation
in a democratic society. But, as we know, the language of schooling is not mastered before enter to school,
regarding the writing competence and is an issue in particular for pupils from socially disadvantaged
backgrounds or whose home language is different to main language of schooling.

In 2009, the Language Policy Unit - Council of Europe present a diagram (see Fig. 1) synthetize in a very
clear way the learner and languages present in school: all linguistic varieties, if they are recognized in some
way in the curriculum or if they are simply part of the language repertory of pupils (Beacco et al 2015), which
can be used in school (for example in the playground). In Portugal, many pupils use their regional, minority
or migrant language when they are in the playground with colleagues. These languages appear in school and
may also be recognized without being taught.

The “language(s) of schooling”, not the first or home language of many pupils, is used as the ordinary
vehicle, shared and assumed to be common, for the functioning of the school; it appears in the school as
taught subject as such, and as a medium of teaching other subjects. And “foreign languages - modern and
classical” are other languages that are school subjects in the curriculum, like English, French, and Latin.

Figure. 1: Languages in education

Languages in education, languages for education

The learner and the
languages present in
school

of schooling

i i | ‘
— |
| ’ hmu:;(}:}; ™)

Source: adapted from Beacco et al (2015: 29)
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As we mentioned above, to achieve in their learning pupils need sufficient proficiency in the language
to be able to understand and participate in the learning process and in school life. “Even if more than one
language is used as the main language(s) of schooling, as we see before, a number of pupils still not be using
the first or home language for learning purposes. They may underachieve, not because of any lack of ability,
but because of their difficulties with language” (Beacco et al 2015: 13).

Indeed, pupils need to be able to use the language for learning content, for expresses their
understanding and implications of what they learn. This requires a level of competence in what has been
called “academic language” by Beacco et al (2015: 14) or language of school as designed and highlighted by
others authors in previous studies (Gongalves 2010; Silva and Gongalves 2011).

However, we are aware that language education is not the only factor in ensuring quality in schools:
teaching expertise, resources, socio-cultural context and other influences are also relevant. Nevertheless,
“language education is of the utmost importance, (...) and often not sufficiently addressed” (Beacco et al
2015: 11).

The Portuguese context

The Portuguese School is currently linguistically and socially diverse, integrating students from about
one hundred and twenty nationalities and in primary school we receive pupils from seventy-five countries.

In previous studies (Gongalves 2007; Gongalves 2010; Silva and Gongalves 2011), immigrant students
with fifteen years old, when asked about their feelings and expectations regarding learning Portuguese
language, told us they are embarrassed to speak in public because, almost because they know their linguistic
problems and they are aware about their difficulties in writing and reading different genres of texts. During the
interviews, these students suggested to teachers to develop more practical lessons, which they can work on
different contents. These suggestions were extended to language lessons and lessons of other subjects which
language is also an important issue. They expressed their worries regarding their personal and professional
future, because, after all, they just want school allows them to have a good job and a good live (Gongalves
2007) (see Fig. 2).

Figure 2: Feelings of immigrant students in Portugal about their learning process

Regarding the results of the studies below-mentioned, we were interested to develop work in first
years of school, in primary school in way to better understand the learning language difficulties and their
underachievement as well presented by students at fifteen years old. What types of projects can we developin
primary school that could motivate and integrate immigrant pupils? What methodologies can we implement
that help learning language in a multilingual context?

In this sense, we implemented an action research in a class aimed to promote equity and quality in
classroom through the integration languages and arts. It will be presented in the next section.

Equity and quality in classroom through languages and arts - an intervention project in a multilingual class
in primary school

When we focus the language learning process on primary school, in practice, language learning
occupies a central place in primary education. Teachers at that level are sometimes even presented as language
teachers. The main focal points of educational activity are the development of vocabulary, the progressive
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ability to understand, an initiation to written material, training in oral interaction and the promotion of
personal expression. “Furthermore, since the same teacher is responsible for a significant portion, or even
the whole, of the time spent by children at school, opportunities arise for linguistic support through a variety
of language use situations” (Beacco et al 2015: 59). In fact, the diversity of relations between language and
knowledge confirms that language is absolutely essential to knowledge and knowledge building.

According to this, the aim of this project was firstly to promote equity and quality in a plurilingual
classroom through a cross-curricular perspective teaching arts and language, in a class with pupils from social
disadvantaged backgrounds or with the Portuguese as a language of schooling. At the end we wanted to have
developed language skills, but also but also skills in artistic communication.

Some studies argue that students whose schooling language does not match their mother tongue
benefit even more from arts education projects because they provide useful tools for learners in terms of
reporting and analysis of information (Office of Bilingual Education and Foreign Languages Studies 2010). So,
we decided to explore the language dimension in arts in order to promote the integration of pupils and their
language proficiency.

All the work was carried out using didactic sequences following this model presented above (see Fig.
3): the teacher presents a situation and according to the final goal the project learning has different modules
with an initial and a final production.

We carried out five didactic sequences for this project and depending on the specific content each
didactic sequence has worked with different learning language and art strategies and had different final
products.

Figure 3: Didactic Sequence scheme

Modube 2
Exploitation of

information

Source: adapted from Dolz et al. (2004), Camps (2003)

The first didactic sequence was designed “Colors, dots, and lines”. For this first moment the aim was
to familiarize learners with the concepts and the specific vocabulary related to the arts, like colors, dots, lines
and at the same time with the poetry text. The development of literacy in each and every learner is not an
abstract demand or perspective, but that it is a part of subject teaching itself.

The second didactic sequence “The bedrooms” was a first contact with the structure of descriptive
text. An important category related to the academic language use is that of ‘genre’. When pupils are asked
to write up an account of a lesson, they may be left confused if no further information is provided on type
of writing they are meant to use. For this case, pupils are asked to write a descriptive text about their rooms
using a model text provided by teacher and some specific vocabulary as well.

Another important fact is the way the teacher chosen to approach for the first time this type of text
inviting pupils to describe their own bedrooms, why a children said: “So it’s easy, we just have to talk about
our stuff”.

The third didactic sequence was a “Painting Dictated” inspired in Salvador Dali in order to develop the
ability of observation and description through the instructional text because language needs to be viewed
not just as a system but as a discourse. In this case, pupils used cognitive-linguistic functions for describing,
which presupposes enumerating, characterizing, locating, quantifying, comparing or assessing in a non-
subjectively way.
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In the fourth didactic sequence designated “Fish that glow”, the pupils needed to search and select
information on styles, techniques, painters, works in order to justify their written and artistic productions.
The diversity of relations between language and knowledge shows that language is absolutely essential to
knowledge and knowledge building. It is important to take the fullest possible account of the variety of
functions that language can perform, in this case search, select information, describing, among others to
write and paint.

The fifth didactic sequence “Shared bedrooms” promoted the interaction between learners, they
wrote and paint together. They made the description and painting in groups following the dynamic Cadrave
Exqui.

The last didactic sequence was dedicated to “The Exhibition”. The exhibition occurred in the library
of the parish council and for this final moment, learners needed to write invitations, flyers, a presentation to
the public and welcome guests. It was a moment to open their work to the community and involve families
and promote inclusion and social cohesion and respect for pupils as well.

Conclusion

At the end, it was possible to confirm the texts were more consistent, extensive and organized. Pupils
have acquired vocabulary and more diverse. The link between art and writing generates increased fluency of
ideas, problem solving and clarity in thought and oral and written communication. And cooperative learning
gave meaning to learning achieved and was also a motivating factor.

We can conclude artistic creation promote the cognitive development of students, increase literacy
levels and develop language // but also the mastered of schooling language allows students to their school
success and in their personal and professional life’s.
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POSTER: THE MEANING OF PORTUGUESE LANGUAGE FOR YOUNG TEENAGERS OF THE SECOND GENERATION OF CAPE VERDEAN IMMIGRANTS
IN PORTUGAL THAT ATTEND THE 3RD CYCLE OF BASIC EDUCATION

Cristina Simoes
FCSH-UNL

INTRODUCTION

The Meaning Of Portuguese Language For Young Teenagers Of The Second Generation Of Cape Verdean
Immigrants In Portugal That Attend The 3rd Cycle Of Basic Education.

( PORTUGUESE LANGUAGE )

METHODS

- 50 students (both sex) of the second generation of Cape Verdean immigrants in Portugal;
- 3" cycle of basic education schools (Sintra and Amadora countys);

- Survey;

- Data analysis;

- Discussion of the results.

RESULTS

For these young students, Portuguese Language is:

- their maternal language;

- the language of communication in their everyday life;

- very important to make them portuguese;

- very important to their integration in the portuguese society and for the integration overall;

- perceived differently according to gender;

- also the one language they think and dream, though it’s in Portuguese and Creole they get angry.
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We propose:

- the creation of the subject “Portuguese second Language”, a subject in between Portuguese and Portuguese
as foreign language;

- reinforcement classes of Portuguese as foreign language or as second language for these students as soon
as difficulties are identified;

- adifferent teaching and learning of Portuguese language for each gender - as maternal language for feminine
gender and as foreign/second language for masculine gender.
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POSTER: COOPERATIVE LEARNING IN THE TEACHING OF PORTUGUESE (NATIVE LANGUAGE) AND SPANISH (FOREIGN LANGUAGE):
A MOTIVATIONAL CHALLENGE TO ACHIEVE DYNAMIC AND ENRICHED CLASSROOM WORK

Mafalda Benavente
FCSH-UNL

INTRODUCTION

- The Portuguese society and its education in particular face now multiple challenges.

- Among those are the promotion of intercultural relations and the founding of twenty-first century citizens.
- This report intends to show cooperative learning as a response to these issues.

- In addition tries to demonstrate that the use of this teaching methodology in the classroom promotes the
increase of student’s motivation through dynamic and enriched school activities.

METHODS

- Application of cooperative learning methodologies, with a 9th grade class, based on 3 stages:
pre-implementation; implementation; post-implementation.

- pre-implementation: student’s social skills diagnosis; planning of lessons.

- implementation of 5 cooperative activities distributed by Portuguese and Spanish subjects.

- methods used: Creative Controversy; Pairs check; Learning Together; STAD.

- post-implementation: group self evaluation; reflection regarding the obtained outcomes, by the teacher.

RESULTS

- The sum of results of group self evaluations showed a favourable record regarding the acquisition of social
skills by the students.

- Some situations were analyzed with more or less positive results, some of which led to a revision of the
strategy.

- The choice of names for each group and the delivery of results and diplomas led to a greater appreciation
of the goals to be achieved by the teams, strengthening at the same time the interdependence among its
elements.

- The option of fixed groups also proved positive because it allowed students to build, gradually, affective
relationships and complicity with colleagues.

- Changes in the layout of the classroom were made to prevent loss of time and any disturbances.

- Maladjustment of many students to take on, exclusively, papers with certain responsibilities, respecting at
the same time the duties of colleagues.

- In ideas confrontational activities there were behaviours that showed some confusion regarding the tone
used by the students.

- Unsatisfactory way of participation in cooperative activities by two students.

- The diversity of methods used, one of which with two variants, showed that there may be alternatives
regarding the duration and complexity of the cooperative activities.
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KEY CONCLUSIONS

-Survey results (end of the school year) where it asked the opinion of students: 83% considered that teamwork
made all group members to be benefit; 78% opined that the cooperative work was, overall, effective.

- Critical analysis by the trainee: possible need to have been carried out previous activities, oriented for
students, for acquisition or enhancement of social skills; the practical application of this methodology only
with one class did not allow comparative analyzes.

- The trainee maintains the perception that cooperative learning will play an important role in the future of
education. Indeed, and as reinforced by the opinions of students, provides the development of core skills of
the human being and the individual’s own sustainability, by the appreciation of difference, tolerance, critical
thinking and autonomy.
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POSTER: LANGUAGE LESSONS AS A MEAN T0 PROMOTE INTERCULTURAL AWARENESS

Leonor Gorgulho
FCSH-UNL

INTRODUCTION

This work was performed for the school year of 2011/2012 at Escola Secundaria da Quinta do Marqués
and the main aim was to promote intercultural awareness through language lessons.

In order to explore the concept from a didactic perspective, it was considered the formulation of
Abdallah-Pretceille e Porcher “I'autre est a la fois identique a moi et different de moi”. According to this idea,
interculturalism can be seen as a concept that includes four elements, like “the self”, “the other”, “identity”
and “difference”. This means that between “the self” and “the other” there is simultaneously an identity and
a difference, because we are all human beings, but at the same time each one has his own particularities
according to his own cultural roots.

From a pedagogical point of view, this concept can be a way to develop in students some principles
like solidarity and respect. Besides that it can be considered as a mean to understand both “the other” and
“the self”.

Taking into consideration that schools have an important role in education of individuals and
bearing in mind that education comprehends many issues that are also related with citizenship, to work
the interculturalism in classes is a way to prepare pupils to be conscious citizens of the current multicultural
world.

METHODS

As the pedagogical practice was carried out with a class of 10" year, where the subject taught was
Portuguese (the mother language) and with a class of 7t year, where the subject taught was French
(a foreign language), the methodology used was different in these two classes.

PORTUGUESE CLASSES:

Considering the particularities of the class, the choice was to develop in students skills of literature analysis
and to use this one to promote an intercultural awareness, through the reflection of the texts content.
Without ignoring the Portuguese program for this school year, the poems selected were:

- “O dia em que eu nasci, moura e pereca” (Luis de Camdes)

- “Sete anos de pastor Jacob Servia” (Luis de Camodes)

- “Projecto Metafisico” (Nuno Judice)

- “Retrato” (Vitorino Nemésio)

FRENCH CLASSES:

Taking into account the importance of communication when teaching foreign languages, it was thought
that the best way to promote interculturalism was through the contact with other culture. This was the
basis for the creation of a blogl, as a mean for school interchange with a class in Poland. The French classes
were planned in order to provide the students the tools they needed to communicate with a French class in
Poland.

| P AT . PR FYNTIRS =

Les achangent des mots

The blog can be consulted in echangemots.blogspot.pt
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RESULTS

PORTUGUESE CLASSES:

- Through the observation of Camdes poems and the excerpts from Bible that had similarities with these
poems, the students could understand some of the influences of this poet and how texts communicate
themselves, being able to think about the texts they read.

- From the reading and analysis of the poem “Projecto Metafisico” of Nuno Judice, learners were led to think
about the role of dreams in our lives. Secondly they read the speech of Martin Luther King “l have a dream”,
which allowed them to make some reflections about discrimination, like the following one:

“Besides the fulfillement of his dream, there is still some discrimination by population. For example, there are moments in
life where if there is a problem, many people have more tendencies to blame a black man instead of a white man, although
they are humanly equal to the point of making the same mistakes. Society should open her eyes for the reality, as both the
black and the white man have a heart inside them.”

Student A

(translation)

FRENCH CLASSES:

- Due to the knowledge acquired in classroom, students were able to accomplish the tasks proposed by the
teacher, which would lead them to communicate with the other.

- The tasks realized were the presentation of students in order to introduce themselves to the Polish students;
description of the activities practiced during a weekend and creation of a “voki” describing his daily routine.
- Performance of spontaneous comments by both Portuguese and Polish students, showing thus the dialogue
that gave voice to the school exchange.

Portuguese student: Salut Karolina! :) Je m’appelle Inés! Bisous
Polish student: Salut Inés! Comment ca va? J’habite a Czestochowa et toi, ol habites-tu? Bisous :***
Portuguese student: Ca va bien! Et toi? J’habite a Oeiras, prés de Lisbonne. Quell’est ta couleur préfere? Bisous! :) Inés

Polish student: Salut! J'aime le beige et bleu. J'ai troi jours feries a I'ecole car il y a des exames finals du college. Je vais en
vacances a la mer en Pologne. Et toi? Les vacances commencwnt le 29 juin et finissent le 31 aout, et au Portugal? Bisous :*

Reproduction of a dialogue between a Portuguese student and a Polish student performed through the comments of the blog.

KEY CONCLUSIONS

- By thinking on the role of interculturalism in education, it can be concluded that to be open to the other is
a key issue.

- Considering the school as a micro-society and taking into account its importance in the development of
future citizens, it becomes particularly relevant to explore intercultural matters with everyone, including
homogenous classes from cultural point of view.

- Once the richness of literary texts, it is very appropriate to use them in order to develop the skills of analysis
and reflection in students.

- One of the best way to be aware of the similarities and differences of the others is dealing directly with
them. Thus, the new tools available by technological development, like the blog, can provide a new life to
the learning of classroom.
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Abstract

In the present paper we will discuss the contribution of non-formal initiatives to the promotion of an
intercultural education, in a holistic perspective of interculturalism and fostering global citizenship. Deepening
the analysis of intercultural contexts by taking non-formal initiatives as targets of analysis, it is our objective
to propose a framework of observation and evaluation of intercultural initiatives taking place outside the
formal educational system.

The brief analysis of three intercultural initiatives in two different fields of action — family hosting within
an educational context and urban tourism —, taken as examples of non-formal approaches, allowed us to
propose a grid analysis as a useful instrument for observation of intercultural relations outside the formal
context. This tool can be used within Intercultural Education Platforms on a straight monitoring collaboration
with an Observatory of Migrations, complemented by an Observatory of Tolerance that could disseminate
the best practices of the considered territory.

Key words: interculturalism, non-formal education, observation grid

Introduction

Consideringintercultural education asthe “education that supports the diversity of cultures, theirvalues
andinteractions, and languages, reinforcing solidarity among contexts with different levels of resources” (Silva
in FCSH-UNL 2015: 25), there are several initiatives taking place in everyday life that contribute to society’s
intercultural education. To sense them, it is important to deepen a holistic perspective of interculturalism,
creating a platform to observe changing social conditions and a bridge from this observation to the field of
educational intervention in multicultural contexts.

As Sales and Garcia (1997) state, a pedagogical model for the cultural enrichment of citizens can be
created, deriving from the recognition and respect for diversity, through exchange and dialogue, active and
critical participation in a democratic society based on equality, tolerance and solidarity. Education is the
necessaryplatformtocreate “informedcitizensinamulticulturaldemocracy”, promoting theacknowledgement
of how “today’s global interconnectedness necessitates an understanding of events and issues that cannot
be controlled or resolved by a single nation” (Banks et al 2005: 12). But the role of pedagogical institutions
is not the unilateral adaptation of immigrants to the constraints of the host society, but rather interrogating
(turning point for learning), listening to the other and educating for local and international solidarity (Rey
1992). Besides, education does not only take place in a formal way in pedagogical institutions — there are
other contexts also promoting the sensitivity to intercultural challenges, intercultural practices, curiosity, and
cognitive flexibility and deepening knowledge on cultural shock, prejudice, racism, differences in values, and
other emerging challenges within intercultural projects.

Education can be developed through formal, informal and non-formal approaches, all retained
important within the Council of Europe Charter on Education for Democratic Citizenship and Human Rights
Education. Formal education is provided in educational institutions according to a particular pattern, in a fixed
time and place of teaching, it is “the structured education and training system that runs from pre-primary
and primary through secondary school and on to university. It takes place, as a rule, at general or vocational
educational institutions and leads to certification”. Non-formal is an alternative to formal education and
includes lifelong education, job-training and “any planned programme of education designed to improve a
range of skills and competences, outside the formal educational setting”. Informal education complements
the formal one and has no fixed syllabi, rules or formalities, being the kind of education one receives with
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the family, friends or others, “the lifelong process whereby every individual acquires attitudes, values, skills
and knowledge from the educational influences and resources in his or her own environment and from daily
experience (family, peer group, neighbours, encounters, library, mass media, work, play, etc.)” (Chandra and
Sharma 2004; Council of Europe 2010, Section | — General provisions, 2. Definitions).

Formal, non-formal and informal approaches are related to different types of educational experiences
thatcan be developed within different contexts and initiatives. Formal approaches can be observedinschooling
institutions where students’ accomplishments are defined, verified and certified, those contexts more
familiar to academic production on multicultural curricula and classes (Silva 2008). Non-formal approaches
occur outside the formal schooling, but also involve a projected/contractual dimension, for example through
the intervention of associations, NGOs, social private entities and media, while informal approaches are less
observable in determined places, times and actions, as they constitute the daily experiences in life. The latter
dimensions, more reflected in social pedagogy (Tramma 1999), are retained important for observation with
intercultural lenses: they allow to meet and involve different subjects in their life environments, finding out
new educational opportunities and allowing a better organization of education platforms with civil society
organizations towards intercultural aims and objectives.

The aim of this paper is to reflect on intercultural initiatives, by proposing a framework to observe and
analyse them, particularly in non-formal educational contexts, in order to clarify how to promote a structure
of observation, through Observatories of Tolerance and Migrations, and a framework of analysis to learn,
monitor and generate more ideas from non-formal intercultural initiatives.

After presenting the methodological approach underlying this paper, we will focus on three projects
on family hosting and urban tourism as examples of non-formal and informal intercultural education. Finally,
a brief discussion will be promoted aimed at proposing a framework to observe and analyse non-formal
intercultural initiatives.

Methodological approach

The authors’ readings underlying this paper regard an intercultural approach to education as it is
defined by Silva (2008), Sales and Garcia (1997) and Rey (1992), and to non-formal education as defined by
the Council of Europe (2010). A holistic perspective of interculturalism benefits from readings on educational
sciences, sociology and human ecology that have been merged into ALLMEET’s Intercultural Glossary (FCSH-
UNL, 2015).

This paper aims to propose a framework to observe and analyse non-formal intercultural initiatives.
In order to develop this framework, it is important to depart from existing non-formal intercultural initiatives
and try to establish a common structure of analysis. This structure can be tested through its application to
different non-formal intercultural projects in different local contexts, yet this testing won’t be provided in the
present paper.

In order to attain the aim of the paper, authors will proceed with a descriptive synthesis on two types
of intercultural projects: family hosting and urban tourism. This synthesis will be based on written documents
provided by the projects’ organizers and websites (AFS, intergenerational hosting and Migrantour). The
construction of the grid will proceed through a process of a thematic analysis, in order to list dimensions
and related indicators guiding an evaluation of initiatives contributing to multi- and intercultural education
outside the traditional education system. The grid is prepared as a first instrument for integration in a broader
proposal of Observatories of Tolerance and Migration.

Non-formal and informal intercultural projects based on family hosting and urban tourism

Along with the multi- and interculturalism concerted at a national and international level and
supported by state institutions, multicultural encounters can occur in a non-formal way, through educational
practices which are not included in the formal system of education, and in an informal way, when they
happen outside the traditional paths of education. These multicultural encounters may be developed into
intercultural projects promoting intercultural relations.

Developing the attention towards non-formal and informal educational opportunities is a way to
develop a holistic perspective of intercultural education and lifelong learning, seeking the deepness of the
analysis of intercultural contexts and the strength of links and connections between people.

Taking into account examples of different fields of action — family hosting and urban tourism —, the
challenge we propose here is to find a way to analyse how relations between people with different cultural
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backgrounds, interacting outside the formal educational system, can be a vehicle to interculturalism.

Family is one of the most important agents of socialization and it is the main key for informal
education: parents deeply influence children’s values and behaviour patterns, teaching their own culture to
their children. So, the question is: how can a family promote an intercultural environment?

AFS Intercultural Programs is an international, voluntary, non-governmental, non-profit organization
that provides intercultural learning opportunities. Each country’s agency belongs to the international
networks of AFS Intercultural Programs and of EFIL, the European Federation for Intercultural Learning.

One of the core values promoted by AFS is the personal growth through immersion in a foreign culture,
in an informal intercultural education way. Participants can discover and explore a new culture by embracing
exchange programs. Students and young adult professionals and their families, on the one hand, and host
families, on the other hand, can experience one year of intercultural relations: students between 15 and 18
years old and young adults going abroad and living for a year at a host family from another country, another
language and another culture; while host families share their homes with a new family member and open
doors within their communities, forging strong ties besides the hosting time.

As referred in AFS website, “by experiencing another culture as an outsider, they gain a deeper
understanding of the world and take steps towards becoming responsible global citizens. Participants also
develop useful skills for the future, such as fluency in another language, which can provide a competitive
advantage when applying for college or in the workforce”.

Founded in 1915, since 1947 AFS has given more than 400,000 students and young adult professionals
from 50 different countries the opportunity to travel abroad and embark on personal growth experiences
that continue for a lifetime. In Portugal, the Portuguese ASF agency promotes these exchanges since 1956.

Also in a cultural exchange perspective regarding families, another program is taken in several cities
by municipalities, universities and/or private welfare institutions in Portugal: the intergenerational hosting
of young people by senior families or elder people living alone. Avds do Corag¢do (Grandparents by Heart)
promoted by FCSH-UNL in Lisbon, Avospedagem (Granny-accommodation) in Braga, Aconchego (Coziness) in
Oporto, Lado a Lado (Side by Side) in Coimbra and Lagos para a Vida (Life ties) in Evora are some examples
of local initiatives overcoming senior loneliness by hosting young students from other regions or countries
(as long as there are no linguistic barriers). By dealing with different generation’s necessities, ways of living
and values, both younger and senior people are challenged to have a wide-open perspective about living and
dealing with cultural differences. These are the main criteria to apply to these programs: higher education
students between 18 and 35 years old and not living in the city; seniors must live alone or with one second
person, and must be more than 60 years old. Rights and duties of seniors and youngers are regulated and a
technical team will do the selection, formation and monitoring of the participants. Simple personal data are
asked in the admission form: name, sex, age, telephone, email, address, place and date of birth, nationality,
course and year (in case of being a student), family background (identifying a relative, his/her name, sex, and
telephone number) and marriage status (in case of being a senior).

The main goals of the programs are: fighting loneliness and isolation of senior people; supporting the
senior and his/her family while improving their life quality; promoting intergeneration relations between
younger and senior people; and being at odds with the desertification of urban city centres.

For instance in Oporto, after its beginning in 2004, in 2010 Aconchego had 44 partnerships between
students and seniors in this challenge of sharing a home and a life experience. The recognition of this initiative
comes at a worldwide level, with the “This is European Social Innovation” prize (Euclid Network in partnership
with the European Commission), with a publication about the program by the European Commission and
the participation in the workshop ‘Disruptive Innovation’ in the Social Innovation Park of Bilbao. In Coimbra
there were around 30 submissions, mostly by female students and elder women. Experiences are positively
related by the participants, when both young and senior get along, watching TV together, exchanging recipes,
helping each other, sharing regional subcultures and having the company of each other in social and cultural
events, minimizing the absence of their own family members.

Another interesting project to reflect upon regarding informal approaches to interculturalism concerns
two kinds of mobility profiles related to the use of the city: immigrants and tourists. Inside the vast world of
urban tourism, we highlight the view of a sustainable tourism approach that promotes touristic city routes
guided by local resident immigrants. According to the UN World Tourism Organization, Sustainable Tourism
can be defined as “Tourism that takes full account of its current and future economic, social and environmental
impacts, addressing the needs of visitors, the industry, the environment and host communities” (UNWTO,
website). For a project such as Migrantour, sustainability is focused on the social and economic level. It
promotes the integration of immigrants resident in critical, dense and attractive historical neighbourhoods
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of the city, allowing them an additional income opportunity. Therefore, it addresses two of the principles
of Sustainable Tourism as considered by UNWTO: “(2) Respect the socio-cultural authenticity of host
communities, conserve their built and living cultural heritage and traditional values, and contribute to inter-
cultural understanding and tolerance; (3) Ensure viable, long-term economic operations, providing socio-
economic benefits to all stakeholders that are fairly distributed, including stable employment and income-
earning opportunities and social services to host communities, and contributing to poverty alleviation.”
(UNWTO, website).

The idea of creating Migrantour as a project of responsible and sustainable tourism, with a local
scale, but including both local origin citizens and citizens coming from distant cultures, departed from the
observation of “how migration, always a factor in urban change, is a transnational phenomenon that creates
strong linkages among displaced people and families, in different territories and cultures” (Vietti 2015: 5).
In Turin, 2009/2010, the first course for “intercultural companions” was developed, supported by a tour
operator for responsible tourism in collaboration with NGOs. It generated interest from other Italian and
European institutions, so in 2014 it developed into the project “MygranTour: a European network of migrant
driven intercultural routes to understand cultural diversity” supported by Foundation ACRA-CCS, Viaggi
Solidali and Oxfam Italia, Marco Polo Echanger Autrement and Bastina Voyages (France), Asociacié Periféries
del Mon (Spain), IMVF and Associacdo Renovar a Mouraria (Portugal) and Earth (Belgium), co-financed by
the European Union.

Nine cities were initially identified for the development of the project: Turin, Milan, Genoa, Florence,
Rome, Marseille, Paris, Valencia and Lisbon. With the objective of supporting “the integration of citizens of
migrant origin in participating cities through building comprehension and respect between all residents”,
the activities developed included “studies on multicultural neighbourhoods, training courses, new routes,
workshops and walks for schools and citizens” (Vietti 2015: 5). The creation of a European network was
the strategy chosen to the intended multiplying effect, allowing sharing good practices of social cohesion
and promotion of a European sense of citizenship, while offering a sustainable earning opportunity for the
intercultural partners involved.

The Portuguese neighbourhood where Migrantour has been implemented is Mouraria. This is a very
rich territory regarding social and historical heritage. Mouraria is one of the oldest quarters of Lisbon, once
house of the Moors (at the root of the quarter’s name) and Christians, it is the home place of fado music
and long-lasting place of residence for foreigners arriving in the Portuguese capital. Nowadays, “Over 50
nationalities are represented in Mouraria, with a percentage of foreign residents (24% of the total population)
well above the average for the city (about 9%) and the nation (about 4%). The largest groups of migrants are
those from Bangladesh, India, China and Brazil, while the African communities tend to reside in outer areas,
even if they regularly visit Mouraria for business, work and for other services” (Vietti 2015: 82). Promoted
by Associacdo Renovar a Mouraria, there are presently two Migrantour Routes: “The first tour”, beginning at
one of the main Orthodox churches in the city, passing through informal and formal market places for African
and Asian communities; and “From Mouraria to the whole world”, which better highlights the historical
pieces of the cultural mosaic represented by this quarter.

Proposing a framework to observe and analyse non-formal intercultural initiatives

Despite being different and unique in its own way, the three cases taken as examples of non-formal
and informal intercultural initiatives have something in common: they promote, in a certain time and
space, intercultural exchanges between people with different social, generational and cultural background,
contributing to social values such as tolerance and respect to human diversity. Therefore, in order to monitor
intercultural initiatives, the non-formal and informal contexts must be taken into account.

When we plan an intervention at an intercultural level, involving the experience of diversity and
tolerance, it is necessary to take into account both the personal and social identities of each person, his/her
perception of the world and of others, and his/her expectations. These elements are not devoid of prejudices
and stereotypes, unknown to promoters of the activity. Therefore, the development of any intercultural
activity or intervention promoting tolerance must be well planned at every detail: a) the target group; b)
the goals to achieve; c) the adequate activities; d) the evaluation of the goals; e) the impact of the activity in
medium and long terms. Although these last two points might be the most difficult to assess, some activities
may allow to gather feedback, promoting a deeper participation all those who are involved. Monitoring
activities is a key element in enabling not only changes and adjustments but also the integration of new
elements.
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In order to list, monitor, track and evaluate non-formal initiatives, we suggest the following grid (see
Table 1) as a basis to register information of each intercultural initiative: besides information to identify the
initiative and its timing, it is important to be aware of its dimension and growth, the diversity of the target
population, the criteria defined for the selection of intercultural promoters/agents, the references of these
projects in the media, the aims they try to achieve in a local, national and/or international levels, the social
impacts they have, which critical issues they face, how the process of training/preparation of collaborators
is defined, with which institutional support, the outputs, networks they are involved in and promoters they
have, and how is the sustainability of the project guaranteed.

Because of its informality and its subjective and individual effects, it is not easy to apply this type of
observation to an informal context such as the families. Therefore, the authors’ proposal is focused on non-
formal initiatives’ evaluation.

Taking into account two of the three examples previously described — one in each field of action, i.e.,
family hosting and urban tourism — we tried to sum up and evaluate the initiatives according to this grid of
analysis, in order to better understand the contribution of non-formal approaches towards interculturalism.
This proposal can be seen in the following tables 2 and 3.

Table 1. Grid for the analysis of non-formal intercultural initiatives

Topics Indicators
Identification

Field of action and type of intervention

Target population

Date of creation and years of experi-
ence

Size and growth - Number of participants

- Tendency of growth along the years...

Diversity - Number and list of different cultures/nationalities/languages/religions...

Criteria for the selection of the inter- | - Speaking the same language
cultural promoters/agents - Being a migrant
- Willing to share information...

- Links to news
- Perspective of the news (political issues, social issues, a problem, an opportunity,
etc.)

News in the Media

Aims - Local level
- National level
- International level

- Intercultural achievements
- Contextual improvements

Social impact

Critical issues - Intercultural challenges

- Contextual barriers

Training/preparation of collaborators

Institutional support

Outputs

Networks involved

Promoters - Civil society (group, association, NGO)

- Governmental organizations

Sustainability of the project

Contacts - Webpage
- Email

- Address
- Phone

- Contact person
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Topics

Indicators

AFS

Identification

Field of action and type
of intervention

«International, voluntary, non-governmental, non-profit organization
that provides intercultural learning opportunities to help people
develop the knowledge, skills and understanding needed to create a
more just and peaceful world».

Target population

«Young people, families, other stakeholders and wider audiences».

Date of creation and
years of experience

International AFS: started in 1915, having now 101 years of experience.
AFS Portugal: stared in 1956, now with 60 years.

Size and growth

- Number of
participants

- Tendency of growth
along the years

More than 400,000 students and young adult professionals and 100,000
volunteers.

This year, the worldwide network of AFS Volunteers will work with
almost 13,000 students.

In Portugal every year Intercultura receives about 100 high school
students from 25 different countries.

Diversity

- Number and list of
different cultures/
nationalities/languages/
religions

Offices in more than 50 countries and program activity in more than 80
countries.

Criteria for the selection
of the intercultural
promoters/agents

- Speaking the same
language

- Being a migrant

- Willing to share
information

Participants must be high school students and can apply to full and
partial merit-based scholarships or eligible students with demonstrated
financial need.

AFS Portugal states participants can be any young aged 15-18 «with
good academic performance and without health and emotional
problems. In general, a participant AFS program must have the following
characteristics: have a good performance and school motivation; be
flexible, sociable and motivated to learn from different experiences».
Host families should want a contact with another culture, another
language, new customs and values. Student must be considered as a
family member.

Volunteers must wish to contribute in a variety of activities, those
related more directly to the programs, such as the promotion of

the organization in the local community, recruitment, interview and
orientation of participants in exchanges (students, host families and host
schools), or directed to functions of leadership in a local, national or
international level.

All candidates to become participant, host family or volunteers will pass
through a selection process of recruitment with interview.

News in the Media

http://portocanal.sapo.pt/noticia/35151/
http://visao.sapo.pt/palavra/entity/unk/Intercultura-AFS-Portugal
https://pt.universianews.net/tag/associacao-intercultura-afs-portugal/

Aims

- Local level
- National level
- International level

- Promoting students mobility and intercultural experiences

- Promoting family hosting of young people from a different social and
cultural background and with a different language

- International exchanges of educational, social and cultural experiences
- «foster intercultural skills of the participants: the ability to adapt to
multicultural contexts and framework in international scenarios»

Social impact

- Intercultural and global citizenship education

- Promote the importance of intercultural learning and the power of
cultural understanding within local communities

- Relevant, educational and public events that addressed intercultural
issues with a national context

Critical issues

- Lack of information
- Lack of individual and family initiatives to join the program
- Global economic crisis retracting participation applications

Training/preparation of
collaborators

- Preparation of volunteers aiming further orientation of participants in
exchanges/mobility (students, host families and host schools)
- Volunteer summits

Institutional support

- Portuguese Institute for Sport and Youth
- Ministries of Education

- UNESCO
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Outputs

Testimony of participants and host families in the website

Networks involved

AFS.org

Promoters

- Civil society (group,
association, NGO)

- Intercultura - AFS
- AFS volunteers
- European Federation for Intercultural Learning

- Governmental
organizations

- Host schools

Sustainability of the
project

- Membership fees
- Programme fees
- Donations

Contacts

- Webpage
- Email
- Address

- Phone
- Contact person

http://www.intercultura-afs.pt/ (youtube page: https://www.youtube.com/user/
AFSPortugal; facebook page: https://www.facebook.com/Intercultura.AFS.Portu-
gal/?fref=ts)

info-portugal@afs.org

Rua de Santa Justa, n2 38 - 42 - 1100-485 — Lisboa - Portugal

+ 351213247070

barbara.wahnon@afs.org

Source: AFS Portugal website (www.intercultura-afs.pt

Table 3. Analysis of Migrantour (urban tourism)

and AFS (www.afs.org); grid filled in by authors

Topics

Indicators

Migrantour

Identification

Field of action and type
of intervention

Responsible tourism: urban tours accompanied by citizens of migrant
origin

Target population

Residents, tourists, students

Date of creation and
years of experience

2009/2010: first course “intercultural companions” for responsible
tourism in Turin, Italy; expansion to Milan, Genoa, Florence, Rome,
Marseille, Paris, Valencia and Lisbon for the network/project formal
establishment in 2014; common training up to 2015, then each partner
assumed the responsibility to proceed autonomously.

Size and growth

- Number of
participants

- Tendency of growth
along the years

- As of 2015, over 150 intercultural companions had completed the
training to guide over 11 000 participants in tours

- From the first course proposal, expansion to studies on multicultural
neighbourhoods, training courses, new routes, workshops and walks for
schools and citizens in all partner cities; new partners joint the network
later, as contributors

Diversity

- Number and list of
different cultures/
nationalities/languages/
religions

Nationalities, languages and religions very different, according to each
context: trained companions from over 40 different countries that speak
at least 30 different languages
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Social impact

- Intercultural
achievements
- Contextual
improvements

- Building comprehension and respect between all residents

- Promotion of migrants learning: language, local history, multi-cultural
elements, deeper understanding of the others, of the world, promotion
of a responsible and humanizing global citizenship;

- Promotion of tourists/locals learning: city routes guided by local
resident immigrants, multicultural journeys guided by “different” locals,
better understanding of groups in various aspects of their culture

Critical issues

- Intercultural
challenges
- Contextual barriers

- Lack of knowledge about the preparation of participants, potential
surprise with a tour presented as positively integrative but which implies
entering some of the darkest parts of the cities

Training/preparation of
collaborators

- Training courses for the guides/migrants (important tools and
multicultural neighbourhoods’ history)
- New routes prepared with the guides/migrants

Institutional support

EU financed project

Outputs

Vietti, Francesco (Ed.) (2015) Migrantour. The world within cities.
Intercultural walks in Florence, Genoa, Lisbon, Marseille, Milan, Paris,
Rome, and Turin. Como: New Press
http://www.mygrantour.org/wp-content/uploads/2014/09/Migrantour

ENG_light.pdf

Networks involved

“MygranTour: an European network of migrant driven intercultural
routes to understand cultural diversity”, co-funded by the EU
(HOME/2012/EIFX/CFP/4241)

Promoters

- Civil society
(associations and NGOs)

Project Partners:

Fondazione ACRA-CCS www.acraccs.org

Viaggi Solidali www.viaggisolidali.it

Oxfam lItalia www.oxfamitalia.org

Bastina www.bastina.fr

Marco Polo Echanger Autrement www.marcopolo.asso.fr
Associacio Periferies del Mon www.periferies.org
Associagao Renovar a Mouraria www.renovaramouraria.pt
Instituto Marqués de Valle FI6r (IMVF) www.imvf.org
EARTH — European Alliance for Responsible Tourism

and Hospitality http://earth-net.eu/

In collaboration with:

Nessuno Escluso onlus www.nessunoesclusoonlus.it
Casba societa cooperativa sociale www.coopcasba.org
CADR (Collectif des Associations de Développement en
Rhone-Alpes) Réseau DéPart www.cadr.fr

Criteria for the selection
of the intercultural
promoters/agents

- Being a migrant
- Willing to share
information

Being a resident of the neighbourhood in which the project is
established, being “local” irrespective of the region or country of origin
(priority to migrants, different backgrounds)

Sustainability of the
project

- Establishment of an European network allowing a multiplying effect,
sharing good practices of social cohesion and promotion of an European
sense of citizenship, and offering a sustainable earning opportunity for
the intercultural partners involved

- Guided tours, after the project conclusion, maintained with
participants’ payment

News in the Media

- Perspective of the
news

- Links to news

Disclosure news highlighting the positive experience of diversity (finding
out the multicultural city and forgetting prejudice):

PT http://www.tsf.pt/vida/interior/migrantour-ha-mundos-na-mourar-
ia-4306318.html

Different press articles (mainly IT) listed in
http://www.mygrantour.org/en/category/news-events/press/

Aims

- Local level
- National level
- International level

- Identify themes and narratives to tell the story of the migrations that
have transformed the area over time and the specific contribution that
different generations of migrants have made to enrich the tangible and
intangible heritage of the city.

- Give a historical interpretation to the phenomenon of migration,
identifying links and parallels between different flows over time and
providing tools for dialogue and mutual understanding between
residents.

- lllustrate urban complexity through routes created so that each stop
enables an exploration of a certain theme, historical period or a specific
wave of migration so as to piece together the complete intercultural
mosaic of the neighbourhood.

Contacts

- Webpage

- Contact person
- Organization
- Email

http://www.mygrantour.org

All contacts in
http://www.mygrantour.org/tutti-i-riferimenti-di-migrantour/#tut-
ti-i-riferimenti-di-migrantour

Portugal: Filipa Bolotinha — Associagdo Renovar a Mouraria (Lisbon)
filipa.bolotinha@gmail.com
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Analysing the initiatives’ information and filling the fields regarding topics and indicators for each
initiative, we can clearly understand their contribution to an intercultural dimension of non-formal educational
projects in a summarised and structured way. Besides a micro-analysis of each initiative, it is also valid in a
second moment a meso- and macro-analysis by comparing types of initiatives or the whole set of initiatives
in order to evaluate their contribution to the promotion of an intercultural status in society.

This type of monitoring would allow Intercultural Education Platforms to better know their contextual
allies for intercultural purposes. Some of this data could be provided by participants in intercultural projects.
It would be a way of involving immigrants and locals in a mutual understanding, also favouring integration
of immigrants in the host country, region and community, and turning them into participants of that same
integration. After gathering this information, an important bridge could be built with regional Observatories
of Migrations and Tolerance.

An Observatory of Migrations could supervise activities such as the examples we took as promoters
of intercultural exchange. The objectives of the Observatory would be gathering information about cultural
elements, problems at adaptation, difficulties in integration in the host country and other data provided
by migrants in order to know them better and work with them in a more adequate way. The Observatory
can also provide information about crucial subjects such as rights, duties, education, work, law, community
organization, language, sports, cultures, additional tools and mechanisms’ adaptation and integration. In
fact, a main problem is related with migrants’ language performance and the misunderstanding of aspects of
everyday life, society, jobs, education. Migrant’s physical well-being, social and emotional stability, cultural
and literacy communication are relevant domains of the global learning (UNESCO 2013). In a complementary
way, an Observatory of Tolerance could provide a dissemination of local best practices by involving different
communities and promoting interethnic encounters and joint interethnic activities.

Final remarks

Despite the undeniable importance of formal education towards interculturalism and fostering global
citizenship, non-formal and informal initiatives must also be taken in account.

With reference to the initiatives previously described taken in a family hosting or urban tourism
contexts, we highlight the aspects that seem most relevant in terms of intercultural strategies and promoting
tolerance:

1) Immersion in a foreign culture, in an informal intercultural education path: the daily sharing of life
within a host family presents itself as one of the most positive factors for mutual knowledge and
enrichment. Indeed, the knowledge of daily life involves several learning opportunities: a) languages
of host country and of the migrant; b) learning of lifestyles, ways of being and of saluting, food tastes,
behaviours, hygiene habits, musical tastes, among others;

2) Intergenerational hosting of young people by senior families or elder people living alone: the sharing
of intergenerational experiences inevitably leads to a bidirectional learning process that values and
rejuvenates the senior and his/her (digital) literacy and communication skills, critical thinking, self-
esteem and self-concept; but it also enriches the young one with life stories, shared experiences, and
new ways to solve problems and to face everyday situations;

3) Experiencing another culture as an outsider: besides learning the language and multi-cultural
elements, the migrant may acquire a deeper understanding of the others, of the world, and may
exercise a more responsible, more collaborative and more humanizing global citizenship;

4) Touristic city routes guided by local resident immigrants: they provide a multicultural journey guided
by the elements of local communities; this knowledge, acquired in the form of walk, talk, smells,
voices and sounds, will allow an understanding of groups in various aspects of their culture; it is
promoted in a very close and dynamic way and interaction.

Due to its specificity and subjectivity, informal contexts’ intercultural influences such as within
families or groups of friends are not easy to standardize in order to propose a grid of evaluation. Nonetheless,
evaluation and monitoring non-formal initiatives in an intercultural context can be done and it is even a
way to add value to their contribution towards interculturalism in a certain society. The grid proposed by
the authors, although tested in two initiatives and open to changes and suggestions, by listing dimensions
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and related indicators can be seen as a way of guiding an evaluation of initiatives contributing to multi- and
intercultural education outside the traditional education system. This type of analysis can be repeated in
time and in several initiatives, making also possible a broader perspective on intercultural projects. It can
also be a starting point for a more detailed framework, enriched with the contribution of stakeholders within
non-formal initiatives.
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Summary

This chapter provides a critical examination and comparison of the contemporary position of three religious
minorities: the Muslims in Glasgow; the Sikhs in Novellara and the Kryashens in Tatarstan. This is initially
accomplished through an overview of the socio-economic, cultural and political impact of the religious
minorities as three important case studies and through their relationship with the dominant form of religion
and religious identity. The chapter will then analyse this information and these relationships using the four
types of claims for recognition proposed by Koenig (2015): (1) claims for recognition of difference (2); claims
for more autonomy in public spheres (3); claims for tolerance and (4) call for greater recognition for equal
participation in organization of the state.

Key words: Kryashens, Muslims, religious minorities, Sikhs

Introduction

This chapter originates in a series of shared papers and symposia presented by the three authors
on the topic of the position of minority religious groups in Scotland, Italy and the Russian Federation. The
papers/symposia were delivered at conferences associated with the ALLMEET project in Bologna (20 April
2015), Glasgow (30 June 2015) and Lisbon (23 November 2015). The focus of this chapter draws on these
presentations and examines three case studies: the contemporary position of the Muslim community in
Glasgow, Scotland, the Sikh community in Novellara, Italy and the Kryashens in Tatarstan, Russian Federation.
There are fascinating comparisons and contrasts to be drawn between these three case studies.

We can gain insights into the contemporary position of a religious minority through the examination
of their socio-economic, cultural and political impact and through their relationship with the dominant form
of religion and religious identity. Religious identity in Scotland, Italy and Russia became increasingly conflated
with the concepts of nation and national identity that were deepened and intensified in the 19' century
(Nielsen, 1999). In Scotland this religious identity was predominantly Protestant and in Italy Catholic. In pre-
communist Russia the religious identity was Orthodox Christianity. There are intense contemporary debates
about the continued privileging of these dominant religious groups in Scotland and Italy and the position
that they command in the state within contexts of greater religious diversity — privileges and positions they
are reluctant to surrender or share with religious minorities (Nielsen 1991; Scuderi 2015). This is juxtaposed
with the low practice rate for Christianity in Scotland and Italy and the debates on the secular status of the
state and the organization of the state (Bruce et al 2004; Pastorelli 2012; Ventura 2012). Nevertheless, there
remains a residual, if uneasy, acceptance that these religious identities, or forms of these religious identities,
are still linked in some way to national identity in Italy and Scotland. Since the demise of the Soviet Union, the
Orthodox Christian Church has reclaimed and recovered an important position and role in Russian identity in
the Russian Federation (Koesel 2014). The special role of the Orthodox Church has been publicly supported
by a series of Presidents, including President Putin.

This chapter will examine the Muslims in Glasgow, the Sikhs in Novellara and the Kryashens in Tatarstan
and the challenges that they have faced, and continue to face in their local contexts. We will examine: the
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origins and current population of the minority; the socio-economic, cultural and political position of the
minority; the tensions and discrimination they experience and their relationship with the dominant religion.
Once these issues have been examined, we propose to deepen the discussion by adopting four types of claims
for recognition of Muslim migrants proposed by Koenig (2015) and adapting them to our three religious
minorities as claims for recognition. This will facilitate a closer analysis of the three case studies. These claims
for recognition are: (1) claims for recognition of difference, for example, in dress and of other public symbols
of religious affiliation (2) claims for more autonomy in public spheres — this can be exemplified in calls for
religious schooling and permission to convert existing buildings into places of worship or construct new
places for worship; (3) claims for tolerance that can call for greater national recognition of religious holidays
and extension of blasphemy laws and (4) call for greater recognition for equal participation in organization
of the state.

The Muslim community in Glasgow

It is difficult to estimate the Muslim population of Glasgow and Scotland until the early twentieth
century and the later census data of 2001 and 2011 because the historical travellers or migrants to Scotland
were often identified as being Asians rather than being designated by their religion. There is some speculation
that Muslim diplomats or traders may have arrived in Scotland before the fifteenth century, but there is more
concrete evidence of a small Muslim presence from the sixteenth century onwards (Mann 2008). In the
eighteenth and nineteenth centuries the number of Muslims slowly increased as Scots returning from working
and living in India brought their servants home with them to resettle in Scotland. During this period, Indian
seamen (or lascars) became more common in the ports (Dunlop 2015). On some of the docks in Glasgow,
special washing facilities were constructed for the Muslim lascars (Prescott 1992). In the late nineteenth
century, a number of Indians came to Scotland to study medicine and engineering in the universities and by
the early twentieth century there were around 300 Indian students in Scotland. In the nineteen twenties,
Indians became involved in peddling clothing and by the late nineteen thirties there were about 300 Muslims
in Scotland (Mann 1992, 2008). In 1944, the first Mosque was opened in Glasgow. In the nineteen fifties,
Muslims were recruited for unskilled and semi-skilled labour (industrial and transport jobs) and their number
grew to 3,000 by 1960 (Mann 2008). The numbers increased steadily to 15,000 in 1970, 25,000 in 1980 and
35,000 in 1990. Many members of the Muslim community worked in retail and restaurants. According to
the Census data of 2001 and 2011, the Muslim population of Scotland grew from 42,600 in 2001 to 77,000
in 2011 (0.84% of the population to 1.4%). In Glasgow the Muslim population grew from 17,792 in 2001 to
32,117 in 2011 (3.1% to 5.4% of the population of the city) (The Scottish Government 2005; Glasgow City
Council 2013). The Muslims are the largest religious group after the Christians in Glasgow and Scotland.

Despite being a small proportion of the population in Glasgow, the Muslims have established a
significant presence in the city. This Muslim presence is symbolised by the impressive Glasgow Central Mosque
that was opened in 1984. This was the first purpose-built Mosque in Glasgow and is the largest Mosque in
Scotland. The Mosque operates as a space for worship but also as a centre for community activities. Some
members of the Muslim community have prospered in retail and the catering industry. Members of the
Muslim community have played important roles in Scottish and Glasgow public life. Notable figures include
Mohammad Sarwar, a prominent member of Parliament (1997-2010) and members of the Scottish Parliament
who have represented parts of Glasgow: Bashir Ahmad (2007-2009) and the widely known Scottish Nationalist
Party MSP Humza Yousaf (2011-).

There has been significant discussion in the UK about the question of assimilation or integration of
the Muslim community since the 1960s/1970s (Weller and Cheruvallil-Contractor, 2015). Before the series
of events that began with the riots of 2001 in England and continued with 9/11 and 7/7 and November 2015,
British identity was beginning to accommodate and include Muslim migrants. After these events this became
more problematic. There is a perception that Muslims and Asian people in general are well integrated in
Scotland and have experienced less discrimination than in other parts of the United Kingdom. Possible
reasons for this perception include the ideas that Scotland is more egalitarian than England or religious
conflict is focused on the inter-denominational sectarianism between Catholics and Protestants and less
focused on discrimination against other religious groups such as Muslims (Hopkins and Smith, 2008; McCrone
and Bechhofer, 2008). It may be that the Muslims in Scotland are still perceived to constitute a minority
and can be understood to pose no real threat to Scottish society (Devine, 2006). There are arguments that
Muslims in Scotland are more likely to identify as Scottish than Muslims in England associating with national
identity (Hussain and Miller, 2006). There are many young Muslim people in Scotland who hold multiple
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identities and consider themselves to be, among other identities, both Muslim and Scottish. There was a
serious terrorist incident on the 30th of June 2007 when a car loaded with gas canisters was rammed into the
doors of the terminal building at Glasgow airport. It was pointed out at the time that neither of the assailants
were from Glasgow or Scotland.

The perceptions of greater integration and less discrimination in Scotland, however, deserve closer
scrutiny. These perceptions need to be balanced by research which suggests that Muslims, like other religious-
ethnic groups, are more likely to be accepted as Scottish if they adopt the prevalent modes of behavior and
cultural mores of Scottish society (Virdee et al 2006). This has the potential to blur the ‘otherness’ of the
Muslims. Further, the Scottish Government report, Experiences of Muslims living in Scotland (2011), reports
some significant challenges faced by many members of the Muslim community. There have been assumptions
that Muslims in Scotland, as in other parts of the United Kingdom, engage in forms of self-segregation in
particular areas of cities including Glasgow (Ansari 2002). This assumption of self-segregation disguises the
seriousness of the plight of many members of the Muslim community. Many Muslims are located in areas
characterized by poverty and deprivation and, in fact, the alleged self-segregation reflects the low social-
economic status of many Muslims and their lack of choice and lack of social mobility. Muslim women, in
particular, have a high rate of unemployment at 18% throughout Britain (University of Bristol 2015). This
can be attributed to a number of causes. The women may have limited access to child-care. They may have
limited English language skills. Some employers may be reluctant to employ them because of their distinctive
dress (the wearing of the hijab). The latest figures for the number of Muslims in prison in Scotland indicate
that the 201 Muslims in prison are 2.54% of the overall prison population (Scottish Government 2015). This
figure is significant because, as has been seen, the overall Muslim population of the country is 1.4%.

There is also recorded evidence of discrimination against Muslims. There has been opposition to the
construction of mosques in residential (and wealthy) areas such as the Glasgow suburbs of Bearsden in 1999
and Newton Mearns in 2001 (Ansdell 1999; MacKay 2001). There were repercussions for Scottish Muslims
as a result of 9/11 and 7/7 and increasing evidence of religiously aggravated offences against Muslims.
Since records have been kept of religiously aggravated offences, the number of police charges for religiously
aggravated offences against Muslims in Scotland has fluctuated from 19 (2% of all charges) in 2011-2012 to
80 (12% of all charges) in 2012-2013 to 48 (8% of all charges) in 2013-2014 to 71 (12% of all charges) in 2014-
2015 (Davidson 2015). These offences include: breach of the peace; threatening or abusive behavior, assault;
offensive communications and acting in a racially aggravated manner. There is no separate record for Glasgow
but, given the Muslim population of Glasgow accounts for almost half the Scottish population of Muslims,
it can be reasonably assumed that the Muslims in Glasgow have experienced a significant proportion of
the attacks. The situation has been exacerbated by the highly publicized stories of Scots who have become
jihadists, though this number is small compared to England. Ruhul Amin, a Jihadist fighter from Aberdeen was
killed in a drone attack in Syria (Maddox 2015). Agsa Mahmood who came from an affluent family in Glasgow
left for Syria to become an ISIS bride and tries to recruit other young Muslim women from the UK (Fantz and
Shubert 2015). There are some Scottish Muslim organisations that attempt to counter the misinterpretations
of Islam. The Solas Foundation was established in 2009, by two Scottish Muslim scholars, to educate Scottish
Muslims in mainstream Islam with authentic and authoritative scholarship. The Foundation has produced an
iSyllabus Islamic Studies Course.

There are reports, however, that discrimination intensified and escalated in the period immediately
after the attacks in Paris on Friday 13 November 2015. A disturbing number and variety of incidents were
reported in this period. The Police stated that 64 hate crimes against Muslims had been reported in the
week after the attack (Diamond 2015). These may not all be pursued as formal police charges. The 2014-
2015 Report for religiously aggravated offences was published prior to the attacks in Paris, yet the number of
offences collated in one week which could potentially be included in the 2015-2016 Report almost match the
total figure for 2014-2015. On 17" November, a Mosque in Bishopbriggs, a small town adjacent to Glasgow,
was deliberately set on fire (McCall 2015). Humza Yousaf, the prominent Muslim Scottish Parliament MP
based in Glasgow, was subjected to dozens of abusive comments on Facebook and Twitter claiming that he
supported ISIS (Braiden 2015). There have been death threats targeted at Strathclyde University Muslim
Students’ Association in Glasgow (Henderson 2015). There are reports of Muslims, especially women wearing
the hijab, feeling intimidated in the streets by the hostility of passers-by. Ms Ali, a young woman who wears
the hijab commented on the hostility she encountered in the streets of Glasgow (Diamond 2015):

Why should I be afraid? Why should | live in fear? | am one of you. | was born and brought up in Scotland. | know no other
life. We may be Muslims but we are also Scots.
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It appears that the rise in Islamophobia and the related offences resulting from the Paris attacks may
be more intense than in the aftermath of 9/11, 7/7 and the attack on Glasgow airport (Diamond 2015).
However, it may be that Muslims are now more willing to report incidents of discrimination. This serious
backlash may abate but will potentially resurge in the wake of further attacks on the UK or Europe. This raises
guestions about the fragility of the integration of Muslims in Glasgow and Scotland.

The Sikh community in the town of Novellera

In this chapter the word Sikh refers to the religious persuasion of a group of Indian migrants from
a specific area (Punjab) and who share a common language (the Punjabi) and a shared history and culture
(Pashaura and Barrier 1996). The history of Sikh migration typifies the history of the larger Indian diaspora
and has been divided into three phases, characterized by different goals and different social backgrounds
(Dusembury 1989; MacLeod 1989).

The first and second phases, which took place in the nineteenth century and after World War Il, were
characterized by labor migration to more developed countries in Asia and the United States and Canada.
The third phase began in 1984 and was closely linked to political turmoil between Sikh groups and the Hindu
Indian central government. During this period Sikhs moved to Italy and other parts of Europe. The first Sikhs
that arrived in Italy were young men who migrated for political and economic reasons. Some of them found
jobs in the circus, others in agricultural activities. Their presence in the central areas of the Po Valley has
grown considerably since 2000, mainly as a result of family reunifications. The town of Novellara currently
has 13,690 inhabitants 2,160 of these are new arrivals (15.78%). The Indian community (488 people) is the
second largest new arrival community after Chinese. The data is significant, considering that in 2002 there
were only 167 Indians (though the number has decreased from 552 in 2012).

The preference for the town of Novellara, and more generally for the Po Valley, is because it is a
rural area. This represents an element of continuity with the Punjab. The Punjab has always been a largely
rural region; the population lives mainly in the villages and the predominant occupation is farming. The
people who decided to migrate are mostly farmers from the plains of Doaba. Their livelihoods were ruined by
competition with the large food companies and they were forced to abandon their lands. They immediately
found employment because of their work skills in the small, medium and large farms in the Po Valley. Their
ability to work with cattle enabled them to find employment in the dairies, in the breeding farms of cows and
in the industries that produce Parmesan cheese.

The arrival of the first Sikh immigrants was quite traumatic for the citizens of Novellara. They had been
used to encountering migrants from southern Italy. The dense network of social ties, traditionally based on
deep local roots, common traditional cultural references and dialect, was perceived to be at risk because
of the presence of these new people who have a different physical appearance, language and culture. The
initial communication difficulties were quickly overcome through interaction in the workplace, the provision
of language courses for adults and the work of linguistic-cultural mediators. Although the men and children
speak Italian fluently, the language problem persists for those women who have recently arrived for family
reunification. For the most part, these women are not engaged in work activities, but they remain at home,
and have few opportunities for contact and communication with local Italian people. The city administration
organizes regular Italian language courses for them and lessons to prepare for a driver’s license.

The Sikhs are marked out by their distinctive behavior and mode of dress - both closely related to
their religious beliefs. The Sikhs pray five times a day, do not eat meat, do not drink alcohol and do not
consume tobacco. This way of life can present barriers in certain social occasions, especially for younger
Sikhs and for Sikhs working alongside Italians, in a geographical area that has always been renowned for the
production and consumption of wine and foods made from pork. Moreover, the obligation for Sikhs to wear
the kachera (undershorts), grow a beard and to cover their long uncut hair under a turban constitute very
visual differences. The tradition of carrying the kirpan (dagger, the symbol of justice) can be misinterpreted
and cause anxiety. Some of the first migrants took off their turbans and cut their hair in an attempt to
conform with the local norms of dress and appearance. The growth and consolidation of the Sikh community
in Novellara meant that Italian residents became used to these differences and they are now accepted as part
of the cityscape (Comune di Novellara 2012).

A decisive moment for the successful integration of the Sikhs was the construction of the Gurdwara
temple, opened in 2000. It is the second largest Sikh temple in Europe, attended by about four thousand
people every Sunday (some Sikhs attend daily). The temple is always open to the public and is now one of
the major tourist and cultural attractions of the town. Periodically, important Sikh preachers from India and
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overseas come to visit it, attracting thousands of people to listen to them. The presence of this temple has
facilitated the arrival of new Sikh migrants and is part of the municipal policy for the promotion of different
religious identities through the support for the opening of holy places. In addition to the Sikh temple and
the Catholic churches in the town of Novellara there are currently two mosques, a Hindu temple and an
Orthodox church. The protection of religious pluralism was identified early on as a key element to promote
the integration of migrants aiming for mutual understanding and coexistence among cultures and ethnic
groups. This is explained by a recent mayor Raul Daoli:

I try to help these religious groups, but without using public contributions. | help them by granting them permission to change
the function of the buildings they have acquired. We must fight for the affirmation of good people; it is not appropriate to
send these people to pray in garages or less decent places, where extremism and radicalization can be more easily hidden.
Beautiful and spacious places of worship facilitates the participation of the more educated and forward-looking believers,
they produce forms of self-control.

The Gurdwara temple is now the main meeting place for the Sikh community of Novellara. Among
the many religious, cultural and recreational activities organized in the temple and open to all the citizens,
students and curious tourists coming from other cities, the celebration of Baisakhi in the historical center of
Novellara is organized in collaboration with associations and municipal authorities. The support for shared
festivals has been a deliberate strategy launched by the administration of Raul Daoli:

In the first phase of my mandate | wanted to promote moments of knowledge, recognition and mutual trust. We have identified

some places of worship and we have promoted the sharing of festivals, perceived as moments of happiness and gratitude,
but above all of recognition and trust.

The celebration is considered the heart of the expression of identity of the various communities and
the time par excellence of being together in a free and jovial mood. The sharing of the festival aims to break
the religious segregation and self-exclusion avoiding any chance of proselytism and syncretism. Other shared
celebrations include the end of the month of Ramadan, Christmas, the Chinese New Year, Easter, as well as
the Republic Day and Women’s Day.

The outdoor festivals and the temple have favored integration, newspapers and televisions come to document these realities
and the work of Sikh people in the dairy. (Erika Tacchini, municipal officer).

The presence of linguistic and cultural mediators, the integration projects promoted by schools and
library, language courses, information points, but especially the frequent opportunities for joint planning
among the leaders of the Sikh community, the mayor, councilors and representatives of civil society have
allowed the Sikh community to feel integrated and, importantly, to be recognized as integrated. The generosity
shown to the Sikhs has been reciprocated by the Sikh community, as demonstrated by: the presence of some
Sikhs in the local pro-loco (local organization to promote the area); the gift of an ambulance to the local Red
Cross; assistance with the organisation of blood donation in collaboration with AVIS (Association of the Italian
Volunteers for Blood) and support for the displaced persons from the nearby town Finale Emilia, affected in
2011 by a strong earthquake. Nowadays many of the children of the first Sikh migrants have completed their
education and are enrolled at university. They speak Italian more fluently than their parents and have a
greater understanding of western culture. They have the same ambitions for the future as their Italian peers.

The first Sikhs were employed as farmers. Now the younger Sikh generation that has grown up here shares the same ambitions
as our children (Erika Tacchini).

Unfortunately, partly because of the economic crisis, there are few job opportunities that can satisfy
the ambitions of young Sikhs in Novellara. Some of them have returned to India, others are migrating to
England, the USA and Canada.

My parents are forcing me to go to Canada. I'm trying not to go there but | do not know how long | will resist (Singh, leader
of the Sikh community).

Kryashens of Tatarstan

Kryashens are the ehno-confessional group of the Tatar population in the Volga and Ural regions
(Mukhametshin 1977; Khalikov 1978). Kryashens have an independent identity (separate from the identity
of Muslim Tatars), their own dialect of the Tatar language and their own cultural and religious traditions
(Orthodox Christian). The Kryashen language is a dialect of Tatar language, but does not include words from
the Farsi and Arabic languages. A special Kryashen literary language in the Cyrillic script existed till 1930
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(Wixman 1984). Their cultural traditions include distinctive ethnic dress and ethnic celebrations. These
are different from the cultural traditions of Tatars and Russians: for example, the Kryashens celebrate the
main Tatar celebration, Sabantyi, in July, while Muslim Tatars celebrate it in June. Their religious culture
incorporates special Orthodox Christian rituals. Kryashens live in separate settlements in rural areas (more
than 152 villages in 23 districts) and also in the urban areas of Tatarstan (Bennigsen and Wimbush, 1985). The
Kryashens are the majority populationin several districts (municipalities) of the Pestrichinskyi, Mamadushskyi,
Nizhnekamskyi, Zainskyi districts.

There is some debate about the size of the Kryashens population. According to the Census-2010,
the percentage of Tatars in Tatarstan is 53.2%. The number of Kryashens is 0.8% of the total population of
Tatarstan or 1.5% of Tatars in Tatarstan (29,900 people). The official statistical figures for the Kryashens in
Tatarstan are disputed (Salagaev, Sergeev and Luchscheva 2011). Estimates put the Kryashen population at
more than 100,000 Chryashians.

Table 1. Statistic of ethnic structure of the population of Tatarstan, 1989-2010

Census Share of ethnic Including share of Share of ethnic Share of ethnic Share of ethnic
Tatars Kryashens Russians Muslims Orthodoxies
1989 48.5% 10%* 43.3% 49.3% 50.1%
2002 52.9% 0.9% 39.5% 53.4% 45.6%
2010 53.2% 1.5%** 39.7% 53.6% 45.2%

* Estimates of some experts and Kryashen intellectuals.
** According to estimates the real number of Kryashens is 100-200,000 people, that is 4-8% of the Tatar population of the
Republic of Tatarstan.

There are three main versions of the origins and history of the Kryashens:

- The Kryashens are the descendants of a group of Tatars who converted from Islam to Orthodoxy after
the collapse of Kazan Khanate (mid sixteenth century). The Kryashens are, therefore, a consequence of the
discriminatory policy against Tatars (Christianization), which was pursued by the Russian authorities in the
sixteenth to nineteenth centuries (Iskhakov 2002; Nogumanov 2005).

- Kryashens are an ancient Turkic group from the Volga region and they have never been Muslims
(view expressed by some Kryashen leaders and intellectuals).

- Kryashens have their roots in Finno-Ugric tribes who were under the Turkic influence and were
pagans before the collapse of Kazan Khanate (view of several leaders of Tatar ethno-nationalism).

These different accounts provoke discussion about the political status of Kryashens. Are they an ethno-
confessional group of Tatars (official version)? If the Kryashens belong to the Tatars, it means that Orthodox
Christianity is part of Tatar culture and this challenges the idea of a common Muslim identity shared by the
Tatar people. Are the Kryashens an independent ethnic group in relation to the Tatars? This is the view of
several Kryashen leaders and intellectuals, who produced the Declaration of Self-Identity of Kryashens as
an independent ethnic group and also sent a public note to President V. Putin and the Head of the Russian
Orthodox Church in 2002-2003 (New Europe 2008).

The government of the Republic of Tatarstan promotes the idea that Kryashen and Muslim Tatars are
one ethnic community and pursues the policy of integration of Kryashens into the regional community. The
integration of Kryashens is, however, problematic. First, Kryashen identity is not homogenous (for example,
according to the Census-2002, of the sixteen thousand defining themselves as Kryashen, seven thousand
self identified as Christian Tatars (or baptized Tatars). It means there are two different understandings of
Kryashen identity. Second, the marginal groups of Tatar harbour xenophobic attitudes and stereotypes
towards Kryashens. The term Christian Tatars is popular for everyday communication, but it has a negative
connotation and is used as a form of latent discrimination. Sociological research suggests that there is a
greater distance between Tatars and Kryashens than between Tatars and Russians (Salagaev, 2006). Alexander
Terent’ev outlined the results of research that demonstrated that 25% of Tatars do not want to see Kryashens
in Tatarstan (2013). Tatar etho-nationlists even promote the idea that the Kryashens convert to Islam. The
Kryashens have been Orthodox for several generations and, understandably, do not support this idea.

The distance between the Kryashens and the Russians may be less than between the Kryashens and
the Tatars because of the strong integration into Orthodox Christianity. There is a danger that convergence
between Kryashens and Russians may mean the Russification and assimilation of the Kryashens. During
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the upsurge of national movements in the 1990s Kryashen intellectuals pushed for the withdrawal of the
Kryashen Church (i.e. Orthodox churches where services are in the Kryashens language) from the Russian
Orthodox Church to avoid the Russification of the Kryashens.

Periodically, some of leaders of the Kryashens protest about the religious challenges that emanate
from the regional government (the threat of Islamization) and from the Russian Orthodox Church (Kryashens
want to have more special churches, at the moment they have only six Kryashen churches). Kryashens are
integrated with the regional political and social system, but they face risks of assimilation into the Russian
Orthodox Church and into Tatar Islamic culture. The Kryashens are less active in promoting their political
and economic interests than Tatars or Russians, but they have demanded recognition as an independent
ethnic group over the past few years. This political struggle stalls because the Kryashens do not have an
independent political party nor are they an organization - the establishment of a separate political party
or an ethnic or religious organization is forbidden under Russian legislation. The Kryashen leaders do not
appear to have political ambitions but they are very concerned to save their identity and cultural traditions.
The Kryashens may be classified as a disadvantaged group, because of the refusal of regional authorities
to recognize them as an independent ethnic group. The Kryashens have equal opportunities as citizens of
the Russian Federation (equal political, social and economic rights). There is no institutional discrimination
against them in the Republic of Tatarstan. As has been stated, they can encounter incidents of implicit racism
and xenophobia in everyday life.

The regional government works to integrate the Kryashens into the regional community. The Kryashen
Public Organization and young Kryashen organization (Forum of Kryashen young people) were established
at 2007 with the support of the regional government. These are non-profit, non-governmental and non-
political organizations and these are included in the common framework of public ethnic organizations in the
Republic of Tatarstan (Assembly of Peoples of Tatarstan).

Kryashens have several folk-art groups for the promotion of Kryashen culture. Kryashen leaders were
included into the regional system for representation of ethnic groups (House of Friendship of Peoples of
Tatarstan, the Assembly of Peoples of Tatarstan). Sunday schools for children of the Kryashens were also
created. The Tatarstan Academy of Science has a special Research centre for the study of Kryashen history
and culture. The regional and local officials always participate in the ethnic celebrations of Kryashens.
The Kryashen community has a permanent representation at the regional and local authorities (it is not
obligatory, but it is the wish of regional authorities). The State Council of the Republic of Tatarstan (regional
parliament) has one member who is Kryashen, the regional government includes several Kryashens and
there are Kryashen mayors of several municipalities (for example Mamadushskyi district, Elabuzhskyi district
and others). On the federal (Russian government) level the non-formal leader of the Kryashens is Mr. Vasilii
Likhachev, who is the member of the State Duma (federal parliament) and the vice-president and ex-speaker
of Tatarstan regional parliament in 1990s. Mr. lvan Egorov (Head of the large business corporation Ak Bars) is
the formal leader of the Kryashen Public Organization in the Republic of Tatarstan. The regional government
took part in special events for the promotion of dialogue with the Kryashens. The Tatarstan Government
Executive officers supervising the inner policy concerning the Kryashens took part on the plenary of Human
Rights Organization of Whole World Russian people’s Council in Moscow, December 23, 2013. Thus, the
regional government respects the cultural traditions of Kryashens in Tatarstan.

The Kryashens face some serious contemporary challenges. These are connected with the future of
the Kryashen community in the region. There are three possible scenarios for the future of the Kryashens.
1) Assimilation with either the Russians or Tatars. There is a danger that the Kryashens could be assimilated
into the Russian Orthodox Church or Tatar Islamic culture. 2) The conservation of culture and identity of
the Kryashens as an ethno-confessional group of Tatars (current situation). The conservation of culture and
identity of Kryashens will maintain the current position of Kryashens in the regional community. 3) The
Kryashens will receive a new status as an independent ethnic group. This new status of the Kryashen minority
will provoke debates about the autonomy of the Kryashens and transform the political situation in Tatarstan.
The most likely scenarios are the first or the second scenario, but the third always remains a possibility.

Discussion

These are very useful case studies as they illuminate the contemporary position of the three religious
minorities. The Kryashens are by far the oldest minority, the Muslims have been present in Glasgow in
numbers for around forty to fifty years and the Sikhs in Novellara are the most recent arrivals. As stated in the
introduction, we will now adapt and apply the four claims for recognition to all three religious minorities: (1)
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claims for recognition of difference; (2) claims for more autonomy in public spheres; (3) claims for tolerance
and (4) call for greater recognition for equal participation in organization of the state.

Thefirst claim for recognition for difference (distinctive dress and other symbols of religious affiliation) is
applicable to the Muslims in Glasgow and the Sikhs in Novellara but has had markedly different consequences.
The religious dress and symbols of the Sikhs initially marked them out as different to the Italians in Novellara
and the kirpan (dagger) was perceived as a weapon and as a possible threat. The wearing of the kirpan has
been accepted under article 19 of the Italian Constitution, as it is an expression of the Sikh religion (Pastorelli,
2012). By contrast, some of the religious dress of the Muslims in Glasgow has had the opposite effect in the
current climate (Diamond, 2015). The hijab identifies a woman as Muslim, as a potential threat, and she is
intimidated and feels threatened. The distinctive religious dress can be accepted and celebrated as a sign of
diversity (Novellara) or it can, at times, be used to identify members of the religious minorities and can lead
to discrimination (Glasgow).

The second claim for recognition of difference (claims for more autonomy in public spheres) is
applicable to all three case studies. The Gurdwara Temple in Novellara and the Central Mosque in Glasgow
link the religious minority with the local community but also with their place of origin and other diaspora
communities (Gallo, 2012). The Sikh temple in Novellara has become a focal point for the Sikhs, a highly visibly
symbol of the presence of the Sikhs in Novellara and has become one of the main attractions of the town.
Glasgow and the west of Scotland have a more ambivalent attitude to the visible physical presence of the
Muslims. Glasgow Central Mosque holds a high profile position in Glasgow comparable to the position held
by the Sikh temple in Novellara, but plans for some proposed mosques have been disputed and a smaller,
less well-known mosque was targeted for an arson attack after the Paris attacks (Ansdell 1999; MacKay 2001;
McCall 2015).

Similar to religious dress, the place of worship can be accepted and celebrated as a sign of diversity or
it can be used to identify a visible and accessible target. In Glasgow the Mosque, as a sign of Muslim presence
and the link of the Mosque and the Muslim community to their origins and other Muslims is now perceived
to be a threat to national and international security and, to return to a point made in the introduction, to the
residual, national Christian identity in Scotland (Gallo 2012). Ms Ali, who is quoted above, and other Muslims
have constructed their Scottish identity in relation to an adherence to Islam and not to Christianity. A sign
of the continued autonomy of the Kryashens and the maintenance of their separate identity within Russian
Orthodoxy is the continued use of the six special churches and the possibility of further special churches. This
appears to be a source of tension and challenge for the Russian Orthodox Church, which has re-established
a claim to be a national Church and contributor to national identity. This tension is exacerbated for the
Kryashens by the challenges from the majority Muslim Tatars.

The third claim for recognition (tolerance and recognition of holidays) is also applicable to all three case
studies. The former mayor of Novellara promoted the sharing of Sikh festivals, though this does raise issues
about the purpose of a Sikh festival and what can be shared with those who are non-Sikhs. The Kryashens
celebrate Sabantyi on a different date from the Muslim Tatars and this marks them out from the Muslim
Tatars. It is questionable if Muslims festivals in Glasgow are celebrated beyond the Muslim people but there
are concessions for school children who are fasting during the month of Ramadan.

The fourth and final claim for recognition (equal participation in organization of the state) is currently
applicable to the Muslims in Glasgow and the Kryashens. There is ample evidence of Muslims and Kryashens
willing to serve in public office — not just to protect their interests, but also to serve the common good. There
is less evidence of the Sikhs in Novellara holding public office but they are a group that has arrived very
recently and still represent a small minority. This Sikh community presents an intriguing case study and there
are a number of reasons why this Sikh community appears to be accepted. They are perceived to be good
workers who are attentive to their religious duties (Pastorelli 2012). The Sikhs have also contributed to the
common good by supporting social welfare. Their contribution to social welfare and to the common good
indicates that they have resources that enable them to make this contribution and they are willing to share
these resources.

Concluding comments

We would like to conclude with some brief comments about gender, youth and places of worship.
The Muslim community in Glasgow and the Sikh community in Novellara are recent new arrivals who
migrated primarily for economic reasons. There are serious gender and cultural issues for both communities
concerning the position of women, the language barrier for some women and their social integration into the
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local community and the local workforce (Lum 2012). This can be contrasted with the younger people in the
Muslim community in Glasgow and the Sikh community in Novellara who have the appropriate vernacular
language skills and appear to be more comfortable with western culture and are more able to identity with
people of their own age group and hold multiple identities. These are less important issues for the Kryashens.

The case studies highlight the importance and significance of places of worship and the visible,
physical symbolism of distinctive places of worship. The Mosque in Glasgow, the Temple in Novellara and the
Kryashen churches provide places of worship for the believers. The Mosque and the Temple also function, as
many places of worship do for new arrivals, as the focus for wider activities shared by the members of the
religious communities (Greiner 2015). This provides a point of encounter with other citizens in Novellara or
a dual role as both a point of encounter and a potential point of conflict with the other citizens in Glasgow.
The Kryashen churches act as unique places of worship for the Kryashens and symbols of difference and
independence. These Kryashen churches can also be a point of conflict with the Russian Orthodox Church
and the Muslim Tatars, reinforcing the constant anxiety about Russification or assimilation into Muslim Tatar
identity.

There is still much that could be researched about the three case studies, especially in these areas of
gender, youth and places of worship. The school education of the children and young people and the retention
and the continuation of the cultural and religious identity for future generations are important issues. There
are deeper questions to be asked surrounding the ways in which the multiple identities of the young people
are constructed and manifested and how these may be affected in times of conflict or crisis (Lewis 2007;
Myrvold and Jacobsen 2015). This would be particularly interesting in the case of the young Kryashen people
who have a strong sense of religious and ethnic identity: there is evidence of a high practice rate among the
young (Titova et al 2015). There are also questions that can be asked about the continuation of gender roles
for the women in the Sikh and Muslim communities and the social isolation of the Sikh women (Lum 2012).
Finally, there is ample scope for further research into the use, symbolism and ambivalence of these places
of worship that create a useful physical metaphor for the tensions, negotiations and accommodations for
religious minorities.
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CULTURAL INTEGRATION OF CHINESE UNDERGRADUATE STUDENTS IN A PORTUGUESE UNIVERSITY

Rodrigo Dias
FCSH-UNL

Summary

Then they arrive in Portugal, Chinese undergraduate students face a series of challenges, which we can
divide in three major categories: bureaucratic barriers, academic differences and cultural adaptation.

We carried out an empirical study, in order to evaluate the degree of cultural adaptation of Chinese
undergraduate students, originating from the Dalian University of Foreign Languages, in the New University
of Lisbon curriculum. We found out that, despite improvements across the board, Chinese students were
not integrated in Portugal after one school year, mostly because of the maintenance of a community-
centric logic. At the end, we make a series of recommendations pertaining the adaptation of foreign
students in a different academic context.

Key words: Chinese undergraduate students, cultural integration, student exchange programs

Despite the different underlying conditions and social contexts, intercultural dialogue is an increasingly
more relevant field of studies. The human species is inherently a social species. We all live in what we call
societies. That is — always was and will be — our greatest survival advantage. We are not very fast, we are not
very strong, but we live together and, in groups, we constantly adapt to new circumstances. We communicate
with each other. To understand and be understood — that is, arguably, the most important human skill and
the most basic human need.

Each human group and society developed its own ways of providing answers to problems. We have
different languages, habits, rites, heroes, symbols, values. We live in different cultures. As Hofstede (2010)
very finely put it, we have different “collective programming/[s] of the mind”. If one follows Hofstede’s line of
thinking, by conceiving the mind as a computer, we realize that different programs coexist in it. We are shaped
by our places of origin, our dates of birth, the places where we lived, our social experiences, our academic
background. We therefore belong, not to a single group, but to several groups, each with their own cultural
and sub cultural variables. By definition, we are not simply (mono)cultural beings. We are multicultural
beings. And since these different cultures that inhabit us tend to coexist peacefully and constantly interact
with one another, there is intercultural dialogue inside all of us.

This introduction serves the purpose of helping us realize that there is not a one size fits all solution
when it comes to intercultural dialogue. It is an ever changing landscape with many, interacting variables and
very few (if any) constants. Our students belong to a myriad of different groups. It is impossible to know them
all or even be wary of them all — but it is crucial to know that they are inherently multicultural. Of course,
one has to make concessions and simplify reality in order to properly study it. We should not disregard these
facts — as inconvenient or troublesome — or oversimplify reality, nonetheless.

Since September of 2014, we have been accompanying classes of Chinese undergraduate students
from the Dalian University of Foreign Languages, who are currently studying in FCSH-UNL as a part of their
major in Portuguese language. Dalian and Lisbon are approximately ten thousand kilometers away from each
other. This distance, however, is not just geographical, it is also cultural — as we will see ahead.

We wanted to understand if these students were successfully integrated in their new academic,
social and cultural contexts. We also tried to identify the main obstacles to their adaptation and find ways of
helping them feel more at ease. This is an increasingly more relevant subject: there has been, in the last few
years, a tremendous surge in the multidimensional relationships between China and almost all Portuguese-
speaking countries. Brazil, current political climate notwithstanding, and China are strategic geopolitical
and economical partners (Shanpei 2010); Portugal needs foreign investment, which China provides for;
China needs technical and technological know-how, for instance in the renewable energy sector, which
Portugal provides for (Villalobos 2015); the African Portuguese-speaking countries and China also have deep
economic and commercial ties (Fernandes 2011). This mutual interest has also become apparent in these
countries’ universities, with an increase in language and culture courses. To help us better illustrate that: at
the beginning of the century, only five universities in China had Portuguese language majors; in 2012, that
number had increased to twenty-one.
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Many institutional protocols have been signed, in order to enable student exchange programs. The
Dalian University of Foreign Languages and the New University of Lisbon signed their protocol on January
29% 2010. The protocol has since then been renewed and restructured. It is imperative to keep evaluating
these processes, as this lets us know what more can be done, what does not need any change whatsoever
and what needs to improve.

That is why the cultural adaptation of Chinese undergraduate students in a Portuguese university is
such a dear subject to us, and why it is important to keep studying it. In the context of our master’s thesis,
we reached a series of conclusions — which are referred to at the end of the text. For the sake of this project,
however, we also added a few recommendations at the end, which refer not only to this particular group, but
to the intercultural dialogue experience and the classroom context as a whole.

We will see that last year’s problems and solutions are not the same as this year’s. However, the basic
way of dealing with whatever problems that arise is essentially the same.

First, let us focus on last year’s class. Last year’s class was constituted by 13 students, 10 female
students (77%) and 3 male students (23%), aged between 18 to 22 years old (with a mean of 19,62 and a
mode of 19 years old). A great majority of them were sophomore students (85%), but two of them (15%)
were in the third year of their degree. In terms of their language skills, they were mostly A2 language level
students. Our job last year was essentially to ease their cultural integration in Portugal — we helped them
fulfill their bureaucratic obligations, we listened and attended to their academic needs and we tried to make
their cultural integration easier. As such, we defined three levels of observation — bureaucratic obligations,
academic needs and cultural integration. Sometimes, these levels overlapped, but this arrangement in
different categories made it easier for us to better answer their needs.

What does cultural integration have to do with bureaucratic or academic concerns, however? More
than one probably expects. A study by Ryan and Twibell (2000) identified aspects such as interpersonal
relationships, problems in communication derived from a language barrier, personal adaptation, health
concerns, safety matters, academic success and legal framework as stress inducing factors that might alienate
the student from his or her surroundings, hence making it harder for him or her to successfully integrate in
another society.

Our experience last year seems to corroborate their findings. From September of 2014 to February
of 2015, most of the bigger concerns of the students related to paperwork, legal framework — questions
such as what to do, how to do. Visa renewals, housing arrangements, transportation in and around town,
bank accounts, cell phone accounts, health insurance, school enrollments: each of these activities can be
troublesome in and of themselves, but all together they can be overwhelming. The specifics of what they
had to do are too complex to delve into in a work of this nature. To understand how we managed to tackle
these issues is essential, however.

First of all, we prepared ourselves. We anticipated most bureaucratic needs and gathered information
on them. We also collected some information on the Chinese proceedings, to anticipate possible questions
and doubts. The greatest difference between Portuguese and Chinese proceedings relates to a matter of
complexity. To put it in very simple terms, bureaucratic proceedings in China are easier to deal with and
faster to get done. For example, to apply for a visa in China you need to wait in line for 15 or 20 minutes,
at the very most. In Portugal, to renew a visa you often need to wait in line for 6 or 7 hours. We were also
told that Portuguese authorities require more documentation to grant visas, documentation which can be
troublesome to obtain.

To help them, during the school year, but also on vacation, we were available almost 24/7: we gave
them our personal phone numbers, e-mail addresses and created accounts in two of the most popular social
networks in China — WeChat and QQ. We personally helped them whenever possible, but obviously we could
not help them carry out every single daily need. We were always available to answer their questions, though.
Students later told us, informally, that this reassured them — knowing that there was always someone they
could rely on whenever they needed help from a local.

The language barrier was probably the biggest hurdle to surpass: they spoke Chinese, some English
and some Portuguese. Many Portuguese people, however, can only speak Portuguese or barely functional
English. Thus, we had to function as spokesperson/translator, talking to landlords, public servants, college
personnel on their behalf and transmitting the information back to the students. This did not erase all those
factors as stress inducing ones. But it alleviated them, it made them easier to deal with and somehow less
stressful than they might have otherwise been.

In terms of academic adaptation, to understand their worries, first we have to understand some of the
differences in curricula between their degree and the study program in FCSH-UNL. This, once again, was the
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first step towards reassuring our students — prepare ourselves, study all relevant information. In the Dalian
University of Foreign Languages, a Portuguese major takes four years to complete. The different language
skills — spoken comprehension and production, written comprehension and production — are separated in
different subjects. More theoretical subjects, such as History or Literature, function mainly as means of
learning the language. When they arrive here, the curriculum is strikingly different: there is only one language
subject, aptly called Portuguese, devoted to every language skill at the same time. Theoretical subjects, such
as Politics, History and Geography are meant as truly theoretical subjects, dealing with abstract concepts
and different realities. The root of these academic differences is also a cultural one: Western education,
generally speaking, gives great value to the process of learning itself, focusing on theoretical notions and then
the application of those concepts — the student learns and learns how to learn; Chinese education is more
focused on the end result of learning — the most important thing is to learn. One approach is not necessarily
better than the other. They are just fundamentally different approaches to education.

Most of the learners’ complaints and needs are related to these differences: the goals here are not
the same as they are in China. It is a very different education reality. On top of this, sometimes teachers miss
the fact that they are teaching A2 language level students — they speak a bit too fast, they use complicated
words and abstract concepts and the message is often a bit unclear. The situation got better as the school
year went by, their language skills got better, but some of their issues remained unsolved: they wanted
more participation in class, more language classes or language-related school subjects and less theoretical
subjects, which they deemed unnecessary.

Some students looked for more informal contexts of language learning, for instance, getting jobs in
Lisbon, to improve their language skills. This can be a problem, as jobs can be distractions from school work.
Throughout last year, we talked to the students, giving them advice and listening to their feedback, and we
passed along their feedback to their teachers whenever needed. This year, we are trying to deal with all these
problems, as we will see ahead.

Finally, we arrive on the subject of cultural integration. Once again, the first thing one has to do is to
prepare oneself. | tried to identify some basic cultural differences that could make cultural integration harder
to accomplish, besides those already mentioned. In very broad terms, we can say that the Chinese culture,
even more so in comparison to the Portuguese one, is deeply concerned with the notion of community
(Bucknall, 1999). There is a greater emphasis on hierarchy, social harmony. An individual must understand
his/her role in the world, accept it and act accordingly. The concept of mianzi (1 ) plays a central role in
this process. Mianzi is a social currency of sorts, which greatly influences one’s reputation and public standing
(Seligman 1999:198). Literally meaning face, this concept is mostly used together with verbs such as save ({&
¥, bao mianzi, save face), lose (5, shi mianzi, lose face) or give ({8 ¥, gei mianzi, give face). Thus,
to give a couple of examples of what constitutes mianzi, lying to someone else may be socially laudable if that
someone’s honor is at stake; likewise, an insincere compliment might be praiseworthy.

What this means, in practical terms, is that Chinese students show great respect for figures of authority,
such as teachers. They avoid speaking up in class, even when asked to do so, fearing the teacher’s reaction.
This can be a hard obstacle to overcome. Mianzi also prevents them from saying outright bad things about
their experiences. For instance, when incited to provide some feedback on their experience, if something
was bothering them, they would qualify that something as “manageable” or, at worst, “a bit troublesome”.
This made it difficult to know their true opinion on some subjects.

To make it easier for them to open themselves and be fully honest about their experiences, we had
to earn their trust throughout the school year. Little by little, they revealed more of what they thought, in
more direct terms. At the end of the school year, we carried out an opinion survey. We made sure it was
completely confidential. Some students still refused to say bad things about anything, but most were not
afraid of criticizing what they thought needed to improve, sometimes even by being a bit harsh.

They did not fully integrate in the local culture. They acquired some of the local habits: at the beginning
of the year, only one female student greeted us the Portuguese way — with a kiss on each cheek. At the end of
the year, almost all of them did so. They began speaking Portuguese almost all the time, only using another
language to clarify doubts. They got used to most of the Portuguese routines and habits.

However, they are not yet independent, still relying heavily on the help and input of others; also, the
community-centric logic is hard to let go of. They all lived either in the same houses or near each other. They
went to class together, in groups, and they went out together, in those same groups. Even the jobs they got
were always somehow related to China and other Chinese people. A strong sense of community is not bad,
in any way, shape or form. A successful cultural integration would require them, nonetheless, to willingly
and more thoroughly embrace other practices and the local people. You cannot force them to somehow
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be “more Portuguese” — whatever that means. That is not cultural integration; cultural integration, as we
understand it, happens when an individual feels at home in a new cultural environment while not losing sight
of his or her native cultural background. Let us delve into that notion.

According to Ryan and Twibell (2000: 412), the phenomenon of cultural shock, when an individual
enters and is constantly surrounded by a new cultural background, comprehends four different stages: a
honeymoon stage, where the individual is dominated by excitement; a disenchantment stage, where the
individual starts to become more aware of his or her imperfect new surroundings; a third stage, where
the individual tries to adapt to his or her new circumstances, chiefly by adopting new behaviors that are
considered more suitable; and a final stage, where the individual is fully adapted to and comfortable in a new
culture.

Meireles (2008: 36) proposes a different final stage, which she more neutrally calls stability stage. On
this proposed stability stage, there is always a constant factor: the individual finds behavioral stability. That
being said, that does not mean the individual is well-adapted to the new culture. This point of stability can be
harmful for the individual, if he or she gives up on trying to adapt and/or is rejected by society. Stability may
also mean that the individual has not forgotten his/her origins, retaining some or most of the original cultural
identity, but is comfortable enough in a new surrounding. Finally, the individual may be so much adapted to
the new context that he/she has almost completely erased all traces of the original culture.

In the context of our work, we understand cultural integration as that middle ground between what
we can call cultural marginalization or exclusion (where the individual is an outcast) and cultural assimilation
(where the individual loses track of his/her original cultural background). Therefore, and as we previously
stated, culture integration happens when the individual feels at home in another culture, without forgetting
his/her roots.

To sum up our work thus far, some of the biggest unsolved problems last year related to the lack of
participation in class, the absence of more practical subjects, the worrying focus on finding jobs in Lisbon
and the unfinished cultural integration of the students. To address these issues, the faculty rearranged the
curriculum, for instance giving first year students the chance to be in touch with Portuguese students in at
least one subject and reinforcing the second year’s curriculum (to keep them focused on college, instead of
their jobs); to address the lack of practical classes and to help them with their integration, this year, we are
also fulfilling the role of tutors, giving Chinese students classes chiefly focused on spoken comprehension
and production, and also on Portuguese cultural and academic aspects. To give an example, at the beginning
of the school year, our first year students — and some of the second year students — did not know how tests
were scored in Portugal. One would think by then they would know such a basic detail, but that is also
probably why they did not know anything about it — it is so basic, sometimes Portuguese teachers take it for
granted and forget to explain it.

This year’s younger class is somewhat less focused on bureaucratic details, and more concerned with
academic and cultural aspects. They still worry about their visas, and housing, and paperwork, of course; but
they are also more intrigued about the way different things are done in Portugal. They often ask us about
Portuguese habits, Portuguese mannerisms and expressions. In spite of living close to one another, some
of them specifically searched for apartments where they could be with or around Portuguese people. This
is something that is encouraged by our faculty, because it helps with their language skills and their cultural
integration. Despite sharing many of the same cultural aspects of last year’s class, the group is different, its
individuals are different, and that leads to other, new dynamics. For example, even though both classes are
similar in age group, this year’s first year class is composed of seven female students and six male students,
which, by itself, changes some of the dynamics in the class.

The second year students are now worried about their futures and their integration in Lisbon. They
ask us often about career opportunities, they are seemingly more curious about Portuguese habits and
progressively more aware of their surroundings. They have started talking about Portuguese friends, which is
an encouraging sign of integration. It seems that this year they are more open to new experiences.

To sum up our experience, we will quote a traditional saying, popularized by Abraham Maslow in
his work Toward a Psychology of Being (1962: 15): «I suppose it is tempting, if the only tool you have is a
hammer, to treat everything as if it were a nail.» It is too easy, it is too tempting to make generalizations and
to fit people into more or less pre-determined categories. It is easy to look at a box full of nails and say “it is
a box full of nails”. But even nails are different from one another: there are bigger and smaller ones, thicker
and thinner ones, they vary in color and in resistance. There are also hammers of different sizes and shapes
that are more effective according to different kinds of nails. And if you look with enough attention, you will
see that some of those nails are actually brass pins and screws.
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You have to get to know your audience. By learning about their backgrounds, you can make more
accurate predictions — by learning some notions in Chinese culture, the Chinese language, their education
system, their bureaucratic proceedings and comparing them to our own realities, we were able to anticipate
problems and deal more easily with whatever problems arose. This generalization and comparison process
is fundamental, in both scientific research and the classroom. However, in the classroom, you have to go
further and pay attention to each individual. Listen to them, be there for them, learn from them. Then you
will know what tools to use. And finally, you have to be prepared for occasional failure. You cannot be in
control of everything, some things will go wrong. If you are prepared to fail, you will more easily get back
on track. If a predetermined plan goes wrong, change it. Adapt to new circumstances, do not be afraid of
change. Your students are constantly dealing with change — you have to set the example and show that you
can adapt.
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ALLMEET IN LISBON "15: REPORT OF THE STUDY VISIT

Inés Vieira

Claudia Urbano

Maria do Carmo Vieira da Silva
Luis Baptista

FCSH-UNL
CICS.NOVA — Interdisciplinary Centre of Social Sciences

Summary

This report regards ALLMEET in Lisbon’15, a study visit held in Lisbon from 23 to 27 November 2015,
organized by the Portuguese delegation of the ALLMEET project, based at CICS.NOVA, FCSH-UNL. This study
visit included different activities: international seminar “Intercultural dialogue: learning, speaking, and
sharing”; joint dinner; visit to the High Commissioner for Migrations; MigranTour; visit to Camdes high school
(Portuguese language for foreign teenagers and adults and professional requalification); intercultural study
& research CICS.NOVA; special protocol session; Portuguese documentary on migrations, recommendation
“Lisboetas”; intercultural visits in Lisbon Metropolitan Area.

ALLMEET in Lisbon ’15 — group photo
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IN THE FRAMEWORK OF ALLMEET — ACTIONS OF LIFELONG
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Lo-funde by fha ' - FACULDADE DF DENCIAS ""_ I C I
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International Seminar ALLMEET in Lisbon’15
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Intercultural Dialogue: Learning, Speaking, and Sharing
FCSH-UNL
Tower B, 2™ floor, Auditdrio 1
Welcome session
9h30-10h00
Jodo Costa, Dean FCSH-UNL
Luis Baptista, Director CICS.NOVA
Morena Cuconato, ALLMEET International Coordinator
Tatiana Tregubova, ALLMEET Russian Consortium Representative

Panel 1

Learning, teaching and fundamentals of intercultural interaction in Russia

Chair: Maria do Carmo Vieira da Silva (CICS.NOVA, FCSH-UNL)

10h00-10h20

Formation of a tolerant personality in the lifelong multicultural education: Experience of multiethnic Tatarstan
and Mari El

Farida Mukhametzyanova, Tatiana Tregubova (KIPPPE-RAE), Nataliya Morova, Larisa Lezhnina, Svetlana
Domracheva (MarGU), Iskandar Mukhametzyanov (Volunteer)

10h20-10h40

Models of assessment of multicultural competence within the framework of the project TEMPUS ALLMEET
Olga Smolyaninova and Katerina Valiaeva (SibFU)

10h40-11h00

Intercultural dialogue: a theoretical model and its implementation in the Russian Federation

Eldar Aetdinov (KFU)

Panel 2

Speaking inter-culturally: language, narratives and social inclusion

Chair: Claudia Urbano (CICS.NOVA, FCSH-UNL)

11h00-11h20

Minor languages in the Russian Federation: functional support and inclusion experience
Jamila Mustafina (KFU)

11h20-11h40

New linguistic tools for social inclusion in acquisition of the foreign language

Olga Lvova (MGPU)

11h40-12h00

Narratives for intercultural education: writers and rappers of the “second generation”
Morena Cuconato and Federico Zannoni (UNIBO)

12h00-12h30

Questions & answers

FCSH-UNL
ID Building, 4*" floor, Multiusos 3
Panel 3
Sharing: from multicultural encounters to intercultural projects
Chair: Luis Baptista, CICS.NOVA, FCSH-UNL
14h00-14h20
Promoting interculturalism through non-formal and informal approaches: proposing a framework to observe
and analyse intercultural initiatives
Claudia Urbano, Inés Vieira, Maria do Carmo Vieira da Silva (FCSH-UNL)
14h20-15h00
Integration of religious minorities in Italy (the Sikh community in Novellara), Scotland (the Muslim community
in Glasgow) and Russia (Chryashians in Tatarstan)
Stephen McKinney, Federico Zannoni, Vasil Sakaev (UoG, UNIBO, KFU)
15h-15h30
Questions and answers
Debate
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Intercultural dialogue: the relevance of European/international projects
16h00-18h00

Chair: Luis Baptista

Jodo Soeiro de Carvalho, Vice-Dean FCSH-UNL

Pilar Bravo, National Agency for Erasmus + Education and Training in Portugal
Morena Cuconato, ALLMEET International Coordinator

Poster exhibition
By students of Multi/Intercultural Education at FCSH-UNL (lectured by Maria do Carmo Vieira da Silva)

Seminar news on FCSH-UNL webpage:
http://www.fcsh.unl.pt/media/noticias/seminario-internacional-201cintercultural-dialogue-learning-
speaking-and-sharing201d-no-ambito-do-projecto-allmeet-programa-tempus 1

Report on International Seminar

This International Seminar about intercultural dialogue, one of the structuring themes of ALLMEET
project, was foreseen to cover three subthemes that would be our focus of work during the entire study visit:
education, language and the development of intercultural projects. The conference was very successful on
its purpose, gathering interesting presentations that bridged empirical reporting with theoretical reflection,
both for Russian, Portuguese, Italian and Scottish contexts.

Panel 1: Learning, teaching and fundamentals of intercultural interaction in Russia

Three papers were presented, reporting the achievements (theoretical models/rationale, trainings,
assessments) of the main implementation proposal of ALLMEET project: the Intercultural Education Platforms.
In these presentations, the work resulting from the IEP’s of Tatarstan, Mari El and Siberia was put in focus.
This panel was particularly important to provide a general picture of tolerance (framed in individual and
social/collective scales, with different results) and inter-ethnic related challenges for Russia.

Panel 2: Speaking inter-culturally: language, narratives and social inclusion

Three papers were presented. The first two papers highlighted the significant variety of languages
and linguistic official compositions (from mono- to multi-component types of official status of language in
different regions, republics and other territorial units of RF), and emerging ICT linguistic tools to improve
tolerance in Russian Federation. The third presentation focused a different type of narratives, still related
to the core issues of inclusion, diversity and representation: the case of literature and rap music led by the
“second generation” in Italy.

Panel 3: Sharing: from multicultural encounters to intercultural projects

This panel consisted in asingle paperand asymposium of three correlated papers. The first presentation
proposed a framework/grid to observe non-formal and informal intercultural initiatives, a tool that could be
used by IEP’s on a straight monitoring collaboration with an Observatory of Migrations, complemented by
an Observatory of Tolerance that could disseminate the best practices of a considered territory. The second
presentation focused the cases of three religious minorities: the Muslim community in Glasgow, the Sikh
community in Novellara and the Chryashians in Tatarstan. Considering the recent events in Paris and a
perceived raise of xenophobia against migrants and refugees, particularly towards Muslims, it is important
to appropriately frame the history of minority communities in the arrival contexts and understand their
inclusion/exclusion dimensions.

Debate: Intercultural dialogue: the relevance of European/international projects

ALLMEET project has been the departing point of this debate: it is an international project, linking
Europe and Russia, a bridge in present times of tension and possibly a bridge for future common projects.
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The importance of working with different regions has been highlighted, connecting different experiences
and histories of the world. This type of cooperation is also important for different types of future mobilities
(student, staff, teachers). Portuguese priority strategies include primary partners (from Portuguese-speaking
countries) and partners outside the Portuguese language and the European space. Eastern Europe and Russia
are considered very important partners, a region from which there are currently 10 shared projects with
Portuguese universities and polytechnic institutes. Three challenges have been highlighted: the difficulties
in sharing a non-native language, some basic concepts (like intercultural education and tolerance) and
organizing principles; the need to learn how to debate and discuss without prejudice and stereotypes; and
the need to improve communication, particularly through joint actions and publications.

Poster exhibition

Maria do Carmo Vieira da Silva concluded the Seminar reflecting upon the work of her students of
Multicultural Education. She retained very important to involve students in different pedagogical activities,
namely in this type of international projects — they constitute good moments to deal with tolerance, but also
with the beauty of diversity.

Joint dinner

Restaurante Pereira da Laurentina
Avenida Conde Valbom, 71 A, Lisbon
http://www.restaurantelaurentina.pt

After the seminar, ALLMEET participants have been invited to a joint dinner in Laurentina, a restaurant
of Portuguese traditional cuisine with top-quality dishes of codfish, one of the remarkable ingredients in this
country. The dinner included meat, fish and vegetarian options, chosen after the options and needs of each
participant.

This joint moment was planned as a contribution to the development of intercultural dialogue among
ALLMEET participants. This informal, deeply sharing approach to intercultural development implies the
respect for the specificities of each participant as well as the promotion of a space of direct, bond, non
regulated inter-knowledge among all.

DAY TWO, TUESDAY 24 NOVEMBER

Visit to the High Commission for Migrations (ACM)

Centro Nacional de Apoio ao Imigrante (CNAI)
Rua Alvaro Coutinho, 14, Lisbon (Anjos District)
11h00-13h00

The visit to the Portuguese National Immigrant Support Centres, guided by Catarina Reis Oliveira
(ACM), was centered on the Portuguese One-Stop-Shop approach (CNAI). The CNAI aims to provide a step
forward regarding the integration of Portugal‘s immigrant population by offering competent, efficient and
humane assistance in order to respond to the needs of migrants. Intercultural mediators, who originate from
the different immigrant communities, play a key role in all CNAI services. Accordingly, each CNAI provides a
range of Government and non-Government services under one roof in a variety of languages (Portuguese,
Cape Verdean and Guinean Creole, Romanian, Russian and English). Services include the provision of
information and direct assistance regarding legalisation and visa issues, family reunification, the educational
system, access to Portuguese language courses, healthcare, professional and educational skill recognition,
social security and welfare issues, employment concerns, legal aid and support for immigrant associations.

Handbook on how to implement a One-Stop-Shop, available in English, Portuguese, Italian, Spanish, German
and Greek:
http://www.0ss.inti.acidi.gov.pt/index.php?option=com_content&view=article&id=140&Itemid=78&lang=en

High Commission for Migrations website: http://www.acm.gov.pt

Documentation centre from the National Immigrant Support Centre in Lisbon: http://www.oi.acidi.gov.pt
MigranTour
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Mouraria district, downtown of Lisbon
15h00-17h00

MigranTour is a sustainable tourism approach that promotes touristic city routes guided by local
resident immigrants. In Turin, 2010, occurred the first course for “intercultural companions” supported by
a tour operator for responsible tourism, in collaboration with NGOs. It generated interest from other Italian
and European institutions, so in 2014 it developed into the project “MygranTour: a European network of
migrant driven intercultural routes to understand cultural diversity”. Nine cities were initially identified for
the development of the project: Turin, Milan, Genoa, Florence, Rome, Marseille, Paris, Valencia and Lisbon.
The creation of an European network was the strategy chosen to the intended multiplying effect, allowing to
share good practices of social cohesion and promotion of an European sense of citizenship, while offering a
sustainable earning opportunity for the intercultural partners involved.

Map of the visit:
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Source: Associacdo Renovar a Mouraria (http://www.renovaramouraria.pt/migrantour-rotas-urbanas-

interculturais/)

The Portuguese neighborhood in which MigranTour has been implemented is Mouraria. This is very
rich territory regarding social and historical heritage. Mouraria is one of the oldest quarters of Lisbon, once
house of the Moors (at the root of the quarter’s name) and Christians, it is the home place of fado music
and long-lasting place of residence for foreigners arriving in the Portuguese capital. Nowadays, “Over 50
nationalities are represented in Mouraria, with a percentage of foreign residents (24% of the total population)
well above the average for the city (about 9%) and the nation (about 4%). The largest groups of migrants are
those from Bangladesh, India, China and Brazil, while the African communities tend to reside in outer areas,
even if they regularly visit Mouraria for business, work and for other services” (Vietti 2015: 82).

Promoted by Associacdo Renovar a Mouraria, there are presently two MigranTour Routes: “The first
tour”, beginning at one of the main Orthodox churches in the city, passing through informal and formal
market places for African and Asian communities; and “From Mouraria to the whole world”, which better
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highlights the historical pieces of the cultural mosaic represented by this quarter. In ALLMEET visit we made
a composition of both tours, aiming to show both external and internal dimensions of the cultural diversity
of this Lisbon neighborhood. Our guides were Fatima and Filipa Bolotinha.

Vietti, Francesco (Ed.) (2015) Migrantour. The world within cities. Intercultural walks in Florence, Genoa,
Lisbon, Marseille, Milan, Paris, Rome, and Turin. Como: New Press. http://www.mygrantour.org/wp-content/
uploads/2014/09/Migrantour_ENG_light.pdf

Mouradia — Casa Comunitdria da Mouraria, Beco do Rosendo, 8 e 10, 1100-460 Lisbon

Associagdo Renovar a Mouraria: http://www.renovaramouraria.pt

DAY THREE, WEDNESDAY 25 NOVEMBER

The 3" day of activities was dedicated to the visit of a historical Lisbon high school with a multicultural
context, with courses of Portuguese as a foreign language (regular teenager students), Portuguese for all
(adult students — migrants and refugees), and a centre for professional requalification.

Visit to Camoes high school - Intercultural projects (language and professional requalification)
Escola Secunddria de Camoes

Praca José Fontana, Lisbon
www.escamoes.pt

10h00-13h00

The school’s Director, Jodo Jaime Pires, welcomed all participants and introduced the visit to Camdes
High School. He presented this historical school in Lisbon, named after the epopee poet Luis de Camoes, in a
building projected in 1907 by the Modernist architect Ventura Terra, and testimony of learning and teaching
by relevant Portuguese personalities such as Mario de Sa-Carneiro, Vergilio Ferreira and Aquilino Ribeiro. We
visited different buildings and sections of this school, particularly the historical library, archives, gym and the
museum of natural history.

The second presentation was centered on the curricular unit of Portuguese as non-mother language
(PLNM — Portugués Lingua NGo Materna). Adriana Remédios, teacher of Portuguese language, reflected
on the needed development of the approach to language teaching when facing teenage students recently
arrived in Portugal, put in general school classes, but struggling to understand, talk and write in Portuguese.
Students’ testimonies allowed understanding how this adapted approach to Portuguese language teaching
improved their integration at different levels, particularly promoting their growing success as students, and
making these students feel welcome, well-considered and caringly hosted in these classes and school.

14h30-17h00

The third presentation was about the Centre for Professional Requalification (CQEP Camdes —
Centro para a Qualificacdo e o Ensino Profissional). Its coordinator, Rosario Caetano, presented this Centre.
Similar to ALLMEET’s framework on VPL, this Centre renders services of information, guiding and assistance
to youth and adults looking for professional qualification and competence recognition. The processes of
Recognition, Validation and Competence Certification (RVCC) are provided in this Centre, free of charge,
aiming to recognize abilities already attained by adults who need a school certification. This approach may
help Portuguese citizens with low academic certifications, but also citizens from other countries who aim to
work or to continue their studies in Portugal and need to validate they proficiency and capabilities in different
sectors related with their previous activities.

The fourth presentation was centered on the courses of Portuguese for All (PPT — Portugués Para
Todos). These courses are organized for levels A1, A2, B1 and B2 of Portuguese language proficiency. They are
organizedtoforeignerswhowishtolearn Portuguese language, notwithstandingtheir particular circumstances
and mobility statuses. Madalena Contente, teacher of this course in Escola Camdes, explained why there is
a high demand for attending her classes: this school is presently one of the few, in Lisbon, providing such
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a course free of charge. In a straight collaboration with the education office of the High Commission for
Migrations, but no longer with guaranteed financing, the actual map of institutions providing these courses
cannot guarantee to work free of charge, depending on the capabilities, projects and joint initiatives (school
boards, teachers, other school workers, students, parents) of each school. Through the testimony of students
— all adult immigrants and refugees from different countries and socio-economic backgrounds — it was
possible to understand that the high demand is also due to the excellent level of teaching and hosting of
Portuguese for All in this institution.

Contact of Dulce Sa Silva (Coordinator of the Department of Portuguese Studies, main organizer of the school
visit): dulcesasilva@gmail.com

DAY FOUR, THURSDAY 26 NOVEMBER

The 4™ day of activities was organized in two different work sessions and a special protocol session.
The morning sessions were aimed at sharing some of the best examples of intercultural projects of CICS.
NOVA researchers and students, and at strengthening the cooperation among ALLMEET delegations through
signed protocols. The afternoon session was aimed at knowing the intercultural feature of Lisbon through the
link of science and arts, particularly with cinema.

FCSH-UNL, ID building
Intercultural Study & Research CICS.NOVA

9h00-13h00
Learning the language of schooling in plurilingual contexts
Carolina Gongalves (CICS.NOVA, Polytechnic Institute of Lisbon)

In this presentation, Carolina exposed the results of her research in language and education. She
demonstrated, empirically and theoretically, that a successful educational profile (as, in general, knowledge
building) requires good levels of competence in the language of schooling. Possibilities of working about
languages and arts in plurilingual contexts were demonstrated through six didactic sequences in primary
school: (1) Colors, dots, lines (painting and writing poetry — development of literacy); (2) The bedrooms
(first contact with the structure of descriptive text — the importance of writing different genres of texts);
(3) Painting dictated (developing the ability of observation and description through the instructional text
— language viewed as discourse); (4) Fish that glow (searching information on styles, techniques, painters,
in order to justify pupils’ written and artistic productions — diversity of relations between language and
knowledge); (5) Shared bedrooms (description and painting in groups following the dynamic Cadrave Exqui
— bridges between subjects); (6) The Exhibition (writing art by artists — sharing work, sharing feelings). This
project resulted in the promotion of cognitive development of pupils while increasing their literacy levels and
developing language(s), therefore contributing to school, personal and professional success.

Contact of Carolina Gongalves: carolinag@eselx.ipl.pt

Presentation of the MMIIS course — Master on intercultural mediation and social intervention
Ricardo Vieira (CICS.NOVA, Polytechnic Institute of Leiria)

This presentation was centered on the Master Program on Intercultural Mediation and Social
Intervention, developed in the Polytechnic Institute of Leiria, and coordinated by Ricardo Vieira. This 2 year-
program aims to provide knowledge and competencies at theoretical, practical and methodological levels in
the key areas of understanding the multicultural character of contemporary society and social work between
diverse cultures and social groups. Ricardo Vieira framed this approach of mediation as more related with
a preventive measure rather than a solving or restorative measure. It is also promoted as a promoter of
transformative mediation, allowing students to proceed into a creative process beyond norms/points of view
to achieve a new way for intercultural encounter. According to this program, forming an intercultural mediator
requires to work on different professional dimensions: the mediator is at the same time facilitator, assistant,
advisor, aims at building a new relationship among different groups, promotes success, social participation
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and the construction of citizenship.
Contact of Ricardo Vieira: rvieira@ipleiria.pt
Master Program: http://www.ipleiria.pt/cursos/course/master-in-intercultural-mediation

Intercultural Study & Research: Best practices in FCSH-UNL
Maria do Carmo Vieira da Silva (CICS.NOVA, FCSH-UNL)

In this presentation, Maria do Carmo Vieira da Silva framed the context in which the attention for multi-
and intercultural issues emerged, the evolution of the curricular units on multiculturalism and education in
this Faculty, their research enveloping and methodological approach. For a temporary framing, only after
1974 revolution, which deposed a right-wing dictatorship, was it possible to develop the scientific fields of
anthropology and sociology, which first raised attention on migrant and other minority groups. FCSH-UNL
has been the only public Faculty in Portugal promoting Education and Multiculturalism (including curriculum,
intercultural inclusion and citizenship issues) as a compulsory curricular unit in teacher training courses. This
unit has been lectured by Maria do Carmo with a methodological approach that includes active listening and
collaborative learning tools, particularly promoting the participation of students in real situations of conflict
resolution. Besides teaching and learning, an important research enveloping lead to the publication of more
than 150 studies on curriculum, students, teacher training, administration, family and multi/intercultural
education.

Contact of Maria do Carmo Vieira da Silva: mcvs@fcsh.unl.pt
Curricular unit on “Education, Curriculum and Multiculturalism”, FCSH-UNL 2015: http://www.unl.pt/guia/2015/
FCSH-UNLGI_getUC?set_language=en&uc=722171259

School environments with students from multicultural contexts
Catarina Almeida (student, FCSH-UNL)

Catarina Almeida presented a reflection upon her work as a teacher in a private, religious (Christian)
school that is facing a growing reality of multicultural backgrounds of its pupils. Facing this context, she
proposed a view of education as “the point at which we decide whether we love the world enough to assume
responsibility for it (...) and whether we love our children enough not to expel them from our world and leave
them to their own devices” (Hannah Arendt, The Crisis of Education). For this purpose, she proposed a view
of educational work assuming elementary experiences such as the need for happiness, justice and truth, and
the evidence of sharing some levels of common understanding about reality. Watching reality, elementary
experience and maintaining a set of values, it could be possible to promote a type of education in which the
commonalities are bigger than differences.

Cultural integration of Chinese undergraduate students in a Portuguese university
Rodrigo Dias (student, FCSH-UNL)

Rodrigo Dias presented a reflection upon his work as mediator/tutor of Chinese students from Dalian
University of Foreign Languages enrolled in courses at FCSH-UNL. During this work, he observed mainly
three levels of integration challenges for Chinese students: academic needs (difficulties in disciplines such
as Portuguese, History, Geography and Political Institutions), bureaucratic obligations (related to legal/
visa issues, bank accounts/cards and housing) and cultural integration (particularly regarding language
and a deeper level of diversity in cognitive and educational system processes). Facing these circumstances,
and framing with the needs of each group, he suggested a mediation approach with tutorship, curricular
rearrangement, more classes with Portuguese people and more cultural activities.

Contact of Rodrigo Dias: rodrigo.jorge.dias@gmail.com

Special protocol session
12h00-13h00

This session was aimed at reinforcing collaboration among ALLMEET delegations through protocols
of cooperation with FCSH-UNL. These protocols will allow further mobility of students, academic and non-
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academic staff between the signing parties, constituting a privileged bridge for future research projects,
knowledge-transfer initiatives and joint educational programs. Strengthening the alliance between ALLMEET
delegations was considered a priority for the Organizing Committee of ALLMEET in Lisbon’15, particularly
for the delegation manager Luis Baptista, who accompanied all interested delegations for this purpose,
and for the delegation researcher Maria do Carmo Vieira da Silva, who fostered the preparation of these
protocols from the very beginning of ALLMEET project. This collaboration was also a priority for the Dean
and the Scientific Council of FCSH-UNL, who welcomed all participants and promoted the constant support of
different Faculty Offices. This support allowed easing, clarifying and assuring the establishment of protocols
with all interested partner organizations. This formalized collaboration between delegations was retained as
a key action for the sustainability of this network of partner organizations.

Portuguese documentary recommendation

Interculture on Screen: “Lisboetas”

Lisboetas
Documentary film (100°) by Sérgio Tréfaut, 2004

Lisboetas is the Portuguese word to identify people from Lisbon. The option for this title highlights
how the Portuguese capital city has changed regarding its populations. For a long time, despite the trading
post character of this city and a considerable flow of incoming people for commercial purposes, there was
a clearer distinction between who was from Lisbon and who wasn’t. Nowadays, this distinction faded. And
the result, as presented in this rewarded documentary film from 2004, is a kind of a musical with distinctive
but engageable parts. Rather than presenting a harmonious utopia, this film presents a dense, multilayered
city: a composition of different cultures, languages, religions, ethnicities and national belongings, crossed
with different socio-economic situations and life circumstances of a growing number of immigrants and
descendants living (in) Lisbon.

This film was chosen for our study visit due to its likely definition of intercultural dialogue through
the example of the vivid social life of Lisbon. On the one hand, it assumes the sound of each voice and the
natural dissonances in the middle of diverse people and life chances. On the other hand, it suggests that, at
the root of each person’s life, individually and collectively, lays a very same origin, similar hopes of fortune
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and dreams of harmony and realization. In the middle of both ways, it pictures and records how different
immigrants find bridges and ways of self-realizing while sharing public and private spaces with others.

Film page, source of photograms: http://faux.pt/site/lisboetas

Film page on IMDB: http://www.imdb.com/title/tt0422648

DAY FIVE, FRIDAY 27 NOVEMBER
Lisbon City and Metropolitan Area

Intercultural visits in Lisbon Metropolitan Area

In order to allow diverse experiences of the vibrant realities of Lisbon and its Metropolitan Area, the
Portuguese delegation decided to create a Guide with suggestions of routes and some historical and practical
information, highlighting the intercultural feature of each path.

This guide benefited from the work of Anna Khairullina, translator of Russian, Italian and Portuguese
languages, living in Lisbon for three months at the date of ALLMEET in Lisbon’15 visit. With the tutoring of
Inés Vieira, Anna followed the invitation to write about what would be interesting to show about Lisbon to
a Russian delegation visiting the city with intercultural purposes. She wrote “My Lisbon”, adapted into the
“Lisbon Guide. Useful informations and suggestions to explore the city”, edited and published in this volume
in English and Russian languages with the title Travelling Lisbon/PackpbiBas JIuccaboH.
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Basic glossary

Introduction and greetings

Good day,
Good evening,
Good night

Hi

My name is

What is your name?

Glad to meet you

See you

| am from Italy / Russia / Scotland
It’s my first time in Portugal
Do you speak English?

| don’t understand

Repeat, please

Please, speak more slowly
Thank you

You’re welcome

Excuse me

Yes

No

Today

Tomorrow

Yesterday

Far away

Close

ALLMEET IN LISBON ‘15

TRAVELLING LISBON

Anna Khairullina
University of Bologna
Department of foreign languages and literature

Bom dia (up to 12:00),
Boa tarde (from 12:00 to 18:00),
Boa noite (from 18:00)

Ola

Chamo-me

Como se chama o senhor/a senhora?
Muito prazer em conhecé-lo/conhecé-la
Até a préxima

Eu sou de Itdlia / da Russia / da Escécia
Estou pela primeira vez em Portugal
Fala inglés?

Ndo entendo

Repita, por favor

Fale mais devagar, por favor

Obrigado

De nada

Desculpe

Sim

N3o

Hoje

Amanha

Ontem

Longe

Perto
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Signboards, shop & eat

Entrance

Exit

Open

Closed

Push

Pull

Can | taste it?
| take this
Menu, please
Bread

Water

Olive oil

Salt
Red/white/green wine

The bill, please
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Entrada

Saida

Aberto

Fechado

Empurre

Puxe

Posso provar?

Levo isto

A ementa, por favor
Pao

Agua

Azeite

Sal

Vinho tinto/ branco/verde

A conta, por favor

Walking in the city

What is the name of this street/ square? Como se chama esta rua/praca?
We would like to buy some souvenirs Queremos comprar souvenirs
We would like to visit Queremos visitar

Where can | find an ATM? Onde ha multibanco?

Once upon a time... Lisbon!

A Greek legend tells us that Ulysses funded the city of Lisbon during his voyages after the destruction
of Troy. Back in those days, the Greeks would call Ofiusa (meaning the land of the snakes) to the territory
where nowadays Lisbon is located. This land’s queen was considered half woman — half snake, apparently
gentle and seductive to incoming people. She used to climb a mountain and scream: “This is my kingdom!
Only | rule here, nobody else! No human being would dare to stay here; and if so, my snakes wouldn’t let
that person breath, not even for one minute!” For a long time, nobody tried to enter this kingdom, cursed by
gods and men. But one day, Ulysses came and was hit by the beauty of this city on the riverside. The queen
fell in love when she saw Ulysses. To spare his life and allow his permanent presence in the city, she proposed
him to marry her. Ulysses feared her anger and simulated to accept, taking the chance to rest in Ofiusa and
re-supply his ship. Enchanted by the natural beauty of the place, he climbed up a hill and screamed, like the
gueen of snakes used to do: “Here | will edify the most beautiful city of the universe, and give it my own
name. It will be Ulisseia, the capital of the world!” Ulysses then ran away from the queen and continued his
travel. The queen felt angry and betrayed, and decided to jump from the hill where she lived towards the
sea, to chase Ulysses. Her long tail didn’t let her move quickly up to the sea, but she did it meandering, like a
snake, to and through the river. As a proof of the huge effort, she left behind the seven hills of Lisbon.

Even though Ulysses legend might be considered the main mythological reference for the origin of
Lisbon, there is a greater probability that its foundation goes back to the Phoenicians or Tartessos. Those who
consider a Phoenician origin — with the etymology of Allis Ubbo (meaning mild bay) —take into account some
historical evidences, like Phoenician objects found all around the Portuguese coastline, as well as relics craved
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in Lisbon’s main Cathedral. However, the most plausible etymology, considering the suffix -ippo (Olisippo), is
connected to the civilization of the Tartessos, which is also frequent in other sites of southwestern Iberian
Peninsula. Romans adopted the name Olisippo and the Arabs changed it again to Al-Ushbuna.

So... what lays at the root of Lisbon? The previous hypotheses, rather than actual facts, might be
understood as a composition of marvelous myths. Could we, instead of trying to decode this multi-secular
enigma of the city, let ourselves be guided by its enchantments?

Symbols
The crows of Sdo Vicente (St. Vicent)

Once arrived in Lisbon, pay attention to an image: two crows of St. Vicent proudly seat in a boat. You
can find it in the flag of Lisbon council, in the typical Portuguese pavement cal¢ada, in the luminaire of Largo
do Chiado or in the azulejos of Santa Luzia (St. Lucy) viewpoint.

What does this symbol mean and which are its roots? The symbolism of these crows is related with St.
Vicent, patron saint of Lisbon since 1173. This Franciscan priest was martyred by Christian faith in the fourth
century. After his dead body was thrown to the sea, it miraculously floated and washed up to the coast near
Sagres, the most western cape of the country. When Christians of the city found his body, they saw crows
protecting it. The saint was buried in that place, where later on a church has been built. In 1773, when D.
Afonso Henriques (the first king of Portugal) ordered to take the relics of the Saint of Algarve to Lisbon,
another miracle seemed to happen. The sea got very calm, even though this pathway is characterized by wild
sea and wind. Legend has it that the miracle was due to the company of the two crows seated in the crown
of the boat.

The Barcelos rooster

If the crows of St. Vicent and the boat are the symbols of Lisbon, the decorated rooster can be
considered a symbol of Portugal. Made in terracotta, wood or metal, always with colourful and sometimes
geometrical paintings, the rooster has always a place in touristic shop windows. This symbol represents the
fight of the weaker against the excess of power of the stronger. Let us find out this story!

Once upon a time, a pilgrim began his path through Camino de Santiago and stopped in Barcelos to
rest a bit. In Barcelos, everybody was scared due to a crime that happened and the incapacity to find the guilty
person. Our pilgrim didn’t know about this crime and, unfairly, he was considered guilty and condemned to
death. Refusing such a lack of justice, the foreigner asked to be taken to the judge who convicted him. When
he arrived to his home, the judge was eating a baked rooster. His answer to this poor pilgrim’s request was:
“It is as certain that you’re innocent as it is certain that his rooster knows how to sing”. Can you imagine how
astonished the judge was when he actually heard the rooster singing and saving the pilgrim’s life? Some years
later, a monument was built in Barcelos to praise Santiago (St. James) and the Virgin.

Space
Lisbon, from the eyes of Fernando Pessoa up to its present shape

Lisbon is a vibrant city, each neighbourhood with its special reality. There is a common atmosphere
in the city, but each corner has its own microclimate. This vivid and bright city was home of many brilliant
intellectuals, from which we highlight the poet Fernando Pessoa, and share with you his suggestions to
explore the city.

In 1925 Fernando Pessoa wrote a guide about Lisbon, in English: Lisbon. What the Tourist Should See.
We propose you to visit the places suggested by the poet and to see how, through time, the city changed
while saving some of its ancient traits. Besides Pessoa’s suggested pathways, we add other presently curious
sites. Fernando Pessoa, in his guide, arrives in Lisbon with imaginary visitors in a boat. He goes along Tejo
(Tagus) river flow disembarking at the fluvial port Rocha do Conde de Obidos, where nowadays we can still
find big cruise liners, cafes and restaurants. We aren’t probably arriving in Lisbon this way — but we can
nonetheless observe Lisbon’s various parks, monuments and corners from the little plane windows.

Fernando Pessoa lived in Campo de Ourique. If we take the iconic tram n2 28 we can go down the
street Rua Coelho da Rocha; in n2 16 we can find Casa Pessoa. This was the place where the poet lived for
the last 15 years of his life, along with his sister and brother in law. The house was transformed to a museum,
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Casa Pessoa. The poet’s room is obviously full of books and notes. We can also find here his glasses and
typewriter. The courtyard lining holds the mathematic formulas and geometrical sketches, proof of Pessoa’s
hobbies. The objects are few, but the atmosphere is intense.

Our tour through the city begins in Praga Amarela (yellow square), as suggested by the poet. Leaving
Tejo river on our back, we can fix our gaze in two hills. On one of them we can see Castelo de S3o Jorge, while
in the other we may find one of the most ancient neighbourhoods in the city, Chiado. In the middle of Praga
Amarela we find an equestrian statue of D. José |, dedicated to the king who governed during the earthquake
of 1755. Parallel to the central street, Rua Augusta, you can find on your left Rua do Ouro (gold street) and on
your right Rua da Prata (silver street). In the intersection of Praca do Comércio (trading square) with Rua da
Prata you find the restaurant Martinho da Arcada — a place highly attended by Fernando Pessoa to eat, drink,
write or simply talk with other people.

Proceeding towards the city centre, the poet suggests you to take Rua da Prata. Pay attention: around
the middle of this street you have to turn on your right. Do you see a metal tower looking similar to Tour
Eiffel? It is the Elevator of Santa Justa, which can take you from the downtown up to Chiado in less than
one minute! The French-Portuguese engineer Raul Mesner between 1899 and 1922 built this far-fetched
architectural work.

If you opt to leave this rising to a magnificent terrace for a next time, we suggest you to keep walking
through Rua da Prata up to its end. You then achieve Praga do Rossio, in the heart of the city, where life
burns in a wave of cafes, shops and bars. Bars! By the way, in Largo de Sao Domingos you can find “Ginja sem
rival” (unrivalled sour cherry liquor), where you can taste this traditional liquor. You can ask it in regular or
chocolate cups, with or without the berry.

You cross Largo de Sao Domingos and achieve Praga dos Restauradores, where you can keep your
way up towards Bairro Alto, a famous neighbourhood mainly due to its night life. Another option is to walk
towards Avenida da Liberdade (freedom avenue), a large avenue with big, elegant buildings inspired on
French architecture of the nineteenth century. Opened in 1822 with 1500m length and 90m breadth, this
avenue is framed in green with all its trees, parks, fonts and monuments. In the end of Avenida da Liberdade
we find Praca do Marqués de Pombal, dedicated to this charismatic figure of Portuguese history, central
character for Lisbon’s reconstruction after the earthquake of 1755.

Keeping up, we find Parque Eduardo VII, formerly named Parque da Liberdade (freedom park) and
renamed in 1903 in honour of Edward VIl from the United Kingdom, who had visited Lisbon, to reaffirm the
alliance between the two countries. In this park you can find three greenhouses: the Cold Greenhouse, of
natural origin, and the built, Hot Greenhouse, to which later was added the Sweet Greenhouse. Let us share
the story of these structures. An amateur farmer once started to collect plants from all over the world, saving
them in an abandoned place. Due to the First World War, he had to abandon his project; but the plants
started to grow where they were kept, bringing a new life to that former simple basalt quarry, thus creating
the Cold Greenhouse. On the Hot and Sweet Greenhouses we can find equatorial, tropical and cactaceae
plants. In the middle of more than 300 species we can find fern, sugarcane, tobacco, manga and banana
plants. The symbol of this greenhouse is a plant with a triple name: Yesterday, Today and Tomorrow, because
it germinates in purple, with time turning into blue, and dies in white. Parque Eduardo VIl is also the recent
place for Lisbon’s Book Fair (an event yearly organized since 1930).

Near the exit of Parque Eduardo VII you can find Fundacdo Calouste Gulbenkian, which includes
an important modern art museum with artwork from various countries of Europe, the Far East and the
United States of America. This foundation has more than 6000 pieces of Art collected during the entire life of
Calouste Gulbenkian. This collector was born in Uskudar, Turkey in 1869, from a family of wealthy Armenian
traders. In April 1942, during the Second World War, Calouste Gulbenkian decided to live in Portugal. He was
enchanted by the beauty of the country and its capital city, where he lived up to the end of his life. Besides
the museum and the beautiful gardens, you can also find here an interesting amphitheatre where concerts
take place, mainly during summer.

In the case that you chose to take the Elevator of St. Justa, we recommend you to walk towards
Bairro Alto. One of the bars that can truly transmit you the life of this neighbourhood is Frdgil, where in the
80s an interesting music project was born, then turning into an internationally famous project: Madredeus.
Another curiosity: where now you can find the dance hall, before there was a bakery (so you can dance while
imagining hot bread coming out of the oven!).

When you fall in love with a city, it becomes difficult to choose only one favourite place. This can
happen in Lisbon. So, besides all previous interest sites, we highly recommend you to visit many more! For
example, take a look into Largo do Carmo, where you can find the old, destroyed church now transformed
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into an archaeological museum. This convent was never fully restored, letting us recall the earthquake from
1755, which destroyed most of the city. In this museum you can find Gothic aisles and sculptures, mummies,
fragments of Islamic architecture, and azulejos. Besides its most ancient memory, this place holds a more
recent historic remembrance. Here, in the square of Carmo, on the 25th April 1974, Lisbon proclaimed the
Carnation Revolution. This event overthrew the dictatorial regime of Estado Novo and opened the way to the
implementation of a democratic regime.

Rua do Alecrim is the street that goes down from Praca de Camdes towards the river Tejo, from the
city center to Cais do Sodré, and here we can find another interesting story. Around this area, in Praca Duque
da Terceira, we can find the hotel Braganca. This was the temporary residence of Ricardo Reis, the main
character of Saramago’s “The year of the death of Ricardo Reis”, name of one heteronym of Fernando Pessoa.
In the book, he comes back from Brasil to Portugal, Lisbon in 1935 in search of the recently deceased poet.
Near Bairro Alto we find Bica, the area where Ricardo Reis used to live. Walking in the nearby, we immerge
in a familiar atmosphere, with no distance from the house to the street, melting private and public spheres.
The smell is of homemade food; doors are slightly opened, as if we were allowed to find out how is life lived
in Lisbon old-traditional houses.

Step by step, we arrive to Largo de Santa Catarina, where our eyes can reach Ponte 25 de Abril (25th
April Bridge), frequently compared to Golden Gate Bridge. Its construction ended in 1966, when Portugal
lived under the regime of Salazar, with poverty levels similar to 3rd world countries; and yet this bridge was
the longest one in Europe, back in those days. Up to the Carnation Revolution (alluded to in the bridges’
present denomination), the bridge kept the name of the Portuguese dictator. At the end of the bridge you
can see the statue of Cristo Rei (Christ the King), inspired by Cristo Redentor (Christ the Redeemer) in Rio de
Janeiro, who opens the arms to salute all those who depart by the sea, as also all those arriving, which are
welcome. The statue was constructed to express gratitude because the Portuguese were spared the effects
of World War Il.

Now we walk towards Torre de Belém (Bethlehem Tower), a glimpse of which can be caught when
arriving in Lisbon by plane. Our trip ends here, near the architectural masterpiece by Francisco de Arruda. In
the 15th and 16th centuries, main epoch for the ocean-wide discoveries, this was the departing and arriving
point for the Portuguese caravels. This was also the time when King Manuel | ordered the construction
of Mosteiro dos Jerénimos (Saint Jerome Monastery) and Torre de Belém, retained as symbols of the
Portuguese wealth and glory of the 16th century. These masterpieces of architecture and sculpture, declared
World Heritage by UNESCO, where built in the manuelin style, which is a Portuguese variant of later Gothic.
Presently, we can find the National Museum of Archaeology and the Navy Museum in these buildings. The
excursion wouldn’t be complete without entering in the famous Fabrica dos Pastéis de Belém (Belém pastries
factory), a house more than 100 years old, which still produces the best and most famous custard tarts.

Enjoy, and... see you later!

Alfama and the popular festivities of Santo Antdnio (St. Antony)

If we walk towards the magical, middle age part of the city, located east of Pragca do Comércio, we find
Alfama, which in Arab means “hot streams” (Al hama).

13th June is an important day in Lisbon calendar — it is the day dedicated to the festivities of Santo
Antdnio, the popular saint of the capital city. Popular and religious traditions get mixed in these festivities.
Within the month of celebrations, on the 12th June, around 8pm, Avenida da Liberdade gets full of people
for the parade of popular marches, organized by different Lisbon neighbourhoods. It is as if the whole city
participates in a festival. House doors are opened; tables and chairs are put in the streets; people cook “caldo
verde” (traditional soup of cabbage and chorizo), and serve it with corn bread and sardines. All these with
many toasts, the glasses are permanently full of wine.

The smell of “manjerico”, a type of decorative basil, is in the air. According to a popular belief, this
plant brings good fortune. In this night, to walk around with “manjerico” in your hand might historically be
understood as participating in the festivities of Santo Antdnio.

The following day, 13th June, procession and ceremonial mess take place in Catedral da Sé de Lisboa
(main cathedral of Lisbon). In this ceremony, brides and grooms make eternal love confessions and young
adults ask for the hand of their beloved one in front of the Church of Santo Anténio.

Catedral da Sé de Lisboa was built in a place of long lasting spiritual cult. Initially, in this place a Roman
temple could be found, which was transformed into a church in the 6th century. Later, in 1147, when the
Moors conquered the city, this church was converted into a mosque. After the liberation of Lisbon from the
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Moors, the mosque was destroyed to begin the edification of Sé de Lisboa. In that time, the king of Portugal,
D. Afonso Henriques, ordered the deliver of the relics of Sdo Vicente from the Algarve to Lisbon, and they
can still be found in this church.

The building of this cathedral looks like a fortress. Two big bell towers have arrowslits used back
then for archery. These towers were also important observation points for shellfire in times of war: with no
windows, with massive walls, they were unassailable for enemies. These walls were also the reason why this
church resisted to the massive force of 1755 earthquake.

The earthquake that changed European history and mentality

In the 18" century, Lisbon was one of the cities most loyal to European Catholicism. In this city there
were 40 parish churches, 121 chapels, 90 convents and 150 religious Orders. On the 1St November 1755,
Lisbon’s shape was forced to change. What happened?

9h — Lisbon was sunlit and prepared for All Saints Day, bells were ringing and churches were full of
people for the festive messes.

9h20 — In the Atlantic Ocean, 200km away from the cape of Sdo Vicente, began an earthquake with a
magnitude between 8,5 and 9,5.

“While he was arguing in this manner the sky was overcast, the winds blew from the four quarters of the compass, and the
ship was assailed by a most terrible tempest, within sight of the port of Lisbon.”

Voltaire (1769) Candide, or the Optimist, Chapter IV (“How Candide found his old Master Pangloss again, and what happened
to them”)

On the ground, fissures 5m large cut the center of Lisbon from the rest of the city. Survivals, in panic,
ran towards Tejo, hoping to cross the river. For their disgrace, in that precise moment, the flow of the river
suddenly came down, to the point of noticing the river bottom with wrecked boats. And the catastrophe did
not end here! A huge tsunami wave of 17m covered the river margins and swallowed all those in search of
shelter.

12h — The countless candles lit in the churches for All Saints Day led to fires everywhere in the city.
These fires lasted for five days.

What to do? Candide, the character built by Voltaire, for his fate/destiny found himself as a witness of
this calamity in Lisbon. With irony, he described the events underlying the fanatic superstition of Portuguese
people back in that time:

“After the earthquake, which had destroyed three-fourths of the city of Lisbon, the sages of that country could think of no
means more effectual to preserve the kingdom from utter ruin than to entertain the people with an auto-de-fé, it having been
decided by the University of Coimbra that the burning of a few people alive by a slow fire, and with great ceremony, is an
infallible secret to prevent earthquakes.

In consequence thereof, they had seized on a Biscayner for marrying his godmother, and on two Portuguese for taking out the
bacon of a larder pullet they were eating”

Voltaire (1769) Candide, or the Optimist, Chapter VI (“How the Portuguese made a superb auto-de-fé to prevent any future
Earthquakes, and how Candide underwent public flagellation”)

Soon after Candide’s first publication, this book’s edition in Portugal was forbidden. Nonetheless,
Voltaire, with his sarcastic critic, awoke a national trauma already existing in Portuguese society: could
Portugal be “behind time” or not, considering other countries of Europe? As if answering to this question,
Marqués de Pombal, moved by the motto “Burry the death, take care of those alive”, started to rebuild Lisbon
in an innovative way. All had to be rational, schematic, and geometrical, as the demands of the Century of
the Enlightenment. For the first time in Europe, engineers elaborated anti-seismic structures; streets became
larger so that people could run away more safely in the case of a new disaster. Urban work was concentrated
in the creation of safer, and not only aesthetically pleasant, places.

How was Lisbon before the earthquake? We will never know... right? Wrong! In Museu da Cidade
(Museum of the City), for five years, a team developed a tridimensional project showing how some streets,
squares, churches, convents and palaces of Lisbon would look like in the first half of 18th century. Those who
decide to visit this museum can see a reconstruction of the old Rossio, Convento do Carmo, Paco da Ribeira
and Paldcio das Necessidades.
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Subterranean Lisbon; moving around the city immersing into the art

And now i propose to you, to discover the underground city: a place of the future for the poet Fernando
Pessoa and a reality for us. We will go by metro from the Alameda station to the Oriente Station, following
the red line that was designed especially for the World Exhibition of Lisbon — Expo ‘98, themed “The Oceans,
a Heritage for the Future”. The design of the stations were entrusted to 50 artists from around the world to
represent five continents.Some of whom are Hundertwasser, Yayoi Kusama, Errd, Antdnio Ségui, Zao Wou Ki
and Sean Scully.

The subterranean city introduces us to the history of Lisbon and of Portugal and their art. For
example, the Parque Station’s walls narrate and show the history of Geographical Discoveries during the Age
of Exploration realized by Francoise Schein and Federica Matta. On the exit from the Campo Pequeno Station
we meet the sculptures done by portuguese plastic artist Fernando Simdes, while on the Station Alto dos
Moinhos there is a magnificent graffiti painted by Julio Pomar in tribute of Fernando Pessoa.

Wellcome to the Water Museum of Lisbon

What other tresuares does subterranean Lisbon hold which we can discover while admiring and
walking the streets of the city?

The Water Museum including the associated heritage (Aguas Livres Aqueduct, M3e d’Agua Reservoir,
Patriarcal Reservoir, Barbadinhos Steam Pumping Station and Loreto Gallery), will take you to the XVIII
century and tell you the history of the subterranean tunnels that collected and trasported water in Lisbon
through the Aguas Livres (Free Waters) Aqueduct.

The Aguas Livres (Free Waters) Aqueduct

The Aguas Livres (Free Waters) Aqueduct was built between 1731 to 1799 by the King’s order. Water
was collected in the Belas region, northwest of Lisbon, and was transported to tne northen part of Lisbon.
The Aqueduct was famous for its numerous springs during the Roman era.

The cost of this project was immense that the only way construction was possibile was through a tax
called the “Water Royal” imposed on olive oil, wine and meat. This aqueduct survived the 1755 earhquake
and it’s a structure, 941 metres in length that contains 35 arches, with the largest arch measuring 65.29 m
in heght and 28.86 m in width.

Mée d’Agua das Amoreiras Reservoir

The Aguas Livres Aqueduct empties into the Mae d’Agua das Amoreiras Reservoir to be distributed to
the houses and fountains of the city.

The construction of this Reservoir was proceeded in phases. The first phase was from 1745 to 1748
and the project was handled by Hungarian architect Carlos Mardel. The next phase of the work in 1771,
passed on to Reinaldo Manuel dos Santos. And finally in 1791 the Reservoir was completed , except for few
details added in 1834 during Queen D. Maria Il’s reign.

According to the design plan, the Reservoir is a Hall church that emphasizes the holy nature of the
destination of this ample and bright space.

The Patriarcal Reservoir

Lisbon is a city that sometimes plays hide-and-seek with its visitors. For example it happens quite
often when we discover magnificent park Principe Real. Admiring the beauty of this place we don’t suspect
that it is wonderful not only “outside” but also “inside”, under the ground! However with observant eyes
you can find the barely visible stairs, which leads to the Patriarcal Reservoir that for many years supplied the
downtown area of Lisbon. This project was born in 1856 directed by French engineer Louis-Charles Mary and
was functional till the 1940’s when it was deactivated. In 1994 it became a part of the Water Museum which
gets us to know the Reservoir.
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The Barbadinhos Steam Pumping Station

The population of Lisbon was growing, and water entering by The Aguas Livres (Free Waters) Aqueduct
was insufficient. That’s why between 1871 to 1880, a new one was built. Alviela agueduct which collected
water from the Olhos de Agua sources on the Alviela river situated 114 km north of Lisbon.

On the territory of the extinct Franciscan convent, the Barbadinhos Reservoir was founded and it was
named in honour of the Italian religious order. Next to it a steam pumping station was built, serving from
1880 to 1928.

Themed guided tours

The Water museum offers visitors, besides the classic programme, a wide range of themed guided
tours. You will uncover the geology of Lisbon, take part in the Baroque theatre performance in company of
D. Carlota Joaquina, enjoy the portuguese wine visiting cellar “Chafariz do Vinho”, or walking in the gardens
at Paladcio Marqués da Fronteira.

Design
Traditional Portuguese “cal¢cada” (pavement)

The Portuguese “calgcada” is a type of pavement that can be found in continental Portugal as also
in the archipelagos of Azores and Madeira, Mozambique, Macao, Hong Kong, Beijing and in other places
with former Portuguese presence. Presently, this pavement is produced using basalt and white and black
limestone. But it was not always that way.

The first “calcada” dates back to 1500, when king D. Manuel | of Portugal signed the royal charters that
marked the beginning of Lisbon streets paving. For this pavement was used granite from the region of Oporto,
which was quite expensive. After the earthquake of 1755 it was nearly impossible to repair the “calcada” in
such a way. This marked the beginning of the nowadays-recognizable style of “calgada a portuguesa”, known
across the world. In 1842 were paved in black & white zigzags the neighbourhood of Castelo de Sdo Jorge
(the first “calgada” that has been photographed, by Louis Jacques Daguerre in the same year) and a bit later
also Rossio. Thanks to its practical and aesthetic value, “calgada” became the Portuguese traditional paving.

The mosaic designs can be very different: from the old-fashioned calgada, with a strong irregularity of
the stones; in cubes; in parallel lines; in circular motions; mimicking the tail of a peacock; the wide sea; the
Florentine fan.

By the way, when you arrive to Praga do Rossio and walk on the “wide sea” pavement, which symbolises
the meeting of Tejo with the Atlantic... Don’t you recognize this image from somewhere else? Yes, it is actually
very similar to the 4,5km long “cal¢ada” that covers the beaches of Copacabana, in Rio de Janeiro.

Now you know the story of how this pavement was born!

Portuguese guitar

“Destino, fado e saudade” — destiny, fate and a partly untranslatable word related to nostalgia and
feeling homesick, have merged into an audible unity: the Portuguese guitar. What is the mystery behind
this instrument whose sound, a bit treble but at the same time soft and sweet, resembles a child that cries
or a woman that sighs? It began as an instrument of the high bourgeoisie salons, surviving to the historical
development and passing to the hands of non-wealthy people, being nowadays seen as a fairly popular
instrument.

The Portuguese guitar has the shape of a pear, and can assume different shapes in Lisbon, Oporto
and Coimbra. The Lisbon version is the smallest one, with a round, low case, with the most brilliant sound.
Coimbra’s version is bigger, the body of the guitar is sharper and has a crusted tear, while the Lisbon one has
a snail.

In the history of building Portuguese guitars, entirely handmade, we can distinguish two families that
perfected and transmitted their secret from one generation to the other. The first family began with Alvaro
da Silveira, was kept by Manuel Cardoso and then his son Oscar Cardoso. The second family began with Jodo
Pedro Gracio.

Among the guitar players, Armando Augusto Freire, also known as Armandinho, was the author of
many fados and variations, creating a “school” from which derived Jaime Santos, Carvalhinho, Raul Nery and
José Fontes Rocha. Regarding guitar ensembles, the main reference goes to professor Martinho d’Assuncao,
an important guitarist and composer, and to the guitar ensemble lead by Raul Nery.
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Azulejo

The word azulejo has is of Arab origin and means “a little polished stone”. Old ceramic tiles were
produced in the Ancient East and used as covering on the walls. Arabs, arrived in Iberian Peninsula, brought
with them these polished stones, first to Spain and then to Portugal.

The history behind the production of azulejo dates more than 500 years and represents a Portuguese
innovation, both in terms of decorative traits and architectonic usages, unique in the world. Formerly
beautifying the walls of churches and palaces, azulejos triggered an important turn in city landscapes. Around
the year 1560, in Lisbon, the first pottery workshops appeared to produce azulejos according to the faience
technique, imported from Italy.

The originality on the use of Portuguese azulejo and the dialogue that it establishes with other forms
of art turn it into a distinctive case. In the Museu Nacional do Azulejo you can find some series that testify
the evolution and the production process adopted. As an example we can highlight the set with the view of
Lisbon, survived to the earthquake of 1755, a composition of 1384 azulejos with a great historical significance.

Initially, big sets of azulejos would cover church, convent, palace and garden walls. A growing number
of commissions by clergy and aristocracy motivated ceramists to look for new ideas. Masters would get
inspiration from decorative arts, textiles, jewellery, Eastern culture, and would adapt these influences into
new shapes for depicting military campaigns, historical episodes, daily life, religious and mythological scenes.
On the 17th century, family production of azulejos is initiated as a way to satisfy the interest and growing
demand of the ruling classes. Painters begin to mark their signature in the sets of azulejos.

Portuguese craftsmen became more and more audacious and innovative in their artistic production.
In some scenes, they would replace human figure by monkey ones, creating fantasy, ironic stories that would
make people laugh. Under the influence of eastern porcelain, azulejos got painted in yellow, green and
bruised brown, inheriting from Dutch porcelain the combination of strong blue and white.

After the earthquake of 1755, Lisbon reconstructions lead to new architectonic choices that imposed
another rhythm in the production of azulejos. Now, ceramic sets appear in the outer space of new building,
abandoning their former feature of interior decorations. Another novelty: azulejos began to be produced
serialized, combining industrial and hand-made techniques. Bigger factories could be found in Lisbon, Oporto
and Aveiro.

On the 20th century the first metro stations were built in Lisbon. The metropolitan line became an
important, big platform for artists to adapt azulejos as ornament of urban underground space. Nowadays,
azulejos can also be found in the majority of homes, considered an interesting solution for kitchen and
bathroomes, in a proof of resistance, innovation and renovation of this little ceramic piece.

Getting closer to the art of Bordalo Pinheiro

Welcome to Jardim de Bordalo Pinheiro (Bordalo Pinheiro garden), right in front of Museu da Cidade.
Alice would feel in wonderland if she’d be here, where among flowerbeds and fountains live enormous frogs,
serpents, monkeys and lobsters made of ceramic. Around the beginning of the 20th century you could find
such artworks of Bordalo Pinheiro in other gardens, for example in Jardim da Estrela, but they disappeared
over time.

Rafael Bordalo Pinheiro was born in Lisbon, 1846. He got famous not only as a ceramist, but also as a
journalist, critic, painter and mainly as a cartoonist. His fine perception of the environment, “tempered” with
a critic insight, is mirrored in all his production. The main character created by Bordalo Pinheiro is Zé Povinho,
aiming to caricaturize Portuguese people. Zé Povinho is a popular form to express working-class Portuguese
people. Through this character, Bordalo Pinheiro criticizes the social atmosphere of Portugal on his lifetime,
at the same time presenting the dualism of Portuguese character. On the one hand, “the Portuguese” can be
associated with big travellers and adventurers that used to dominate the sea. On the other hand, we can find
an over-simple, possibly lazy type of person, too much connected to house and homeland, afraid to leave.

If you’re passing near Praca do Rossio, take a look into Tabacaria Mdénaco. Look up! Do you see the
swallows seated on telephone cables? They used to be bought in the artistic faience factory of Bordalo
Pinheiro, in Caldas da Rainha, founded by the artistin 1884. In this factory, both ceramics and building material
(bricks and tiles) used to be produced. Bordalo Pinheiro did also create a school to teach ceramics. Among
a vast row of objects coming from the faience factory, swallows designed by Bordalo Pinheiro conquered
unconditionally the hearts of Portuguese people. A migratory bird, that on the return from travels, rebuilds a
nest for the family, each time on the same position — the swallow was adopted as a symbol of home, family,
love and loyalty, baseline values for many Portuguese people.
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Bordalo Pinheiro was not the only noble, wealthy artist that knew and loved the character of working-
class people. His peculiarity was, probably, his capacity to create art that was close to this people. Another
remarking point that culturally differentiated this artist was his new concept of “practical art”: this idea that
art can be both socially as well as economically active. Placing mass production in Portuguese ceramics,
Bordalo Pinheiro allowed his artworks to be known up to nowadays, adapting to new social tendencies and
needs.

Kitchen
A coffee in Portugal is a ritual, indeed!

While living in Portugal, | discovered that a good coffee depends not only from the way in which
beans have been toasted and prepared; there are also different ways to ask and serve a good coffee. Its type
depends on the quantity of coffee and milk, the sort of cup or even the temperature of glass! All you need to
fulfil your coffee wishes!

So, how do you ask for a coffee in Lisbon?

Uma bica, se faz favor!

Bica is the type of coffee that is more similar to an Italian expresso: a little cup of strong, black coffee.
The name has its birthplace in A Brasileira: people who did not appreciate the bitter drink decided to put a
signboard on the street with the recommendation Beba Isto Com Agucar (drink this with sugar!)

Um galdo, por favor.

This drink, usually taken in the first half of the day, is a composition of coffee and milk. It is usually
served in a transparent cup of glass, and the waiter might ask you whether you prefer this glass cold or
heated.

The time for meia-de-leite

Literally meaning “half-of-milk”, its composition is similar to a galdo. The difference is that meia-de-
leite is served in a large teacup and the quantities of milk and coffee might be more balanced in this drink.

Last but not least, um garoto

Literally meaning “a small kid”, this short coffee is similar to a bica but with a little bit of milk foam.

Traditional Portuguese convent sweets

Culinary art occupies a special place in Portuguese cuisine, mainly in what regards to convent sweets.
On the 15th century, the majority of women in convents had not chosen this life for faith, but simply due to
social imposition. Cloistered, many of them would dedicate their time to the production of sweets.

The basic ingredients of this type of confectionary are sugar, eggs (mainly egg yolks) and almond. And
this was not a casual choice. Sugar replaced honey in Portuguese kitchens from the 15" century, a time in
which Madeira had its first sold productions of sugar cane. A fabulous cream would derive from mixing sugar
and egg yolks. And why did they only use this part of the egg? Portugal has always had a strong production
of eggs. Egg whites used to be sold to other European countries for the industries of wine (purification) and
clothes (ironing). Therefore, there was an excess of egg yolks, usually put on trash or given as food to some
animals. This circumstance, plus the creativity of Middle Age nuns, might have given origin to this heavenly
treats.

From 1834 on, the extinction of Religious Orders in Portugal lead to a shift on convent sweets
production — they began to be sold in traditional candy shops. If you walk into one of these, take a look
and try the one that might please you the most, in this infinity of gourmand sweets: barrigas de freira (nun
bellies), fatias de anjos (angel slices), queijinhos do céu (little cheeses from heaven), papos de anjo (angel
bellies), among many, delicious others.
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Some recipes

Basic ingredients from Portuguese cuisine are bread, potatoes, rice, fish (codfish is the king!) and
seafood, meat and vegetables. Simple foods are seasoned with various spices and herbs, brought to Portugal
many years ago, since the long discovery journeys. We now share with you some recipes that many Portuguese
people prepare, even though each one giving each recipe a personal touch.

Caldo verde

1/4 cup olive oil, in all

1 cup chopped onion

2 teaspoons chopped garlic

2 cups ldaho potatoes, peeled and thinly sliced

2 quarts water

6 ounces chorizo sausage, thinly sliced

Salt and black pepper

1 pound kale, washed, trimmed of the thick stems and thinly sliced

In a medium soup pot, heat 3 tablespoons of olive oil, add onions and garlic and cook for 2 to 3 minutes until
they turn glassy, don’t let them get brown. Add potatoes and water. Cover and boil gently over medium heat
for 20 minutes. Meanwhile, in a skillet cook sausage until most of the fat is rendered out. Drain and reserve.
When the potatoes are tender mash them, add sausage to the soup, and then add the kale. Simmer for 5
minutes. Add the remaining olive oil and season. Ladle into bowls and serve.

Cozido a portuguesa

Stewing beef (whole piece not cut up stew meat)

Different parts from pork, for example: ribs, hock, snout, tail, ear and neck bones
Chicken

Different types of Portuguese sausages: morcela (blood sausage), chourico (chorizo), farinheira (with different
meats), salpicdo (a type of larger salume)

Lean non-smoked bacon slab, in one piece

Turnips

Potatoes

White cabbage

Carrots, scraped

Collard greens

Rice (optional)

Place all the meat except for the sausages in boiling water enough to cover all cook it at a low boil. Add salt
to taste. As each item of meat cooks, remove it from the broth into a separate dish. When all the meat has
cooked thoroughly place the white cabbage, potatoes, carrots and turnips in the broth and cook. Remove
vegetables as they are cooked and set aside with the meat. Add collard greens and boil until tender and
cooked. Finally add the sausages and boil until cooked being careful to watch the farinheira as it can
explode. When the sausages are near being fully cooked gently place the meat back into the broth pot, along
with vegetables so that all the ingredients can come up to temperature. Some like to reserve some of the
broth and cook some rice in it.

Bacalhau a Brds

450g salted cod fillet pieces.

450g potatoes and oil for deep frying (alternative: a large bag tiny potato chips)
150g onions

3-4 whole garlic cloves

35-40g extra virgin olive oil

3 or 4 large eggs

Freshly milled black pepper
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Some parsley or fresh coriander for decoration
Black olives for decoration

Wash off any excess salt from the cod pieces, put them in a large bowl and cover, leaving it in the fridge for
24 hours, changing the water at least 4 times. Peel and cut potatoes into matchstick strips, then fry them
in a deep pan of oil until golden. Before frying it’s best to wash off excess starch so they don’t stick to each
other and drain them well. Deep fry over high heat otherwise they’ll soften and soak up oil. Cut the onion
in fine julienne strips, add the garlic which has been crushed and fry over a low heat in the olive oil, when
translucent add the cod which has been flaked. Heat everything through but do not burn. At this point you
can remove the cloves of garlic or leave them in if you like. Finally, add the beaten eggs to the mixture, which
will result in a creamy, soft Bacalhau a Brds. Now serve with some chopped parsley or coriander, a sprinkle
of freshly milled pepper and some black olives to decorate and for taste.

Arroz doce

2 cups water
1-2lemon

1 teaspoon salt

1 teaspoon margarine
1 cuprice

4 cups milk
1-1/2cups sugar

3 egg yolks

In a large pot add water. Peel most of the rind from one lemon and add the peels to the pot. Set lemon aside
and turn stove down to medium. Add salt and margarine. When water is boiling, add rice. Stir constantly.
When most of the liquid boils away, add 1/2 cup of milk always stirring. Repeat this step until all the milk
is added. Remove rind from pot. Grate the rest of the lemon zest and add it. Add sugar. Remove pot from
element. Slowly stir in egg yolks (add a little bit of milk to the yolks first). Return pot to the element just
until the rice boils. Stir constantly to avoid burning! Pour into casserole dish and allow cooling slightly before
covering. Just before serving, sprinkle cinnamon on top.

Bolo do Caco

This is a traditional bread from the Madeira islands. Caco means “broken piece” in reference to the tile or
stone that the breads are baked on. Bolo means “cake”, the common word used for bread.

7g-sachet easy bake yeast

1tsp sal

100g sweet potatoes, peeled, cooked and mashed
450g plain flour

Mix all the ingredients together with enough warm water to make a soft, kneadable dough (you’ll need
about 250ml). Knead, dusting with extra flour, for 10 minutes. Put in an oiled bowl, cover with clingfilm and
leave in a warm place for 1 hour. Divide the mixture and shape into 8 flat rounds. Cover and leave to rise for
a further 30 minutes. Heat a flat griddle or heavy frying pan and cook the bread for 8-10 minutes each side
until browned and cooked through. The bread is usually served simply with garlic butter and is usually eaten
as a sandwich with typical Madeira foods like octopus, meat skewers (espetada) and fried corn.

Enjoy!
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Leisure
Movie film tour

It was an idea of Liliana Navarra, an Italian director that lives in Portugal and decided to create
alternative tour guides walking by through the streets in which the film was shot. The Lisbon Movie Tour
invites you to visit the city, roaming locations where scenes of famous movies were shot. You can chose
between 4 different walks: According to Pereira (by Roberto Faenza, 1995, with Marcello Mastroianni), Film
of Disquiet (by Jodo Botelho, adapted from the Book of Disquiet of Fernando Pessoa), April Captains (by
Maria de Medeiros, 2000, film about the Carnation Revolution) and Night train to Lisbon (directed by Bille
August, 2013).

For the first time in Lisbon a tour will show, on a tablet, movie scenes mixed with historical information,
providing a unique perspective of Lisbon.

Some films shot in Lisbon

Os Amantes do Tejo

Genre: Melodrama

Year of release: 1955

Director: Henri Verneuil

Starring: Daniel Gélin, Trevor Howard
https://www.youtube.com/watch?v=HgkowHa2jZ4

The Conspirators

Genre: Drama, Romance, Thriller

Year of release: 1944

Director: Jean Negulesko

Starring: Heidi Lamarr e Paul Heinreid
http://qoovideo.com/view/the-conspirators-1944-2166958

Farewell to the Summer Light

Genre: Drama, Romance

Year of release: 1968

Director: Yoshishige (Kiju) Yoshida

Starring: Mariko Okada, Tadashi Yokouchi
https://www.youtube.com/watch?v=cEyX7IhBG9E

The Russian House

Genre: Drama, Romance, Thriller

Year of release: 1990

Director: Fred Schepisi

Starring: Sean Connery, Michelle Pfeiffer, Roy Scheider

The House of the Spirits

Genre: Drama, Romance

Year of release: 1993

Director: Bille August

Starring: Meryl Streep, Glenn Close, Winona Ryder, Jeremy Irons, Antonio Banderas

Lisbon Story

Genre: Documentary

Year of release: 1994

Director: Wim Wenders

Starring: Rudiger Vogler, Patrick Bauchau, Vasco Sequeira
Music by: Madredeus
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La religieuse portugaise

Genre: Drama

Year of release: 2009

Director: Eugene Green

Starring: Leonor Baldaque, Francisco Mozos, Diogo Doéria
https://www.youtube.com/watch?v=7Xwh3tCknkE

Imagine

Genre: Drama

Year of release: 2012

Director: Andrzej Jakimowski

Starring: Edward Hogg, Alexandra Maria Lara
https://www.youtube.com/watch?v=00FvicWmJUg

Night train to Lisbon

Genre: Drama, Suspense

Year of release: 2013

Director: Bille August

Starring: Jeremy Irons, Mélanie Laurent, Jack Huston

José e Pilar

José Saramago, the Nobel prized Portuguese writer was shown on screen on this autobiographic film directed
in 2010 by Miguel Gongalves Mendes:

https://www.youtube.com/watch?v=TkxyTc9BbkU

Films based on books of José Saramago:

Enemy (2013) is a psychological thriller directed by Denis Villeneuve in 2013 based on novel The Double with
film stars Jake Gyllenhaal, Mélanie Laurent, Sarah Gadon.

https://www.youtube.com/watch?v=FluaAWrgoUY

Blindness (2008) is a an adaptation of the 1995 novel of the same name about a society suffering an epidemic
of blindness, directed by Fernando Meirelles, starring by Julianne Moore, Mark Ruffalo, Danny Glover.
https://www.youtube.com/watch?v=wJTVBBDTRbA

The stone raft (2002) is a Spanish-language film directed by George Sluizer based on the novel A Jangada de
Pedra, starring Federico Luppi, Iciar Bollain, Gabino Diego.
https://www.youtube.com/watch?v=BuxMnLm34uo

Suggested Reading

The book Aqui estd presente o espirito russo (Here you can find the Russian spirit), by José Milhazes,
is not a classic tour guide through which the reader can see Lisbon, Estoril or Cabo da Roca. It is rather an
attempt to show to Russian people visiting Portugal that Russia is not as strange for Portuguese people as it
might appear on a first glimpse.

Which thoughts did Lisbon and Tejo awoke in Russian painters, writers, politicians and philosophers of
the 20" century, arrived here for the first time in their lives? What was the impression of lvan Aivazovski of
his meeting with the Atlantic Ocean? How did Russian thinkers like Mikhail Lomonossov, Fyodor Dostoyevsky,
Alexander Block and Lev Tolstoy interpret the earthquake of 1755, the regicide of 1908 or the Republic
implementation in 1910? Which memories left Mark Chagall from his exile in Lisbon?

This book tries to answer these questions, as well as others that might be waiting for you. Have a nice
reading!
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Recreate Lisbon atmosphere by reading

It is a common occurence for one to recreate the atmosphere of a place that stikes one as beautiful.
We can also prepare to better understand this strange beautiful place, by knowing more about the history
of its citizens, buildings and streets, we can make use of books for this purpose. The portuguese literature
in many aspects reflects the history and social tendences of Portugal. The great portuguese poet Luis de
Camdes celebrated the bravery and the determination of portuguese seafarers departed in the 15th century
to explore the new world. The novelists of 19th century such as Eca de Querds and Camilo Castelo Branco also
aspired to enlarge the reader’s circle, searching for an understandable form of the portuguese language for
common readers and not exclusively for the elite. The works of the 20th century writers are representetives
of such important events of the portuguese history such as, Salazar dictatorship, the Carnation Revolution,
colonial wars and their consequences. Let’s try to lift a veil and learn about some of the poets and writers.

Eca de Queroz ( Pévoa de Varzim, 25 November 1845 — Paris, 16 August 1900) was a portuguese
writer, journalist and diplomat.

In connection with his diplomatic career, Eca de Queroz travelled a lot. He lived in Egypt, Havana,
Great Britain and France, and thanks to it he started to evaluate the social situation in his own country more
evenly and critically. This led him to write some of the most critically acclaimed novels, known for their social
criticism style. Some of the most famous are; «The Sin of Father Amaro» (O crime de padre Amaro (1874)),
«Coucin Bazilio» (O Primo Bazilio) (1879)) n «The Maias» (Os Maias (1879)).

| would like to pay attention to the novel «The Maias», because, reading it gives a unique possibility to
be transported to 19th century Lisbon. A realist novel, published in 1888, and it’s one of the most important
piece of portuguese prose. Narrating the history of three generations, the writer recreates in detail the
portuguese society of the 19th century. With acute satiric language, Eca de Queiroz criticizes the degraded
high society. Howerever under this criticism there is a great tragedy: demoralized economic and cultural
condition of the country in that period.

Camilo Castelo Branco (Lisbon, 16 March 1825 — S3o Miguel de Seide, 1 June 1890) was a portuguese
novelist, playwright, critic, poet, translator and author of numerous novels. We will note one in particular:
“Misteries of Lisbon”.

«Era eu um rapaz de catorze anos, e ndo sabia quem era...»

Camilo Castelo Branco, Misteries of Lisbon

The first edition was published in 1853 on the pages of the magazine “O Nacional.” The thrilling story
instantly conquered the readers’ hearts. And more than 150 years later, in 2010 a costume drama with six
parts, directed by Raul Ruiz, and based on this novel was televised. The story is full of adventures, intrigues
and secrets, as the writer’s real life that was the source of ideas and inspiration for him. The main character
is a 14-year-old orphan boy who decided to leave in order to find himself. Spinnig around in the vortex of
events following the books pages or seeing it on screen, eitherways, it’s a great story.

Sophia de Mello Breyner (Porto, 6 November 1919 — Lisbon, 2 July 2004), poet and short story writer,
the first woman to receive the Camdes Prize, the most important prize for literature in the portuguese
language.

She addressed different themes in her creative work. She writes about Homes and the memories the
possess, objects present in the homes that sometimes serve as reminders. She also likes to talk about Nature,
where her main character is the Sea. Not by accident there are the poems of Sophia on the walls of the
Lisbon Oceanarium through which you can feel the boundlessness of the ocean. Born in Porto and passing
her time between the farm, which later becamed the municipal garden, and the Granja coast, Sophia formed
up her strong relationship with nature. Another aspect that plays an important role in the poet’s creativity is
Time, measured or absolute. The first one leads us to loneliness, fear and delusion, while the absolute time
presents eternity, unity of life and moral values. Walking around the city you can read her poem “Lisbon” on
S3o Jorge Castle entrance.

Sophia de Mello Breyner, a mom of 5 children, thanks to them, started to write short stories for
children. The most famouse are “A Menina do Mar” (The Girl from the Sea), “A Fada Oriana” (The Fairy
Oriana) and “O Cavaleiro da Dinamarca” (The Knight from Denmark).

I would like to invite you to see the short documentary about this poet produced by famous portuguese
film directer Joao César Monteiro, dipping the spectators to the world of Sophia de Mello Breyner, webbed
by her poems.
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Antonio Tabucchi ( Pisa, 24 September 1943 — Lisbon, 25 March 2012) was an italian writer, philologist
and translator.

During one of his student trips around Europe, he came in contact with a poem “Tabacaria” of
Fernando Pessoa in a small bookstalls. This meeting determined his subsequent life, related to Lisbon and
Portugal in many respects.

Many of Tabucchi’s works were brought to the screen. There are Nocturne indien (1989), Dama de
Porto Pim (2001), Afirma Pereira (1995), Requiem (1998). We will linger on the last one.

Reading the novel Requiem (1990) you enter into the world where the frontier between dream and
reality disappears. The protagonist is situated in the portuguese capital on the last Sunday of July. You can
bravely follow him and discover many places most tourist don’t know about. A meeting with Fernando Pessoa
at Alcantara, coming across Isabel in the Casa do Alentejo, while on the Praca Amarela the “Seller of Stories”
will wait for you...

“Na noite de Lisboa tem-se a impresséo de se morar num romance de Eugene Sue”

Elephant’s Memory, A.L. Antunes

Antdnio Lobo Antunes ( Lisbon 1 September 1942) is a portuguese contemporary novelist named more
times as a contender for the Nobel Prize in literature. Appreciated, firstly, by the readers who recognized
themselves on the pages of his novels. Passing the time he perfected his writing skills and conquered the
acknowledgement of portuguese and international literature critics.

Graduated in medicine he started his career as a psychiatrist and sharply changed his life after his stay
of 26 months in Angola during the colonial war.

After coming back to Lisbon, the future writer needed to reflect, and became aware of the outlived
experience in Africa. The literature helped him to comprehend the memories and permited him to see the
surrounding reality more clearly and attentively. That’s how the book, “Elephant’s Memory” (1979), was
born; the first novel to be a trilogy including also The Land at the End of the World (1979) and Knowledge of
Hell (1980).

The novel is autobiographical and narrates one day in the life of one forty-year-old psychiatrist who
suffers the consequences of his participation in the colonial war. The character tries to overcome his trauma
using every possible tool; one glass in a bar, group psycotherapy session, visits to the casino. All these events
take place in the presence of the once more main character, Lisbon.

| would like to close this brief literary route with a book “The City of Ulysses” written by
contemporary portuguese writer Teolinda Gersao.

This is a novel about love, as the author describes it. On one side, the writer narrates about a love
story between two plastic artists to leave a message for the readers. That in the world we live in nowadays,
where we feel ourselves so lonely, there is love. Moreover this is a love story with a happy ending.

On the other side, the writer tells us about her love for Lisbon, the city with an extraordinary history
and atmosphere. Teolinda Gersdo paints the Lisbon’s portrait full of life as we see it today, recalling in mind
some memories and flashbacks. Unrolling sheet by sheet Lisbon’s history, we turn back little by little to the
myth stating that this city was founded by Ulysses.

Fado

According to the Lisbon City Council, “The ritual of listening to Fado, played and sung by professionals,
has their own performing houses, where Portuguese traditional dishes and snacks can also be tasted. Along
with these places, others appear where it’s possible to listen to “Fado vadio” (impromptu performance) sung
by amateurs and “Fado a desgarrada” (impromptu duet). This ritual, perpetuated to the present day, make it
possible to create a Fado Route including a list of fado houses, events and tours with fado.”

Here you can find some suggestions of “Fado houses”, most of them in Alfama (Metro blue line St.
Apoldnia), Baixa-Chiado (Metro blue line Baixa-Chiado) or Madragoa (Metro green line Cais do Sodré, train
station Santos):

A Parreirinha de Alfama
Alfama — Beco do Espirito Santo, 1, Monday to Saturday, 20h- 2h
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A Severa
Baixa-Chiado — Rua das Gaveas, 51/57, Friday to Wednesday, fado every day from 21h30

Clube de Fado
Alfama - Rua de S3o Jodo da Pracga, 92/94, main Guitar player on Sundays, 20h-2h

Faia
Baixa-Chiado - Rua da Barroca, 56, Monday to Saturday, 20h-2h

Pdteo de Alfama
Alfama - Rua de S3o Jodo da Praca (Patio da Senhora da Murga), 18, professional Fado singers, Monday to
Saturday, 20h-Oh

Restaurante Museu do Fado
Alfama - Largo do Chafariz de Dentro, 1, integrated in the Fado museum, Monday to Saturday, 12h-15/ 19h
-23h30

Sr. Vinho
Madragoa — Rua do Meio a Lapa, 18, every day from 20h to 2h

Museums and other suggested places

A Brasileira
One of the oldest cafeterias in Lisbon, opened in 1905 in Rua Garrett, 8h-2h

Mosteiro dos Jerdnimos
Praga do Império, from Tuesday to Sunday, 10h-17h

Museu Calouste Gulbenkian — Modern Art
Av. de Berna, from Wednesday to Monday, 10h-18h

Museu da Cidade (Museum of the City)
Campo Grande, from Tuesday to Sunday, 10h-13h and 14h-18h

Museu do Fado
Largo do Chafariz de Dentro, from Tuesday to Sunday, 10h-17h30

Museu Nacional de Arte Antiga (Ancient Art National Museum)
Rua das Janelas Verdes, from Tuesday to Sunday, 10h-18h

Museu Nacional do Azulejo (National Museum of Azulejo — wall cover ceramic)
Rua da Madre de Deus, from Tuesday to Sunday, 10h-18h

Museu Nacional dos Coches (National Coach Museum)
Avenida da India n? 136

Padrdo dos Descobrimentos (Monument to the Discoveries)
Av. Brasilia, from Tuesday to Sunday, 10h-17h30

Museu da Agua (Water Museum)
The Aguas Livres (Free Waters) Aqueduct, M3e d’Agua das Amoreiras Reservoir, The Barbadinhos Steam
Pumping Station

R. Alviela 12, 1170-012, from Tuesday to Saturday, 10h-17h30. Closed on holidays
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The Patriarcal Reservoir
R. Alviela 12, 1170-012, open Saturday, 10h-17h30 (except holiday)

Lisbon viewpoints

Miradouro da Graca
Largo da Graca

Miradouro Nossa Senhora do Monte
Rua Damasceno Monteiro

Miradouro Portas do Sol
Largo das Portas do Sol

Miradouro de Santa Catarina
Rua de Santa Catarina

Miradouro de S. Pedro de Alcéntara
R. D. Pedro V

Lisbon Metropolitan Area

May you want to discover the interesting surroundings of Lisbon city, here are the spotlights of this
Metropolitan Area:
— Cascais (direct train from Cais do Sodré)
— Sintra (direct train from Rossio)
— Cabo da Roca (the most Western point of Europe, midway of the coastline between Sintra and
Cascais)

Public transport
Metro: http://metro.transporteslisboa.pt/eng/

Bus: http://carris.transporteslisboa.pt/en/home/
Train: https://www.cp.pt/passageiros/en/

Lisbon taxi: http://taxislisboa.com

Bibliographic references

Voltaire, O Cdndido, ou o Otimismo. Lisboa: Tinta da China, 2012, translation in English freely available
at http://www.bartleby.com/194/ (15/11/2015)

Fernando Pessoa, Quello che il turista deve vedere. Torino: Einaudi, 2007

José Milhazes, Portugal. Aqui estd presente o espirito russo. Lisboa: Editora Alethéia, 2012

Web

Lisbon legends and etymological origin:
http://www.egeac.pt/lisboa/ofiusa-a-lenda-de-lisboa/
https://ciberduvidas.iscte-iul.pt/consultorio/perguntas/etimologia-de-lisboa-outra-vez/19407
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Parque Eduardo VII:
http://lisboacool.com/visitar/estufa-fria-e-estufa-quente-coracao-lisboa-desde-sempre

Azulejos:
http://ensina.rtp.pt/artigo/uma-breve-historia-da-azulejaria-portuguesa/

Bordalo Pinheiro :
http://museubordalopinheiro.cm-lisboa.pt/

Café in Portugal:
http://www.oguiadeportugal.com/2012/02/como-pedir-cafe-em-portugal-uma.html

Portuguese guitar:
http://nfist.pt/sf/sf3/musica/guitarra.htm

Russian artists, writers and philosophers in Lisbon:
http://pereulki.com/2015/06/odissej-i-zmeinaya-koroleva-kto-osnoval-lissabon/

Fado:
http://www.museudofado.pt/gca/?id=17
http://roteiro.museudofado.pt/
http://www.cm-lisboa.pt/en/visit/eating-drinking /fado-houses

Art-in-metro
http://metro.transporteslisboa.pt/eng/more-metro/art-in-metro/

Water museum:
http://www.epal.pt/EPAL/menu/museu-da-%C3%Algua/atividades-e-servi%C3%A70s/visitas-e-passeios-culturais
https://www.youtube.com/watch?v=E51TtIBkByk

Castelo Branco:
http://leitordeprofissao.blogspot.it/2010/07/camilo-castelo-branco-os-misterios-de.html
https://www.luso-livros.net/Livro/misterios-de-lisboa/

Sophia de Mello Breyner Andersen
https://thebookswelove.wordpress.com/2013/12/01/sophia-de-mello-breyner-andresen/

Antoénio Lobo Antunes:
ttp://www.portaldaliteratura.com/autores.php?autor=302

Antonio Tabucchi:
http://www.altritaliani.net/spip.php?article1892
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OcHoBHble ¢pasbl U cnosa

3Hakomcmeo u npusemcmeus

Lob6pblit geHb,
[obpbliit Beuep,
Jobpoii Houu
Mpuset

MeHsAa 30BYT

Kak Bac 30ByT?

Pag c Bamn NO3HaKOMKUTbLCA

[o cengaHua

A n3 Poccun
Al sBnepsble B [MopTyrannu

Bbl roBOpUTE NO-aHIIMNCKN?
1 He noHUmato
MNoBTOpPUTE, NOXKANYNCTA

foBopuUTe megsieHHee
Cnacubo

He 3a uTto
NU3BuHUTE
Ja

Het
CerogHsa
3aBTpa
Buepa
Laneko

bansko

PACKPbIBAA TNCCABOH

Bom dia (g0 12:00),

Boa tarde (c 12:00 go 18:00),
Boa noite (c 18:00)

Ola

Chamo-me...

Como se chama o senhor/a
senhora

Muito prazer em
conhecé-lo/conhecé-la

Até a vista
Eu sou da Russia

Estou pela primeira vez em
Portugal

O senhor fala inglés?
Nao entendo
Repita, por favor

Fale mais devagar

Obrigado (my»uunHa) / obrigada
(*KeHwWwmHa)

De nada
Disculpe
Sim

Nao
Hoje
Amanha
Ontem
Longe

Perto

AHHa XaupynnuHa
BonoHckuin YHnsepcuteT
OTaeneHne MHOCTPAHHbIX A3bIKOB U AUTEPATYpPbl

boH ana,
boa Tappga,
boa HolTa
Ona

Wamyms...

Komy c3 wama y caHbép/a
CUHbEpPaA

MyiTy npasep 3 KyHbeca—ny/
KyHbeca—na
A T3 aBMwWTa

dy co aa pyccua

NwTo nana npumenpa Bexan
nypTyran

Y cuHbEpdana nHrasw?
Hay nHTaHAaY
Penuta nyp dasop

dan maniwansarap
Ob6puraay/obpuraga

A3 Haja
Auwkynns
Cn

Hay

Oxe
AMaHbA
OHTewn
JIoHXK>

MapTy
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BbieecKu, 8 maza3suHe u 8 pecmopaHe

Bxopg Entrada NHTpaga
Bbixon, Saida Canpa
OTKpbITO Aberto AbapTy
3aKpbITO Fechado duwapy
Ot cebs Empurre Umnyp
Ha cebsa Puxe My

MOXHO NpUMepuTL? Posso provar? noccy npysap

bepy 310 Levo isto N3BY UCTY
A ementa, por favor

MeHto, noxKanyincra a UMeHTa nyp daBop

Xneb Pao nay
Boga Agua arya
OnnBkoBOE Macno Azeite a33anTa
Conb Sal can

BuHO KpacHoe, 6enoe, 3enéHoe  Vinho tinto/ branco/verde BMHbIO TUHTY, BpaHKy, Bapa3

CuéT, noXKanyicra A conta, por favor A KoHTa nyp ¢paBop

Tynaa no 2opody

Kak Ha3biBaeTca aTa yamua/

nnolWaaL? Como se chama esta rua/praga?  Komy ¢3 wama swTa pya/npaca

Mbl XOTUM KYNUTb CYBEHUPDI Queremos comprar souvenirs KpamyLw Kymnpap cyBeHumpLU

Mbl XOTUM NOCETUTb Queremos visitar... Kpamyw Busnutap

MNobnnsoctn ectb baHKoOMaT? Ha aqui perto um multibanco? A aku nepTy ym mynbTubaHky

Koraa-To gaBHbIM-AaBHO...noasunca ropog, Jiuccabox!

lpeuyeckasn nereHaa rnacut, 4To ropos 6bin ocHoBaH Oancceem BO BpeMA CBOMX CKUTAHUIM NOC/1e pa3pyLLeHns
Tpou. B Te BpemeHa rpeku HasblBanu TeppuUToputo, rae pacnonaraerca Jinccabon, Oghuysod, nnn 3emnén
3men. YnpaBnana 3ToM TeppuTopuen MONyXKeHWUHa-Noay3men, CBUAY roctenpunHaa u obaatenbHasa no
OTHOLLEHMIO K NPUBbIBAIOLWMMMU NyTELLIECTBEHHMKAM. HO Kak roBOpUTCA, BHELWHOCTb bbiBaeT 0bMmaHunBa. Beap
06bI4HO OHa B3bMpanacb Ha BEPLUMHY ropbl M NPOBO3rAaLlana BO BCeyC/blWaHne: “ITo MOE KoponescTBo!
TonbKo A o4Ha Mory ynpasBaaTb UM U HUKTO H6onbwe! Hu ogHa YyenoBeyckaa Aylwa He NOCMeeT OCTaTbCA
34,eCb, @ €C/IN BCE }Ke OCMENUTCA, MOWU 3MeN, MEHbLUIE YeM 33 MUHYTY JINLLAT €ro KNU3Hu!»

Ha npoTarKeHun Jonrux NeT, HUKTO He NbITaacA NPOHUKHYTbL B NPOKAATOe KoponescTBo Oguysa, Hu born,
HU ntoan. OgHako ogHaxapl, Oaamcen nponabiBaa MMMo Odury3bl, Bbln CPAXKEH KPACOTOM MECTHOTO Kpas.
Koponesa e Bntobunacb B NpeKkpacHOro mopensaBaTens, Kak TONbKO ero ysuaena. Ytobwl cnactu ero
*KU3Hb U NO3BONINTb EMY OCTaTbCA B rOPOAE HaBCErAa, OHa NPeaoKnaa eMy KeHUTbCA Ha Hell. Oaauncen,
He enas NpoBOUMPOBaTb €€ rHeB, NPUHAN npeanoxkeHue. O4yapoBaHHbLIA YyAHOM KPAacOTON MECTHOW
3emnu, oH 3abpancaA Ha BEPLUNHY XO/IMa, Kak 06bIYHO 3TO Aienlana KoposieBa M NPOKpuUYan: “3aechb A 3aN10XKy
CaMbI KpacuBbIN ropoj Ha CBETE M HA30BY €ro MOMM COBCTBEHHbIM MMeHem. OH ByaeT 3BaTbca Oancceein,
ctonnuen mupal” M Bcé e co BpemeHem Ogmuccelt He CMOT YCMUPUTL CBOKO TATy K cBO6oAE M MOPCKUM
nyTelwecTMAM: OOHAXKAbl OH NMOKWHYAN cynpyry. PasrHeBaHHasa Koponesa, pewwnna 6pocnTca BAOrOHKY 3a
cHerKaBWMM NyTeleCcTBEHHMKOM, NPbIFTHYB C XO/IMa B OTKPbIToe mope. HecMoTps Ha To, YTO €€ AJ/IMHHbIN
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XBOCT He N03BOAA eM NANbITb ObICTPO, 3MENHAA U3BUIUCTOCTb NO3BO/IANA €M YAEPKUBATLCA Ha MOBEPXHOCTHU
Boabl. Koponesa, 3aTpayunBan OrpoOMHbIe YCUAUA, YaaNAanacb BCE Aanblue ot 6epera. A B TO e Bpems, 3a eé
CNUHOW POXKAANUCb, CNOBHO A0Ka3aTeNbCTBa €€ YCUAUI, CEMb XO/IMOB, HAa KOTOPbIX U MO Cel AeHb CTOUT
Nnccabo-H.

Mo apyroit Teopuu, AN KOTOPOM €CTb HEKOTOpble apxeonorMyeckme OCHOBaHWA, ropog 6bin ocHoBaH
buHUKMMLamMK nog mmeHem Anauc Y660 (Allis Ubbo), yto o3Havaet [MpusmHas [asaHb, KOTopoe U
npeepatunocb notom B Onuccuno. CBMAETENBCTBOM MNPUCYTCTBUA OOUHUKUNLEB CAyXKaT pasinyHble
npeameTbl HalaeHHble B JlTuccaboHe 1 Ha BCEM nobepexkbe MopTyrannu, a TakKe pymHol B KapeapanbHom
Cobope Ce. Tem He MeHee HUKAKUX JOKYMEHTa/IbHbIX NOATBEPKAEHMUI HE COXPaHMIOCh.

Mo eweé oaHon Bepcum JSlnccaboH Obln OCHOBaH TapTeccuiuammn- MH6EPUNCKMM NIEMEHEM, KUBLLEM Ha
TePPUTOPUN COBPEMEHHOM AHZaNnycun. MMeHHO € 3TUM NiemMeHem cBA3aHa 3Tumosorma cyedukca -ippo
(Olissippo), KOTOPbIN HEPEAKO BCTPEYAETCA B Ha3BaHUAX Oro-3anaaHoi Yyactn Mbepmninckoro nosiyocTposa.
Mo3xe pumnaHe aaanTMpoBanau Ha3BaHue, nsmenmus ero Ha Olissippo, a Apabbl Ha Al-Ushbuna.

Tak KTo e ocHoBan JInccaboH? Hn ogHa 13 3TUX TMNOTE3 He ABNAETCA A0CTOBEPHbIM GAKTOM, @ HAMOMMUHAET
CKOopee CKa3o4HbI M1d. Tak MOXKET He CTOMT NbITaTbCA pPa3rafaTb MHOTOBEKOBYHO 3aragKy ropoaa, a yylie
noAanaTbCs ero Yyapam?

MMBOJbI
BopoHobi CaH BuceHme

Oka3zaBLlwucbBJlMccaboHe HEBO3MOXKHO He 06paTUTb BHUMaHME HAa NOBCEMECTHOE NPUCYTCBUE N306paXkeHUA
BopoHoB CaH BuceHTe, ropao cnaalmx Ha Kopabne. Bbl ux BcTpetTuTe n Ha repbe JinccaboHa, u Ha Kancage,
n Ha doHapsax, oceawatowmx Largo do Chiado, Ha asynexyl, yKpawwawLWmx CMOTPOBYHO NoWwaaKy Santa
Luzia. Y7o e o3Ha4aeT 3ToT cumBon JinccaboHa m Kyaa yxoaaT ero KOpHu?

CBsi3aHbl BOpPOHbI co cBATbIM CaH BuceHTe, nokpoButenem JinccaboHa ¢ 1173 roga. PpaHuUMCKaHCKUM
CBALWEHHWK NOCTPaAan 3a XpUCTUAHCKYto Bepy B |V Beke, a ero Teno 6110 cbpoLieHo B mope B TOM MeCTe,
KOTOpoe cenvac ABNAETCA Kro-3anagHom Toukon MopTtyranum.

CornacHo nereHae, TeNo CBALWLEHHWUKA, NPUHABLLIEr0 MyYeHUYECKYI0 CMepTb, bbiN10 BbIBPOLWEHO BONHOM Ha
6eper. Korga mecTHble XUTenn 06HapyKnam Teno, OHU YBUAENAN ABYX BOPOHOB, OTFOHABLUMX PbICKAOLLMX
BOKPYr XMWHMKOB. CaH BuceHTe 6bln NOXOPOHEH PALOM C STUM MECTOM, @ Ha ero Moruae BO3Be/IN Xpam.
YaueutenoHo, 4to Koraa B8 1173 rogy no npuKasy NopTyranbCckoro Kopona AdOHCYy JHpUKela MoLm
CsAatoro CaH BuceHTe nepeBo3unnm B J/lInccaboH, Becb NyTb U3 Anrapse A0 Texy Mope OCTaB/I0Cb KaK HUKOrAa
CMOKOMHbIM, XOTA 06bIYHO 34echb Bcerda OywyoT BOJIHbI U AyeT CU/bHbIN BeTep. FOBOPAT, YTO MUMEHHO
conposoXgatoLwme Kopabab gBa BOPOHA, NOCNYKMAM obeperom Bo BpemMa nyTewecTBuA.

lemyx bapcenyw

Echn BopoHbl CaH BuceHTe n Kopabnb aBnawTcA cMmBoNaMu JinccaboHa, TO APKO pasyKpalleHHbIN
NeTyWoK MrpaeT Takyi poab Ana MopTyranvu. BbINONHEHHbINM M3 TEpPaKKOTbl, AepeBa MAM METANN3,
06M3aTe/IbHO YKPALLEHHbIA LBETOYHbIMU WU TEOMETPUYECKUMU PUCYHKAMM, OH HalaéT cebe mecto Ha
BUTPUHAX TYPUCTUUYECKUX JTaBOK MO BCEM CTpaHe. ITOT CMMBOA onunLeTBopsaeT coboit 60pbby cnabbix NpoTns
NPeBbILLIEHNA NMOJIHOMOYMIM CO CTOPOHbI CU/IbHBIX. A UCTOPMA 3TOFO CMMBOA TakoBa. COrNacHO NereHae Kun
6bl1 OANH NAIOMHMK, YTO OTNPaBMACA B NyTb CBATOro Makosa 1 no gopore octaHosuAca B bapcenyw, 4tobbl
nepenoxHyTb. fopogoK bapcenyw un B TO Bpems B CTpaxe: Ha AHAX Oblno coBepLIeHO NpecTynaeHune, a
BMHOBHWK MO-NpeXKHeMy He bl HangeH. Tak HU B YEM HEMOBUHHOIO MYTHUKA OGBUHUAWN B COBEPLLUEHUM
3TOr0 MPEecTynNeHUs U NPUroBOPUAM K CMepTU. He Kenasa NOBMHOBATbCA HeCnpaBeaMBOCTU cyabbbl,
CTPAHHWMK HacTameas, 4Tobbl NPUroBop BbiHEC CyAbs roposa. OH cornacuaca BbICAYLWATb CTPAaHHMKA, U BO
BpemaA npuéma nyTHMKa obegan kKypuuen. Ha monbby Hec4acTHOro 0 NOMWUIOBaHUMU, OH ANLLb OTBETUA: «f
NoBEpPO B TBOK HEBMBHOCTb TO/IbKO B TOM C/y4ae, eC/IM 3Ta KypUHAA HOXKKA 3anoéT». KakoBo e 6blio
yaAnBNEHUE CyAbM, KOraa NeTyx YyaecHbiM 06pa3om AeNCcTBUTENbHO 3aKyKapeKasn, U, Takum obpasom, cnac
YKM3Hb NYTHUKA. HECKONbKO NIeT cnycTs, B NamsaTb 06 3TOM cny4yae B ropoae bapcenyw noctaBuam namaTHUK.

134

ALLMEET IN LISBON ‘15

MpocTpaHcTBO

JluccaboH: 3IKCKypcus 0auHoK 8 8eK. Om newux npoz2ynok nosma PepHaHdo lNeccoa K cospemeHHoOMy
06suKy 2opoda.

JInccaboH o4veHb XKMBOW ropos, U KaXKablih paioH B HEM KUBET cBOeN 0COBeHHOM *KN3Hbto. OHU, KOHEYHO,
nepenneTarnTca mexay coboi, HO B KaXKOM M3 HUX LLapUT CBOA aTMoCchepa. ITOT APKUIA U SHEPTUYHbBIN ropos,
CTan AOMOM AN MHOTMX 3HAMEHUTbIX MHTENIEKTYANOB, cpean KOTopbiX HaM Bbl XoTenocb 0cobo OTMETUTL
noata ®epHaHpgo Meccoa n nogennTbca ¢ Bamum ero cosetamm, KOTopbie NOMOraTb PacKpbliThb A1a cebs ropoga,
B 1925 rogy ®epHaHao Meccoa Hanucan rug, no J/inccaboHy Ha aHranickom Asbike Lisbon. What the
Tourist Should See. Y710 X, npepgnarato Bam nepeceyb MecTa, KOTOpble COBETOBAN MOCETUTb BEIMKUIA NO3T
N MOCMOTPETb, KaK *Ke C TeYEHNEeM BPEMEHN M3MEHU/ICA, @ MOXKET, HaNpPOTMB, coxpaHaeTca 0banK roposa.
®epHaHpo lMeccoa onuMcan MHOroYMc/NeHHble newne Nporyaku no JinccaboHy, mbl ke [06aBuAM eLwé
HECKONbKO N0HONbITHLIX MECT, KOTOPblE MOMOTYT MO3HAKOMMUTbLCA C ropodom. B To Bpems Kak PepHaHao
Meccoa B cBOEM Type no JlnccaboHy, npunasieaem B ropog, cnepnys TedyeHuto TeXy M BblCaXKMBaeTCA B
peuHom nopTy Rocha do Conde de Obidos, Kyaa no-npexHeMy NpULLIBaPTOBbLIBAIOTCA KPYMHble KOPabau, HO
roe Tenepb TaK e HAaXo4MTCA MHOMKECTBO MUAbIX Kade 1 pecTopaHYMKOB; Mbl CKOpee BCEro rpusemaem B
JlnccaboH, n3yyana ero napKkun, MOHYMEHTbI U YTONKU N3 UANKOMUHATOPA CaMoETa.

®epHaHpo Meccoa xun B parioHe Campo de Ourique. Ecin Bbl pelinTe NPOKaTUTLCA HA IMbnemaTUYecKom
TpamBae 28, To KaK pa3 cmoxkeTe goexaTb Ao Rua Coelho da Rocha Ne 16, roe Haxoautca Aom, B KOTOpPOM
No3T NPOXMA npocnegHue 15 neT CBOEW KM3HU CO CBOEN CecTpon U eé myxkem. B Hactoswee Bpems
3pecb HaxoauTca mysel (Casa Pessoa). KomHaTta noaTta, KOHEYHO, NO/IHA KHUT U KOHCMEKTOB, a BOT U ero
CMMBO/IMYECKME OYKM, MeYyaTHaA MaLLMHKA, Ha CTEHEe B MaTUO COXPaHWAUCb MaTemaTuyeckne Gopmynbl 1
reoOMeTpUYECKNE PUCYHKN-CBMAETENN MPOBEAEHUA Aocyra NosToM. NpeamMeToB HE Tak MHOFO, HO FaBHOEe
31O aTMOcdepa.

HauHém mbl Hawy nporynky c Praca do Comércio (Mpaca ay Komepcutio), 4To 03HauvaeT Topaosas rnaoujads, Unm
Kak eé elwé Ha3biBatoT Praca Amarela (Mpaca Amapena), 4to nepeBoaunTca Kak HKéamasa naow,ads. OcTaBnsa
3a cnuHou Texky, n obpaltana B3op B cTopoHy Apca ga Pya AyrycTa, Haw B3rna4 OCTaHaBAMBAETCS Ha ABYX
XOJIMax: Ha oAHOM M3 HUX pacnonoxunca Castelo de S3o Jorge (Kacteny ae Cay *op:e), a Ha gpyrom Chiado
(Lnaay) - oANH M3 UCTOPUYECKMX PalHOB ropoaa, NPeacTaBAAlWNI LEeHTp ropoga. B camon nnowaam
Mpaca Amapena HaxoguTca KoHHaa ctatya 'Kose |, BO Bpems npaBneHus KoToporo JinccaboH nepexkun
3emneTpaceHme n uyHamm 1755 roga. MapannenbHo ueHTpanbHoOM yauue Pya Ayrycta pacnonoxuamcb Rua
do Ouro (3otonas ynuua, 10 J) cnesa v Rua da Prata (CepebpanHas yanua) cnpasa. UmeHHO Ha yray mexay
Praca Amarela n Rua da Prata Haxogutca PectopaH Martinho da Arcada: 3aBegeHue, B KOTopoe npuxogun
Meccoa, He TONbKO, YTOObI NepeKyCcUTb, HO U YTOBbI NNUCATb UAKM Xe NpocTo nobonTaTb.

Y1o6bl NONAcTb B camblii LEHP ropoaa, nucaTenb COBETOBaN cnenoBaTth yauue Rua da Pratato NMocneayem
ero coseTy! byapTe BHMMaATENbHbI, MPUMEPHO HA CEPEeANHE NYTU, HYKHO ByaeT CBEPHYTb HANeBO: BUAUTE
MeTannmyeckyto 6alHl, HEMHOro HanomuHatowow diideneryto bawHo? 31o Elevador de Santa Justa:
CaMbli HACTOALWMIM NUT, KOTOPbIM MEHbLLE YEM 33 MUHYTY NepeHecET Bac U3 HUXKHeN YacTn ropoga B LUnaay.
NcKycHoe apxuTeKkTypHOe npounsBegeHume 6bl1o noctpoeHo mexay 1899 u 1922 rr. ppaHKo-NopTYraibCKUM
nH>XeHepom Paynem MecHepom (Raul Mesner).

Ecnu Bbl pelwnan nepeHecT” NoAbLEM Ha BEZIMKONEMNHYIO TEPACCY Ha CAeayoWmniA pas, Nnponaem ganblue 4o
KOHLLA yAunLbl, N OKarkemcs Ha Praga Rossio (Mpaca Pocuy): Bbl B camom cepAlie ropoaa, rae KU3Hb KUNuT B
MmapeBe KodeeH, MarasmHHbIX 1aBoK, 6apoB. Kctatn, o bapax: cnpaBa OT NAOLWanM HaxoamTca yamua Largo
de S3o Domingos: 34ecb Bbl CMOXKETe NPUrybuTb BULLHEBDLIN NUKEP MHUHM¥CA B NaBOYKe «ginja sem rival».
MbETcs oHa B 0ObIYHbIX CTaKaHUYMKAX UM Ke B LUOKOAAAHbIX, YTO HAMOMUHAET HEMHOIO KOHPETb! KBULLHSA B
NIMKEpey, a TaK e ¢ Aroaon namn 6es, NPonMTaHHON IMKEPHbIM APOMATOM.

Yepes Largo de S3o Domingos Mmbl moxem NpoiTh K Praca dos Restauradores, oTKyaa Bbl CMOXKeTe
noaHATLCA NMbo B palioH Bairo Alto (Baipy AnTy), 3HaMeHUTbI CBOEN HACbILLEHHOM HOYHOM XKU3HbIO UIN
e npoitn Ao Avenida da Liberdade (ABeHnaa aa /inbepgan), 4To npeacTaBaseT cobom WMPOKMIA NPOCMEKT,
MO 3/1€FAHTHOCTM N OOBEMHOCTM CBOMX CTPOEHWUI, HAMOMMHAOLWNIN CKopee GPaHLY3CKYIO apXUTEKYPY.
OTKpbiTasa 8 1822 roay, 90 meTpos B wnpuHy n 1500 B ganHy, annea ytonaeT B 3e/IeHMN AepeBbes, NapKax,
¢doHTaHax, ctatyax. B koHue ABeHunaa ae Jinbepaan Haxoautca Praca do Marqués de Pombal, nocsALéHHasn
Mapkusy ge Nombany, ogHOMYy M3 caMbIX APKUX MOPTYrafbCKUX MOAUTUKOB 3Mnoxu [pocBeleHna u
OZHOBPEMEHHO rTaBHOMY PyKOBOAMTENO BOCCTaHOBAeHMA JluccaboHa nocne semnetpaceHuna 1755 roaa.
Mpogonxan nogHMMaTbCA, Mbl Nnonaaaem B Parque Eduardo VII (Mapk Eduardo VIl ), paHee HocuBLWNI UMSA
Mapka Ceoboabl n nepeMmeHHOBaHHbIN B 1903 roay B 4ecTb BU3UTA, HAHECEHHOTO aHT/IMNCKUM KOPOEM,
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NoATBEPAMBLUMM COHO3HMYECTBO MEXAY ABYMSA CTPAHAMKU. Ha TeppuTopMM NnapKa HaxXo4AaTCA TPU TENAMULbI:
«XonogHan», eCTecCTBEEHHOro NPouxoxaeHus, «Ténnana», OTCTPOEHHas, K KOTOpPOoM B AanbHelwem bbina
npuctpoeHa «CnagKkaa» Tenavua. [o3BonbTe nogennTtbcA B Bamu uctopmelt BO3HMKHOBEHWUA B MapKe
3TUX COOPYKEHUM. BOT Kak noasunacb 3gecb «XonogHaa» tenamua! OanH M3 cagosoaoB Aobutenen Ha
3abpoLIeHHOM MecTe Haya/l KONMIEKUMOHMPOBATb PaCTeHMA C Pas3HbIX Yro/JIKOB CBETA, HO C MPUXOLO0M
Mepsoit Muposow BoliHbl, naeto npuwaock 3abpocuTb. PacTeHUs e paspocanamncb n o6pasosBanu Lenbin
cag. A BoT B «Ténnon» n «CnagKom» TeNANLAX KUBYT PACTEHMA 3KBATOPUA/bHbBIX U TPOMUYECKUX NIECOB,
a TaKkKe KaKtycbl. Cpean 60onee yem 300 pasHbIX TUNOB PAaCcTEHMI MOMKHO BCTPETUTb MANOPOTHUK, Tabak,
TPOCTHUKOBbLIN Caxap, MaHro, 6aHaHoBble AepeBbA. PacTeHMem -CMMBOIOM TeNAULbl ABAAETCA LBETOK C
TPOMHbIM Ha3dBaHWem Buepa, Ce200HA u 3a8mpa, 4YTo poXKaaeTca GUONETOBbIM, CO BpEMEHEM MEHAET LBET
Ha CMHWUIA, a ymupaeT 6enbim. B nocnegHue roabl B napke Ipyapaa VIl Tak e npoxoauT exxerogHaa KHUKHasnA
ApMmapka (Bnepsble 6blna opraHnsosaHa 8 1930 roay).

Bbiias U3 napka, Mbl OKaxkemcA Heaaneko oT Fundacdo Calouste Gulbenkian (dpoHa Kanowtn MynbbeHkaHa),
Ha TEPPUTOPMM KOTOPOro PacnonaraeTca Mys3en c NpomnsBefeHMAMMN UCKYCCTBA M3 pasHbix CTpaH Esponbl,
CLLUA vn OanbHero Boctoka (6onee 6000 akcnoHaToB), cobpaHHble ynbeHKAHOM Ha NPOTAMKEHUWN BCEN ero
HUBHMU.

KanowTun Capkuc N'ynbeHkan poaunca B 1869 roay B CKkytapu (paoH Ctambyna) 1 npoucxoamn ns sHaTHom
apMAHCKOM cembu. B anpene 1942 ropa B cambiit pasrap Bropoii Muposoi BoiiHbl KanowTn MynbeHKaH
pewnn npuexatb B MopTyranuio. Nontobus ropoa 1 CTpaHy, roCTeENPUUMHO NpUHABLWYLO M'yN1bbeHKMaHa, oH
TaK U He NoKmMAaan 6bonblie camyto 3anagHyto ctpaHy Esponbi.

Mommnmo myses Ha TeppuUTopMmn GOHOA HAXOANTCA NAPK C aMPUTEATPOM, F4e NPOXoaAT pasHblie dpecTuBanm
M KOHLEPTbI, raBHbIM 06pa3om B Te4eHUe feTa.

Ecnu ke Bbl pelwmnnm nogHATbCA Ha AindTe CaHTa KatapuHa go baypy Anty, pekomeHayem Bam 3arnaHyTo B 6ap
Fragil. 3To 04HO 13 Tex 3aBeAeHMI, KOTOPOE NO NPABY MOXKET AaTb NPeACTaBNEHME O TOM, YTO 3HAYUT «XKU3Hb
B panoHe banpy Anty». B 80e rr. 3aecb 3apogmaacb Maea My3blKaJlbHOrO NPOEKTa, KOTOPasA BNOCAEACTBUMN
nepepocna B U3BecTHyto rpynny Madredeus. Ewé ogHa 3abaBHan 3aMeTKa: Tam rae cenyac B bape HaxoauTtca
TaHUEBa/bHAA NMOLWaAKa, paHbLle Haxoaunacb 6ynoyHan. TaHUEeBaTb M NPeACTaBAATb KaK paHblUe Ha 3TOM
MeCTe BbIXOANAM U3 NEeYKM CBexKMe ByIOUKM — BOT OHa *KU3Hb B baipy AnTy.

Korga mbl BAto61eHbI B KAKON-TO ropos, AOBOJIbHO C/IOXKHO BblOpaTh AMLWb 04HO U3Ntob6AeHHOe mecTo. TaK
n B J/lInccaboHe. Cpean MHOFOYMCAEHHbIX MHTEPECHbIX AOCTONPUMEYATENbHOCTEN, KOTOPbIMK BoraT ropog,
CNOXHO caenaTb BbIOOP, 1 BCE e ropayo pekomeHayem nocetutb Largo do Carmo (Nlapry ay Kapmy). Liepkosb
B NPOLUJIOM, @ B HacToALlee Bpemsa APXeONIOTMYEeCKUA My3eld, 34aHne HU pa3y He HBblo OTpecTaBpMpoOBaHo,
BO3MOXHO, 4TODObl XpPaHUTb BEYHYIO MaMATb O 3emaeTpsaceHnn 1755 r., KoTopoe paspyLmao 60nbLyto YacTb
ropoga. B mysee MoXHO paccMmoTpeTb roTuyeckue Hedbl, MyMUmn, GparmeHTbl UCNAMCKOM apXUTEKTYPbI,
FOTUYECKME CKYAbNTYPbl U asynexyw. NoMMMO apXMTEKTYPHOrO BEAMYMA U AHTUYHOM UCTOPUU, MECTO
XPaHUT TaK e NamATb 0 bonee HegaBHUX cobbiTUAX. 34ech, Ha naowaam Carmo, 25 Anpena 1974 ropa
cTonmua obbvABmaa, Pesontoumio MBO3AMK, NPUBEALLYIO K CBEPXKEHUIO pexMma HoBoro rocygapctea M
YCTAHOBNEHMIO B AanbHenwem nmbepanbHO-A4eMOKPaTUYECKOTO pexmma.

Cnyckasacb oT naowaam Praca de Camdes (Mpaca g Kamoeww), Bbl nonagéte Ha yauuy Rua do Alecrim, yto
TaK¥Ke XPaHWUT MHTEPECHYIO UCTOPUIO. YIMLLA CNyCKAaeTcA HaBcTpeyy Texy K ctaHumu Cais do Sodré, rae Ha
naowaamu cneea ot Hac HaxoauTcs Hotel Braganga, roctTuHMuUa, B KOTOpOM ocTaHaBauBancs Pukapao Peiic,
repoi pomaHa Capamaro «log cmeptn Pukapao Peiica» n ogHoBpemMeHHO 0A4MH M3 reTepoHMomoB PepHaHao
Meccoa, BepHyBWNICA B KHUre B JlInccaboH n3 Bpasunmm B 1935 rogy, 4tobbl BCTPETUTLCA C TONbKO YTO
CKOHYaBLUMMCA NO3TOM. PalioH e, B KOTOpom un  Pukapgo Pelic ato Bica (Buka), uto coceactsyet
¢ bapy Anty. l'ynas no Hemy, Bbl OKYHETECb B paMUNbAPHYIO OOCTAaHOBKY, B KOTOPOM CMbIBAETCA rPaHb
MeXay AOMOM U yAMLER: NoBCloAY 3anax AOMaLLUHeN efpbl, NONYOTKPbIThbIE ABEPU, B KOTOPblE KPaem rnasa
MOXHO 3arfIAHYTb, YTOObl YTONUTbL NHOOONBITCTBO: @ KaK e KUBETCA B CTAPMHHbIX TPAAULMOHHbIX AOMaX
NnccaboHa?

BoT Mbl 1 okasanucb Ha Jlapry an CaHTta KatapuHa Largo de Santa Catarina (/lapry nam CaHta KatapuHa),
OTKy/Zla OTKpbIBaeTca naHomapa Ha Ponte 25 de Abril (MocT 25 Anpens), 4acTo cpaBHMBAEMbIN C MOCTOM
3onoTtble Bopota. Ha momeHT 3aBepweHns paboT, B 1966 roay, oH ABAAACA CaMblM AJIMHHBIM MOCTOM B
EBpone, 1 3TO y4nTbiBaA, YTO B TOT MOMEHT CTpaHa, NONHOCTbIO 3aBUCA OT pexuma Canasapa, no begHoTe
npubanKanacb K CTpaHam TpeTbero mmpa. Bnnotb go Pesontoummn MBO3AMK, OH HOCMA MMA AMKTaTopa.
MepeceKkas 3TOT MOCT M OCTaBAAA 32 Nae4Yammn orHu JinccaboHa, co34aéTCA NCMXONOrMYecKoe oLyLeHune,
YTO A/IMHA ero HamHoro 6osblie TPEX KMAoMeTpoB. B KoHLe mocTa Bbl morkeTe yBuaeTb ctatyto Cristo Rei
(Muncyca Xpwucra), cospaHHyo nNo obpasuy ctaTyn XpucTta-Uckynutens, Haxoasawenca B Puo-ae-KaHeipo,
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PacKpPbIBAOLLETO PYKM B MPUBETCTBYHOLLLEM 0O BATUN, BCTPEYAA M MPOBOXKasA BCEX MYTELLECTBYOLMX MO MOPHO.
B camom KOHUe MOCTa BMAHA cTaTya Xpucta Pell, pacKMHyBlWeEro pyku gna gobpoaywHoro ob6wvATuA,
6n1arocnaBnAa BCex NyTeLecTBYOWMX.

Mbl e Hanpasnsaemcs K Torre de Belém (BawHa Benem), KoTopoit mbl 1060BANUCL C BbICOTbI NMTUYLEFO
nonéTta B CaMOM Hayasie Hawero HebobWOro NyTewecTBuUA; U 34eCb OHO M 3aKAaHYMBAETCA: Y NOAHOMMA
APXUTEKTYPHOrO WeaeBpa, BbINoAHEHHOro PpaHculky ae Appyaa.

B XV-XVI BeKax oTcioga yxoguam B mope KapaBennbl U Cloga e OHM BO3BPaLLaINCb C U3BECTUAMMU O HOBbIX
OTKpbITUAX. Torga-To Koponb MaHyan | n npuKkasan noctpoutb Mosteiro dos Jerénimos (MoHacTbipb
nepoHMmmnTOB) M BeneHckyto HallHo Kak cMmBOAbl 6oratcTa 1 Beanuma Moptyranum XVI Beka. 3Tv weaespbl
apxuTekTypbl, obbasBneHHble IOHECKO [ocTtoAaHuem yenoseyecTtBa, NOCTPOEHbI B CTUIE «MaHY3/IMHO»
- MOPTYraNbCKOW Pa3sHOBMAHOCTM MO34HEN FOTUKWU. B BbIBLUIMX MOMeELLEHMAX MOHACTbIPA pa3MeLlatoTcA
HaunoHanbHbIN my3ei Apxeonoruun n Mysen mopckoro ¢pnota. dKCKypcua no beneHy byaeTt HenonHowm, ecam
Bbl He 3arnsiHUTe B 3HameHuTyto Fabrica dos Pastéis de Belém (BeneHcKada KyamHapus), KOTOPOM He MeHblLe
CTa NeT U rae No-npexkHemy BbiNeKatoT IydLlimMe N CamMble U3BECTHbIe BO BCel MopTyrannu nawmesn e Hama.
MpuATHOro anneTuTa n 40 CKopou BCcTpeyn!

Angama, lNpa3dHuk Ceamoz20 AHMoOHUA

Tenepb Hac *KAET BCTpeYa C MarMyeckom cpegHeBEKOBOM YacTbio ropo/a, Pacno/IOKMUBLUENCA B BOCTOYHOM
yactu ot lMNpaca Amapena, B paiioHe Alfama (Andama), uto Ha apabckom o3HavaeT ropsayme uctouHukn (Al
hama).

13 ntoHs 3TO 0CObbIN AeHb B KaneHaape ana xutenen JinccaboHa - oTmevaeTcsa NpasgHUK CBATOrO AHTOHMS,
nokposutens /inccaboHa u Magyn. PennrnosHble M HapoAHble Tpaguun ChNenncb B 3TOM TOPXKecCTBe.
HaunHaeTtcs npasgHoBaHue 12 uioHA, 6anxe K 8 Beudepa, BAonb Avenida da Liberdade (AsBeHunpa pa
NInbeppan) c KPacoyHOro CnNekTaKk/Aa, HaNOMMHalOWero KapHasaja, B KOTOPOM y4acTByeT Becb ropog, a
rnaBHOe AencTeune passopaunsaeTtca B Andame. [lsepm 4OMOB OTKPbIBAOTCA, BBIHOCATCA HA YULLY KYXOHHbIEe
CTO/Ibl U CTYNbSA, XO3AMKM HauyMHAOT roTOBMUTb Kanao Bepge (caldo verde)*, nogaetca wypucy (chourico),
CapAMNHKK, KYKYPY3HbIM xneb. U Bcé 3To noJ 380H 60KaI0B, HAMNOJ/IHEHHbIX KPaCHbIM BUHOM.

B Bo3gyxe ynaBauMBaeTcs apomat aywuctoro 6asmnvka (manjerico). CornacHo HapogHOMY MOBEPbIO 3TO
TPaBAHUCTOE pacTeHWe NPUHOCUT yaady. M'ynaTb ¢ manjerico B pyKax, 3Ha4MT ObITb Y4aCTHUKOM Marm4eckom
HOYM 12 MIOHA.

Ha cneayrowmin aeHb, 13 UIOHA NPOXOAUT TOPXKECTBEHHAA Npoleccua n cny*kba B KadeapanbHom Cobope
Ce, BO Bpemsa KOTopoW Bce BAtobieHHble 06MeHMBaOTCA NPU3HAHMAMKU U 0belaHnAMU B Be4HOW NtobBM,
Mo1I04ble NtOAM NPOCAT PYKM CBOMX BO310BNEHHbIX B LLepKkBK CBATOro AHTOHMO. [ns utenen JinccaboHa
3ToT CBATOM MO UCTUHE NOKPOBUTENb BCEX BO3NODIEHHbIX.

3TOT npasgaHuK npuBén Hac K BopoTtam Catedral da Sé de Lisboa (KadegpanbHbin Cobop JlnccaboHa),
NMOCTPOEHHOr0 Ha MEeCTe, Ie Y*Ke HECKO/IbKO BEKOB CTPOU/INCL KYNIbTOBbIE COOPYKeHMA. BHavane 3aech 6bin
PUMCKUI Xpam, NpeBpaLLeHHbINM B LLepKoBb B VI BeKe. 3aTem, B 1147 roay, Koraa maspbl 3aXBaTUAM ropog, Ha
MecTe Xxpama bblna nocTpoeHa meyveTb. Mocne ocaabl M ocBoboKAeHUA JlInccaboHa oT MaBpoB, MeyeTb bbia
paspylueHa, a Ha ee mecTe Havyann Bo3BoanTb KadegpansvHbin Cobop /lInccaboHa. B 3TOT e nepnoa Koposb
MopTtyranun AdoHcy | Bennknin sBenen goctasntb mowm CaH BuceHte ns Anrapse B JlnccaboH, KoTopble
XpPaHATCA M no celt geHb B Cobope.

3p0aHne cobopa HanomuHaeT KpenocTb. [lBe 60/bluMe MaCCUMBHbIE KOMIOKO/AbHM MMeEKT 60MHULUbI Ans
cTpenbbbl M3 NYKOB. balHM CAyXKUAM TaKKe HabatogaTeNbHbIMM NMYHKTAMW B HECMOKOMHbIE BpemeHa. Mx
TONCTble CTEHbl OblNM MONHOCTbIO NMLWEHbI OKOH B CBOMX HUMKHUX YAcTAX, YTO AeNaNo UX HeyAa3BMMbIMMU
ANA BpaXKecKmx atak. MmeHHo 6narogaps MoOWHbIM CTeHam cobop BblAeprKan pPaspyLMTEbHY0 CUay
3emneTpAaceHua 1755 roga.

3emnempsaceHue, Komopoe u3MeHUs0 X00 UCMOopuuU U MUpoeo33peHue esponeliyes

B XVIII Beke finccaboH 6bin OAHMM M3 CambiX NpPeAaHHbIX KaToauumsamy ropogos Esponbl. B ropoae
HacuuTbiBanocb 40 npuxoAackux uepksen, 121 4yacosHA, 90 MoHacTbiper n  3apeructpmposaHo 150
pennrmosHbIx 6paTcTs.

Yto ke cnyumnock 1 HoAbBpA 1755 ropa?

B 9.00 yacos yTpa B J/InccaboHe cTtoana npeKkpacHasa CoNHeYHas noroaa 1 no cayyaro JHa Becex CBATbIX ropos,
6blN NPa3gHUYHO YKpaLLeH, 3BOHW/IM KOTOKOAA, @ B NePEenoIHEHHbIX Xpamax Waa npasgHuUYHas cay»xba.
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B 9 yacoB 20 MMHYT B AThaHTMYeCKOM oKeaHe, B 200 KunomeTpax oT mbica CaH BuceHTe, toro-sanagHomn
OKOHeyHocTu MNopTyranmm, Hayanocb 3emneTpsaceHune cunok 8,5-9,5 6annos.

«lMoKa oH paccyaan, Bopyr CTano TEMHO, 3a/ly/IM CO BCEX YeTblipexX CTOPOH BETPbI, M KOpabab Obla 3aCTUTHYT
y*KacHeMnwem 6ypert B BuAy JinccaboHcKoro nopray.

Bonbtep (1769) KaHoud, uau Onmumusm, Thasa IV (“Kak BcTpetnn KaHaua cBOero npeskHero yuyuTend
dunnocodpun, aoktopa MaHrnoca, M YTO U3 3TOrO BbILWNO”)

B 3emne noABMAUCE TPELUMHbI LUMPUHOW A0 NATU METPOB, YTO OTPE3aNMN LLEHTP rOpoAa OT OCTa/IbHOM CYLUW.
Yueneswue noan B NaHMKe YCTPEMMUINUCH K peKe Texy, B HaZerkae nepenpasuTbca Ha Apyroi 6eper. Ho B
3TOT CaMblil MOMEHT BOAa HEOXKMAAHHO OTCTYNMAa OT 6bepera, OTKPbIIOCb AHO C 06/10MKamu Kopabnei
M ocCTaTKamu rpysos. M TyT Bapyr Habexana ruraHTCKasa BOJIHA LlyHaMM BbICOTOM A0 CEMHAALATU METPOB U
Hakpblna beper.

Okono 12.00 4yacoB OT MHOKECTBA YMaBLKMX B Xpamax CBeYer No BCEMYy ropoay BCMbIXHYNM NOXKapbl,
KOTOpble NPOAANANCE LeNbIX 5 AHEN.

BoT Kak oonucan 3to cobbiTne BonbTep B KHure KaHoud, uau Onmumusm:

“HemHoro npuaa B cebs, OHM HaNpPaBUAKUCL K JTCCAbOHY; Yy HUX OCTA/IUCD eLLe AeHbIM, C MOMOLLbID KOTOPbIX
OHM HAZEANUCb CNACTUCb OT rON0Aa, NOC/Ae TOro Kak n3basmance ot bypu.

EnBa ycnenn oHW BOMTM B ropos, Oniakneas CMepTb CBOero bnarogetens, Kak B4Apyr no4vyBCTBOBA/MU, YTO
3eMNA APOXKUT Nog nx Horamu. Mope B NopTy, Kunsa, NoAHUMAeTca W pa3buBaeT Kopabau, cToABLIME HA
AKOpE; BUXPWU OTHA WM nenna

OyWwyloT Ha yauuax v naowaanx, 4omMa PyLlaTcs; KpbllWW NaaatoT Ha3eMb, CTEHbl paccbinaloTca B npax.
Tpuauatb TbicAY KuTenen oboero nona m Bcex Bo3pacTos Nornbau noa passaanHamu.”

BonbTep (1769) KaHouod, unu Onmumu3sm, Thasa VI (“Kak 6bi10 ycTpoeHO npeKkpacHoe ayTtogacde, ytobbl
n36aBUTbCA OT 3eM/IETPACEHUA, U KaK bbin BbiceyeH KaHana”

10 net cnycta nocne nepson nybamkaumm nosectn Bonbtepa, B 1769 roay, BbiNycK KHUrK B MopTyranmm
6bin 3anpelwéH. Tem He MeHee CBOEW KPUTMKOW aBTOP BHOBb HAMOMHWMA O HAUMOHANbHOW TpPaBMe:
MopTyranna OTCTAéT MAM HET OT OCTaNbHbIX CTpaH EBponbl? CNOBHO B OTBET HA 3TOT BONpoc, MapKkus ge
Momban, ABUKMMbIN N03YHTOM «[TOXOPOHUM MEPTBbIX M HAKOPMMM XKMBbIX» Havyan 3acTpanBaTb J/InccaboH
Ha HOBbIM nag. Bcé ponKHO 6bl10 ObITb pauMOHanbHbIM, CXEMaTUYHbBIM, NoA cTaTb 3noxe MNpocseleHuns.
Bnepsble B eBpONEnNCKOM UCTOPUN MHKEHEepaMM Bblaa NOCTaBAeHa 3a4a4a C034aTb 34aHUA C KOHCTPYKLMEN,
YCTOMYMBOM K 3emneTpaceHuam. [lepennaHMpOBKOM ropoga MNPUrIAcUAN 3aHMMATbLCA HEe MMEHMUTOro
apPXUTEKTOPa, a OMNbITHOrO BOEHHOTO MHXKeHepa, CKOHLLEHTPUPOBABLLErocs He Ha 3CTETUKE, a Ha 6e30nNacHOCTH
FOPO’KaH, ecnu BAPYr BHOBb CNYYNTCA KaTacTpoda. TaK, yanubl CTam WUpe, @ BO3MOXKHOCTEM BbIbpaTbca U3
ropoga — 6onblue.

Kakmm 6b1n JInccaboH Ao cayumslienca Tpareamn? Heyxenm mbl HUKOTAa HE CMOXEM 3Toro y3HaTb? BoBce
HeT, B Museu da Cidade (FTopoackoit myseit), B TeyeHune 5 1IeT NoAroTaBANBaA/ICA NPOEKT, HAaNPaB/IEHHbIN Ha
nocTtpoeHme makeTa JiuccaboHa B TPEXMEPHOM MPOCTPAHCTBE TAaKMM, KAaKMM OH Obin B NepBOM NONOBUHE
XVIII BeKa, ¢ ero yfo4ykamu, nnowaasmu, LepKBamu. KTo pelnT noceTutb My3ei, CMoXKeT yBuaeTb Rossio,
Convento do Carmo, Paco da Ribeira (Koponesckuii sopeu, n OdmumnanbHan PesngeHuma Koponesckoi
Cembu), Palacio das Necessidades.

Mod3zemHoblii JluccaboH, unu nepemew,eHUe rno 20pooy, No2py3UsWUCb 8 UCKYCCMeo

A Tenepb Npeanarato BaM OTKPbITb 41a ceba ropog 6yayuwiero ana noata PepHaHgo MNeccoa n coBpeMeHHOoro
ANA Hac- noa3emHbii JluccaboH. MNoegem mbl Ha MeTpo B paiioH OpueHTe, ceB Ha CTaHUuMM Anamepna
(Alameda) 1 cnepya KpacHOM NIMHUM, CNPOEKTUPOBAHHOM CNELMaNbHO A5 BbICTAaBKM IKCNO, NPOXOAUBLLEN B
NnccaboHe B 1998 rogy, noceAWEHHOW Teme «HKMBOM OKeaH 1 nobepexbe». [JM3aitH cTaHuui 6bin noBepeH
B pyKu 50 apTUCTOB CO BCEro cBeTa cpeam KoTopbix: Ippo, XyHaepTeaccep, Aén Kycama, Yxkao Yusu, LLoH
Ckannu.

MoA3eMHbIN ropos, 3HAKOMWUT Hac Kak ¢ uctopuein JinccaboHa u MopTyranmum, Tak U ¢ eé UCKyccTBOM. Tak,
Hanpumep, nsobparkeHma Ha cTeHax cTaHuuu Mapku (Parque) pacckasbiBalOT M MOKA3bIBAOT UCTOPUIO
BE/IMKMUX MOPTYraNbCKMUX reoprapuyecknx OTKPbITUIN, BbINOAHEHHbIX apTUCTKamu PpaHcyason LelH
(Francoise Schein) n ®epepukoin Matra (Federica Matta); Ha Bbixoge u3 ctaHuum Kamny MukeHy (Campo
Pequeno) Hac BCTpeYatoT CTaTyu, BbINOJHEHHbIE XyAOXHMKOM PepHaHao Cumoew (Fernando Simdes); B TO
Bpemsa Kak B AnTy ayc MyuHbiow (Alto dos Moinhos) HaxoanTca BennKonenHoin rpadPpuTn, BbINOJIHEHHbIN
NOPTYranbCKNUM XyA0KHMKOM Kyano Mymap (Julio Pomar) B namatb o PepHaHao MNeccoa.
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Aobpo noxanosame 8 My3eli Bodubi /luccaboHa

Kakue ewé cokpoBuLLa TauT B cebe nogzemHbiii JinccaboH, noka mbl, 6e33ab60THbIE M BOCXULLEHHbIE, FyNAem
no ero yanuam?

Myseit Bogbl (Museu da Agua), BK/ItouatoLwnii B ceba Takme CTPYKTYpbl Kak AKBeayK Aryaw /inspuw (Aqueduto
das Aguas Livres), Pesepsyap Mas Aryaw gas Amypaiiaw (Reservatério da Mae d’Agua das Amoreiras),
PesepByap aa MNatpuapkan (Reservatdrio da Patriarcal) e Maposyto HacocHyto CraHuuio BapbaguHblow
(Estacao Elevatdria a Vapor dos Barbadinhos) nepeHecér Bac B XVIII BEK 1 paccKa)keT UCTOPUIO MOA3EMHbIX
TYHHeneMn, cHabxasLwux Bogon JinccaboH no Akseayky Aryaw-/inépuu.

Akesedyk Aeyaw Jluspuw (Aqueduto das Aguas Livres)

AkBeayK Aryaw — Jinbpuw 6bin otcTpoeH B nepuog ¢ 1731 no 1799 rr no KopoaeBCKOMy yKasy. Boaa
cobupanacb B ropoake benaw B panoHe CUHTPbI, N3BECTHbIM CBOMMW MHOTOYMUCNEHHBIMU PYYbAMM ELLE CO
BpemeH Pumckon Mmnepuu, oTKyga Aanee noctynasna B CEBEPOBOCTOYHYIO YacTb JlnccaboHa. BonnoTtutb
CTONb TPaHAMO3HOE CTPOUTENbCTBO CTano BO3MOMHbIM nuWb 6narogapAa BBeAEHOMY KOPOJIEBCTBOM
Hafory Ha O/IMBKOBOE MAc/o, BUHO U MACO. AKBeAyK He nocTpagan Bo Bpema 3emneTtpaceHna 1755 ropa
M B HacToALWee Bpemsa NpeacTaBnsaeT cobom cTpyKTypy anunHor B 941 meTp, BKAOYatowyto 35 apok, camas
BbICOKAA U3 KOTOPbIX cOCcTaBaAaeT 65,29 m B BbICTOTY U 28,86 M B LLMPUHY.

Pezepsyap Mas Azyaw da3z Amypaiiaw (Reservatério da Mde d’Agua das Amoreiras)

Mpexage yem pacnpenenntbca No gomam u GoHTaHam ropoga, Boga vyepes AkBeayK Aryaw — Jinbpuuw
nonagana B Pesepsyap Mas Aryauw.

CTpounTenbCTBO 3TOro pesepsyapa WO B HECKO/bKO 3Tanos. CHavana ¢ 1746 no 1748 rr. oTBECTBEHHbIM
33 NPOEKT BbICTYNWA BeHrepckuit apxmutektop Kapayw Mappgen (Carlos Mardel), 3atem B 1771 rogy paboTa
nepewna B pyku PeitHangy MaHysn gyw CaHtyw (Reinaldo Manuel dos Santos), u1 B KOHe4HoOM wuTore
pe3epsyap 6bi1 rotoB B 1791 roay, He 3abbiBaA 0 Menkmx gopaboTkax, BHECEHHbIX B 1834 roay y»xe BO Bpems
npasneHna Mapuwu Il. PesepByap nNo cBOeMy apXMTEKTYPHOMY NAaHy NpeacTaBaseT coboi 3anbHblil Xpam,
YTO NOAYEPKMBAET CBALLEHHOCTb NpeAHa3HAYeHNA 3TOro NPOCTOPHONO U CBET/I0r0 NPOCTPAHCTBA.

Pesepesyap da Nampuapkan (Reservatorio da Patriarcal)

JNlnccaboH — ropoa, KOTOpPbI NOPOIO UrPAET B NPATKMU CO CBOMMM noceTuteTensimu. Tak, Hanpumep, HepeaKo
OKasaBLWMCb B NpekpacHom napke lMNpuHcune Pean, mbl 1 He NoAO03peBaem, YTO 3TO MPOCTPAHCTBO KPACUBO
He TO/NIbKO «CHAPYXM», HO U KU3HYTPU», @ MMEHHO Nog 3eMnén! 30pKMM rnasom MOXKHO pasrnAgeTb eaBa
3aMEeTHYI0 /IeCTHULY, YTo BeAET B Pe3epsyap aa MNatpuapKkan (Reservatério da Patriarcal), Ha npoTaxeHuu
AONTNX NeT CHabXKaBLIMIA BOAON HM3MEHHYIO YacTb JInccaboHa. [JaHHbIN NpoeKT 3apoannca B 1856 roay
noA, PyKoBOACTBOM ¢paHLy3cKoro WHxkeHepa Jlyuca-lWapna Mapu (Louis-Charles Mary) n aKtusHO
ncnonb3oBanca BnaoTb Ao 40-x rr XX BeKka. C 1994 roga 6bin BKAOYEH B KOMnieKc My3ea BoAbl, KOTOPbIN
3HAaKOMMT noceTuTeNen ¢ NPOCTPAHCTBOM Pe3sepsyapa.

Maposas HacocHaa CmaHyus bapbaduHetow (Estagdo Elevatdria a Vapor dos Barbadinhos)

HaceneHune JluccaboHa pocno M BoApbl, nocTynaswen no AKBeayKy Aryaw JlMBpuw, CTaHOBWAOCH
HeJoCcTaTo4yHo. B cBA3KM ¢ yem B nepuop ¢ 1871 no 1880 rr 6bin NOCTPOEH HOBbIA akBeayk Ay Ansuena
(aqueduto do Alviela), ICTOYHMKaMM KOTOPOTO NOCAYKUAN POAHUKM pekn Ansuena (Alviela), Haxoaswumecs
Ha paccToAHuM 114 Km B CTOPOHY ceBepa oT J/InccaboHa. Ha Tepputopmm bbiBLLIEro MOHACTbIPA 6bl1 BO3BEAEH
PesepByap ayw BapbaguHblow (Ha3BaHHbIM TaK B YeCTb OpAeHa UTaNbAHCKMX MOHaX0B-GpaHLMCKaHLEB,
HOCMBLUUX AJIMHHbIe 6opoapl (uT.barba - bopoaa)), pagom ¢ KoTopbiMm pacnosiokunacb nosxe lNaposasn
HacocHas CtaHuwms (Estacdo Elevatéria a Vapor), npocnyxusawasn ¢ 1880 no 1928 rr.

TemamuyecKue 3KCKypcuu

My3eit MOMMMO KNacCMYECKOM Mporpammbl npegnaraeT MoCeTUTENsIM LUMPOKYD Fammy TemMaTUYeCcKUX
9KCKYPCUIA, KOTOPbIE MO3BONAIOT NO3HAKOMUTLCA € reosiorvei JinccaboHa, CTaTb y4aCTHUKOM TeATPaAbHOMo
npeacraBneHunn B cTune 6apoKKo BconposokaeHUM KapnoTbl - oakuHbl BypboH, HacnaAnTbCA NOPTYrasbCKUM
BMHOM, 3arnaHyB B aHoTeky “Chafariz do Vinho” (“BMHHbBIN ®OHTAH”) UK e COBEPLUNTb NeLUyto NPOrysKy C
[anbHeNLWMM nocelleHnem ABopL,a Mapkmu3os OpoHTepa.
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Aw3saitH
MopmyzanscKkaa Kancada (Mo3auyHaa mocmoeas)

Kancada nopmyzesa (calcada portuguesa), Tak Ha3blBaemasi NMopTyrasbCKkasd MO3aMyHas MOCTOBas, 4To
MOXKeTe BCTPEeTUTb He TobKO B NopTyrannm, HO M BO MHOTMX APYrMx 4acTAX cBeTa: Ha A30OPCKUX OCTPOBaAX,
Mageipe, B Mo3ambuke, B Makao, B [OHKOHre, [eKnHe 1 He TO/bKO.

B HacToAwee BpemA g5 €€ BbINOSIHEHUA UCMONb3YOTCA KaMHW U3 6a3anbTa M N3BECTHAKA YEPHOTro 1 6enoro
ugeTa. Ho Tak 6bin0 He Bcerpa!

MepBaa Kancaga 3apoaunacb npubansmtenoHo B 1500 rogy, M Havyano 3ToMy NOAOXKWUA Koposab MaHyan
|, noanNucaB yKas, COrlacHO KOTOPOMY Hayaanm MOCTUTb yauubl JInccaboHa. TpoTyap BbiknaapiBanca us
rpaHuTa, 3aBe3éHHoro m3 lMNopTy, YTo TpeboBano 6onblwmx 3aTpaT. NosTomy nocne 3emnetpaceHmns 1755
roga, BOCCTAaHaBUTb MPEXHIOW Kancagy He NpeacTaBAANOCb BO3MOMHbIM. YTO Bnpovyem MOCAYKMAO
Pa3BUTUIO MMEHHO TOM BPyCYaTKM, KOTOPAA CTaNa CTONb NONYAAPHON He TO/IbKO B NOPTyrannm, HO 1 fanexko
3a eé npegenamun. B 1842 roay, okpectHoctn KawTteny-ge-CaH-*opsKe, a 3aTem M Becb palioH Pocuy
3acTenunn 4épHo-6enble 3ur3arn. byayunm npakTUYHOM U OAHOBPEMEHHO 3CTETUYHOW, Kancaga bHbicTpo
pacnpocTpaHmaack no scemy Jinccabony.

Y30pbl NOPTYrasibCKOM MOCTOBOM MOTYT 6bITb PA3IMYHBIMK: OT HecnopAA0YHO COBPaAHHbIX KAMYLLKOB pPa3HOWM
dopmbl, KYOUKOB, NapannenbHbIX IMHUNA, KPYrOBbIX 40 MMUTUPYIOLLLMX XBOCT NaBaMHA, GOPEHTUNCKUIA y30p
WA MOPCKUE BOJIHBI.

KcTaTu, okasaswmch Ha lMpaca-Pocny 1 CToA HA 3TUX CaMblX MOPCKUX BOJTHAX, YTO CMMBOJIN3UPYIOT BCTPEYy
pekn Texy ¢ ATNaHTMYECKMM OKEeaHOM, Y BaC He BO3HMKAO Aerkasto? [1a-Aa, MMEeHHO Takasa Kancaga
npoctupaetca uenbix 4,15 Km Baonb nasxka KonakabaHa B Pno-ge-HKanenpo. Tenepb Bbl 3HaeTe, oTkyaa
H6epéT cBOE Hayao UCTOPMA NOPTYrasIbCKOM Kanbcapl!

Mopmyzaanbckaa 2umapa

PokoBas cyabba, paay v caygagm cnmamcb BOegMHO: 3a3ByYvasa NOpTyranbCKasa rutapa. B 4ém 3aragka storo
WMHCTPYMEHTA, Yen Cnerka KONKUM, a OTTOrO FPYCTHBIN U BCE XKe MATKUI 3BYK TaK MOXOX HA AEeTCKUIM Naay nam
NETKMIM KEeHCKMiM B340X?

MN3HauyanbHO BbICTyNaBLIAA Ha KOHLUEPTAX B CalOHAxX BypiKya3nu, BbIXKUB U NepeXXnB pas TpaHcoppmauuii B
PYKax NPOCTbIX Nt0AEN, MOPTYraNbCKan rmTapa npespaTUaach B UTOre B HAPOAHbIN MHCTPYMEHT.

OHa oT/nyaeTcA CBOMM TpyLUEBUAHBLIM KOPMYCOM W AENUTCA Ha TPU OCHOBHbIX TUNa: u3 JlnccaboHa,
MopTy n Konmbpbl. Ta, 4TO NMccaboHCKas, caman MaseHbKan U3 TPEX, C OKPYINEHHbIM KOPNYCOM U CaMbIM
nepenusatowmmca 3ByKom. MMtapa Koumbpbl camaa 6onbwana u no popme 6onee 3aoctpéHHana. OgHa m3
OCHOBHbIX AeTanen, YTo pasnmyaet rutapbl JinccaboHa n Kommbpbl mexay coboli HaxoaAMTca Ha camoi
rof10Be MHCTPYMEHTA: MaKyLLKa NepBon HanoMuHaeT No Gopme paKyLLKy, a BOT BTOPOWM - cnesy. B wuctopum
CO34aHMA NOPTYranbCKOM rMTapbl Py4HOM paboTbl, cnepyeT BblAeNTb ABE CEMbMW, KOTOpbIe A0BEAN 3TOT
npouecc A0 COBepLIEeHCTBa, nepeaaBas CeKpeTbl CBOEro pemecna M3 NoKoseHuAa B nokoneHue. Mepsoe
cemeliHOe NPOM3BOACTBO Hayanock ¢ Alvaro da Silveira n 3aTem nepeluno 8 pykn Manuel Cardoso u ero cbiHa
Oscar Cardoso. A BTopoe cBA3aHo ¢ umeHem Jodo Pedro Gracio.

Cpeagu rutapuctoB cneayet Bblaennts uma Armando Augusto Freire, 6onblue n3BecTHoro Kak Armandinho
(1891-1946). ABTOp MHOrouYMCNAEHHbIX neceH ¢aay M Bapuauuii, OCTaBu/ nocnae cebsa LWKony, Kotopasd
BbIMYCTW/1a TAKOTO M3BECTHOIO My3blKaHTa, Kak Jaime Santos.

Y70 KacaeTcAa mMy3blKasbHbIX aHCaMbielt ¢ yyacTMeM NOPTYrasibCKOM rMTapbl, CaMbiM U3BECTHbIM ABAAETCA
MYy3blKa/ibHbli KOMMEKTUB BblAatoweroca ckpunada M Komno3mtopa Martinho d’Assuncdo, a TaKk ke
TBOpYeCKan rpynna nog pykosoactsom Raul Nery.

A3ynexcy

Asynexy (azulejo) — HasBaHMe NOPTYranbCKMX W3pasLoB. M3HayanbHO cnoso zuleija («maneHbKU
MO/IMPOBAHHbIN KaMyLLeK») NPULLINO B MOPTYraJibCKM A3bIK M3 apabckoro. Kepamuuyeckue wm3pasubl
n3rotaBameanun Ha [pesHem BocToke M Mcnonb3oBanu ana ob6aMuLoBKKM cTeH. Apabbl npuHecan ¢ cobol
rnasypoBaHHbIM Kadenb cHavana B MicnaHuto, a oTTyAa Tpaauuma goctmraa v MNoptyranmu.

WcTopua npousBoacTBa asynexky B MopTyranmn HaccumTbiBaeT 6onee 500 neT, M ABNAETCA YHUKANbHbIM
AEKOPATMBHbBIM U apPXUTEKTYPHbIM M306peTeHnem NopTyranbles. YKPAcuB B CBOE BPEMS CTEHbI LLEPKBEN U
[IBOPLLOB, a3y/exXyLl KapgMHanbHbiM 06pa3om MameHuUnn obaunk ropoaa.
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MpumepHo B 1560 roay, B JinccaboHe MNOSABMAMCL MepBble FOHYAPHble MACcTePCKMe MO MPOWM3BOACTBY
N3pa3LoB, NepeHABLUNE M JaNTUPOBABLLUME UTA/IbAHCKYIO TEXHUKY MANONMKM.

OpUrMHANbHOCTb MOPTYra/IbCKOM TEXHUKM 3aK/04aeTCcA B MHOTOYUCAEHHOM, HO MPW 3TOM FaPMOHUYHOM
B/IMSSHUM PasHbIX BMAOB MCKYCCTBA Ha NPOM3BOACTBO MOJMPOBAHHON Kepamuku. B Museu Nacional do
Azulejo (HauymoHanbHbii My3ei A3ynexy) xpaHATCA 06pasubl a3ynexyll, KoTopble ABAAIOTCA MNPAMbIMU
cBUAETENAMMN MpoLecca 3BOJIIOUUM M afanTauum npouecca Npou3BoAcTBa M3pasuoB. Kak, Hanpumep,
KepammyecKkoe NaHHo ¢ BUAOM JInccaboHa, BbIXKMBLIEE Nocne 3emneTpaceHna 1755 roaa, coctosuee ns 1384
NAUTOK € BUAO0M JlnccaboHa [0 3emneTpAceHns, Nnpeacrasasaet cobon orpoMHOE NCTOPUYECKOE 3HAYEHME.
M3HauyaNbHO OFPOMHbIE KEPAaMMYECKME NAaHHO 3aNONAHANM CTEHbI LLEPKBEN, MOHACTbIPEN, ABOPLOB M Caa0B
MopTyranmun. PacTyliee KONMYECTBO 3aKa30B CO CTOPOHbI ABOPAH M AyXOBEHCTBA NOOYXKA4ano pemecieHHUKOB
WCKaTb HOBbIE MAEN ANA NPOU3BOACTBA asyiexy. [pon3BoanTeNN NANTKM BAOXHOBAANANUCDE 4EKOPATUBHbLIM,
TECKTWU/IbHbIM, TOHYAPHbIM MCKYCCTBOM, BOCTOYHOM Ky/abTypoi. MoOTMBAMM BbICTYNanM MCTOPUYECKUE
COb6bITUA, BOEHHbIE CPAXKEHUA, PENUTMO3HbIE U  MUPUYECKME CLEHbI, @ TaK e NOBCeAHEBHAas KWU3Hb
wuteneit. XVIl Bek o3HameHOBas Hayano ¢aMUIbHOrO NPOM3BOACTBA a3y/exKyll, Aabbl yA0BNETBOPUTH
pPacTyLWwmni cNPoC Ha NANUTKY CO CTOPOHbI 3aXKMTOYHOIO Knacca. Xy40KHUKN Havyanu OCTaBATb CBOWU NepBble
aBTorpadbl Ha NaHHO.

MopTyranbCcKkmMe macTepa CTaHOBUAINCL BCE CMENee MopUrMHaibHee BCBOEM peMecne MaKCNePMMEHTUPOBANN,
NPOHUYECKN MHTEPNPETUPYA UCTOPUYECKMe cobbITUA. Kak? Hanpumep, n3obpaxkas ntogeit obesbaHamu. Moga,
B/IMSAHUEM BOCTOYHOM KEPAMUKWN, a3yNexyLll OKPACUANCh B KENTbIN, 3eNEHbIN, KalTaHOBbIN, PUONETOBDIN
uBeTa. A coyeTaHMe HacbIWEeHHOro roayboro useta Ha besnom GoHe BO3HUKAO NoA BAUAHMEM rO/1/TaHACKON
NANUTKMN.

MNocne 3emnetpsaceHns 1755 ropga, npouecc pPeKkoHCTpykumMm JinccaboHa 3an0XMA HOBble TEeHAEHUMU
B apXMTEKTYpHOM YybpaHcTBe ropoga. I3TO 3aTPOHY/I0 W asynexyw. Tenepb OHW YKpaWanau CTeHbl
HOBOOTCTPOEHHbIX 34aHWUMA M3BHE, @ HE W3HYTPW, KaK 3TO 6bl10 paHbwe. [pyrum HOBLUIECTBOM C/1ano
¢$abpuryHoe nponsBoacTBo NAUTKKU. Camblie KpynHble pabpukm pacnonaranuce B /inccabore, Mopty u Asenpy.
HaumHaa ¢ XX BeKka CTaam OTCTPaMBaTbCA MepBble CTAHLMU MEeTPO, YTO CTaAu NOACNOPbEM AJIA apTUCTOB,
a4anTMPOBABLUMX A3y/IeXKy ONA YKpaleHMAa CTeH NoA3eMHOro ropoAcKoro npocTpaHcTea. B Hacroawee
BPEMSA a3syNexyl LWUPOKO MCMOMb3YHTCA ANA 06/MULOBKM KYXOHb M BaHHbIX KOMHAT AOMOB M KBapTup.
dBoOLMA NPUMEHEHWSA 3TOFO AEKOPATUBHOIO MaTeprana NoMcTuHe 6eckoHeyHa!

3Hakomcmeo ¢ meopyecmeom bopdasno Murelipo

[Oobpo noxkanosatb B Jardim de Bordalo Pinheiro (Cag Bopgano MuHelpo), pacnonoxusliminca nepes,
ueHTpanbHbiM Bxogom B Museu da Cidade! Anuca TouyHO nodvyscTBoBasia 6bl ceba B CrpaHe Yypaec,
OKa3aBLUMCb 34eCb: cpeam Knymb n oHTaHOB XKUBYT OPOMHbIX Pa3MepoB 3MeW, ATYLLIKK, 06e3bAHbI, OMapbI,
BbINO/IHEHHbIE U3 KepaMMKU. B Hauane XX BeKa 1 B ApYrMx NapKax MoXKHO 6b110 nontoboBaTbcAa TBOPEHUAMM
N3BECTHOrO KEPAMUCTA, KaKk Hanpumep, B napke Jardim Da Estrela, HO c TeueHnem BpeMeHM OHM BCE KyAa-TO
ncuesnu.

Padasanb bopgano MNuHenpo, pogusmniica B J/inccaboHe B 1846 roay, M3BeCTEH He TONILKO KakK macTep
KepPaMMKM, HO M KaK XKYPHANUCT, KPUTUK, XYLOXKHUK U NpeXae BCEro Kak KapuKaTypucT.

Ero TOHKOE NOHMMAHWE OKPYXKAIOLLEN AENCTBUTENBHOCTM, NPUMNPABIEHHOE OCTPbIM KPUTUYHbBIM B3rNAL0M,
OTPa3n/IoCb B KaKAOM CO34aHHOM MM nNpousBeseHUWU. MNaBHbIM NepCcoHaXem, Bbileawmnm 13-nog pyK
bopaano, asnsetca Zé Povinho, NepcoHa, XxapakTepusyoLmnii NOPTYrafbCKUN HAPOA.

Zé 03HaYaeT «NPOCTayOoK», BbIXoAeL, U3 aepeBHu, a Povinho MoXKHO nepeBecTym Kak «HapoaMLwKo». CNoOMOLLbHO
¢urypol Zé Povinho, Bopaano He TONbKO CaTUPUYECKM KOMMEHTUPYET COLMANbHbIM KAnmat MNopTyranmm Toro
BPEMEHM, HO M 3HAKOMMT HAC C ABONCTBEHHOCTbIO MOPTYraNbCKOM HaTypbl. C 04HOM CTOPOHbI, Mbl NPUBbLIKAN
accoumMmnpoBaTb MOPTYrasbLEB C BEIMKMMM NyTeLecTBEHHMKamM, XxpabpeL,amu, cmeno NOKOPABLLIMMU MOPA
N OKeaHbl. Tenepb e nepes Ham NPOCTON BbIXOAEL, U3 HAapOAa, NeHMBEL, NPUBA3AHHbIA K CBOEMY AOMY U
3emne, He Kenawowmn n 6onee Toro 6oaWMNCA NOKUHYTH €E.

l'ynsaa no JinccaboHy n okasasBwucb Ha Praga do Rossio (nnowaab Poccuy), 3arnaHuTe B TabayHyo naBky
Mdnaco. B3rnaHute HaBepx: BUAUTE NacToyek, cnaawmx Ha TenedoHHbIx nposogax? OHKM Hbian Korga-To
KynneHbl Ha ¢abpuKe No M3roToBNEHUID KepamMKK, pacnonaraswenca B Caldas da Rainha, ocHoBaHHOWM
Bopaano B 1884 rogy. 3a4ecb NPOU3BOAMAM CTPOUTENbHbIE MaTepUanbl (KUpNMYKM U NANTKY) K nocyay. Tak
Xe npu ¢pabpuke 6blna opraHM3oBaHa WKoAa, rae bopaano obyyan byaywmx mactepoB Kepammnyeckomy
nckycctay. Cpeam Lenoro mapesa pasnyHbix 06 bEKTOB, BbiNyLeHHbIX HAa pabpuke, ocobo nontobunacbcpean
NopTyranbLeB rMAHLEBaA NAacTo4Ka. Murpupytow,as MoHoramHasa NT1La, YTO BOBPALLAACh M3 NyTewweCcTBUN,
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Kaablli pa3 BbET CBOE rHe3Z0 Ha TOM Ke camomM mecTe, JlacToyKa CTasla CMMBOJIOM [AOMALIHEro oyara,
cembM, Nt06BU U BEPHOCTU — OAHM U3 OCHOBHbIX }KU3HEHHbIX LLeHHOCTEN NOPTYrasibCKOro Hapoaa.

Boppano MMuHelpo He 6bln €AUHCTBEHHBIM apPTUCTOM, KOTOPbIA HECMOTPA Ha CBOE [ABOPAHCKOE
npoucxoxaeHue, Ntobun n 3Han HapoA. Ho, noxKanyi, yHUKanbHOCTb €ro 3aKA4acTb B TOM, YTO OH yMen
TBOPUTb MCKYCCTBO, MOHATHOE Hapoay. Ewé oaHoi BaXkHOM 3ac/iyroi, oTAnYaloler apTucTa Ha obuwem
KyNbTypHOM $OHe, ABNAETCA BBEAEHHAA MM HOBaA KOHLENUUs A1A TOro BPEMEHW: UCKYCCTBO MOXKET ObITb
COLUMANbHO U SKOHOMMYNCKM aKTUBHbIM. Bnaroaapsa HOBOBEAEHHOMY MOHATUIO CEPUIAHONO NPOM3BOACTBA,
Bopaano no3BonMA CBOMM NPOU3BEAEHMAM OCTAaBaTbCA aKTyas/lbHbIMU U NO CEN AEHb, U3MEHAOLWNMUCA B
3aBMCMMOCTM OT HOBbIX TEHLLEHLMI B 0bLiecTBe.

KyxHAa
Yawe4yka Kogpe 8 JluccaboHe - amo yenviii pumyan!

uea B MNopTyranmm, a o6HapyXKMAa, YTO KOPEMHbIM HANUTOK MOXKET OT/IMYATbCA He TONIbKO MO CBOEM
KpenocTtu, 06KapKe M MOMOAY, HO 1 MO KONMYecTBY Kode M MOIOKa B HEM, MO YallKe, B KOTOPOM OH noaaeTca
N Agaxke rno TemnepaType cTakaHa! B obuwem BCE Anlib 6bl BalM NOXKeaHMA UCNONHANUCL! NTaK, HauHEM
pa3bupartbes!

Kak 3aka3aTb Kode B Moptyranum?

Queria uma bica por favor (kupua yma 6uka nyp dasop).

Y70 Ke Takoe 6uKa? buKa - 3TO Kode NOXOXKMIN Ha UTANbAHCKUIN SCTPecco: ManeHbKan Yalleyka YEPHOro
Kpenkoro kode. Camo Ha3zBaHWe poannoch B Kade A Brasileira: ot Toro, 4to noceTuTenun, KOTOPbIM He
HPaBW/CA CTO/b TOPbKUI Kode, pelinam NnoMecTUTb Ha BXxoae TabanyKy, Hanmcas npu aTom: «“Beba Isto
Com Agucar”», 4To A,OCIOBHO HA PYCCKMIM MOXKHO NepeBecTM KaK: «Bbinei 3To ¢ caxapomy.

Noém danvwe!

Um galdo, por favor (ym eanay nyp ¢asop)

93T0 Kode C MOJIOKOM, KOTOPbIM MbIOT HE33A0/F0 A0 NONYAHA; NOAAETCA OObIYHO B CTEKNAHHOM CTaKaHe m
odMUMAHT CKopee Bcero Bac cnpocut: «chdvena escaldada ou fria?», uto 6yget o3HavaTb, NpegnoyYnTaeTe un
Bbl KOde B ropAYEM UM OXNAXKAEHHOM CTaKaHe.

Ha ouepean meia-de-Leite (malia 03 nalims)

NHrpnameHTbl Takne e, 4To M B 2as1ay. PasHUUA 3aKNOYaeTca NWb B TOM, YTO MNOAQETCA OH B YallKe, U
Takum 06pa3om KONMYeCTBO MOIOKA N Kode, cMeLlnBanAch, Nonyyaetca 6onee paBHOMEpPHbIM.

Hanocnepok Hac A€t garoto (2apomy, 4TO [OCNOBHO O3HAYaeT «MaNeHbKUA PebEHOK»), Mo BKyCy
HaNoOMWHaeT 6UKa, TONbKO C JIEFKON MOSIOYHOM NEHKON Ha MaKYLLKe.

MopmyaanbcKasa KynuHapus, 3apoouswW asaca 8 X eHCKUX MOHACMbIPAX

B nopTyranbckoi KyxHe ocoboe MecTo 3aHMMaeT Ky/JMHapuA, 3apOoAMBLLAACA B YEHCKMX MOHACTbIpAX.
B XV BeKe »KeHLMHbl CTAHOBUINCb MOHAXMHAMM 3a4aCTyl0 He MO CBOEMY }KENaHWUI, cneaya AyXOBHOMY
npeaHasHayeHUo, a Yalle, ABAANUCL KepTBamu YCTaHOBMBLUMXCA HOpmM B obuwecTtBe. B 3atouyeHun,
OHM NocBAWANN BECKOHEYHO TAHyweecA BPeMA KyanHapuu. EEé OCHOBHbIMM MHIpeaMeHTaMU ABNAKOTCA
caxap, Aaiua ( B OCHOBHOM XeNnTkM) U MuHAanb. M 3To HecnpocTa. Caxap 3amMeHun Mépn, Ha KyxHe B XV
BeKe, Koraa Ha Magelipe CTanu BblpalmMBaTb TPOCTHUKOBLIN caxap. M3 cmelwaHHOro ¢ Kentkamum caxapa
Noay4Yanca OTIMYHbIN KpeM. Ho noyemy MMeHHO KenTku? MopTyranus Bceraa 6bina CTpaHOM NMAEpPOM B
KypOonpon3BOACTBE U CHabyKana ocTanbHble CTpaHbl EBPOMbI OrpOMHbIM KonnyectBom 6enKkoB, KoTopble
CNYXUNM ANA OYUCTKM 6enoro BMHA, a TaKXKe OblM MpPeKpacHbIMU MNATHOBbIBOAMTENAMWU. BOT TONbKO
YKENTKN B OFPOMHbIX KOAn4ecTBax 1Mbo ckapMmamnsann Kypam, nmbo npocto BbibpacbiBanncb. CnoxusLlumecs
obcTOATENbCTBA BKYNE C M306peTaT/IbHOCTbIO MOHAaXWMHb MOPOAMIM HAUBKYCHEMLWIME CNacTu, KoTopble C
1834 roaa, B CBA3M C OTMEHON MOHALLIECKMX OPAEHOB, CTa/IN MOABAATLCA Ha BUTPUHAX KY/IMHAPHbIX 1ABOK
MopTtyranun. OKasaBlWWCb B OAHOM M3 HUX, BblbMpaiTe yem ceba nobanoBaTb B 3TOM OECKOHEYHOCTU
cnapocteit : barrigas de freira, fatias dos anjos, queijinhos do céu, papos de anjo..

HeckonbKo peyenmos

MopTyranbckas KyxHAa 6a3npyeTcs Ha TaKMX OCHOBHbIX MHrpegueHTax Kak xneb, Kaptodenb, puc, pbiba
(KoponeBol ABNAETCA, KOHEYHO, TPecka) U MOoPenpoayKTbl, MACO M oBoWM. [POCTble WUHIPeAneHTbI,
npunpaBAeHHble Pa3HOObPa3HbIMM CNELUNAMM, 3aBE3EHHBIMU ClOAA BE/IMKMMU MOpPEnaBaTeNs iMnm MHOro
BEKOB Ha3ag,
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Jdenvmca ¢ Bamn peuentamu 6atog, KoTopble 06O NopTyraney, ymeeT NpUroToBUTb. Kaxkabld Ha cBOM
MaHep!

Caldo verde. OsowHol cyn

2 Kr KapTodensa, HaKpoLLIeHHOro Kybukamm

1 nykoBuua (ana NnpurotTosieHma Kaptodpensa)

3 3ybunKa YecHOoKa (ana npurotoBneHUs Kaptodpens)
3 6yNIbOHHbIX KybMKa

3cT.N1. MaprapuHa

5 ct.n. onnBKoro macna

2 NYKOBMLUbI ANA NOAMNKAPKK

3 3y64MKa pa3gaBieHHOro YeCHOKA AJ1A NoAKapKu
300 rp Hape3aHHoOro wypucy (konbaca)

200 Hape3aHHOoro 6ekoHa

MeJIKO HaKpOLLeHHan KanycTta

3e/ieHb

conb

2 n oAbl

OtBapuTte Kaptodenb, 4o6aBuB 1 nykoBuLy 1 1 3yb6UmK YecHOKa 1 ByIbOHHbIN KybuK. 1o Mmepe roToBHOCTH,
noracuTe OroHb, B3beiTe KapTodenb B KpemoobpasHyt CMech.

OTaenbHO NPUTroTOBLTE NOAMKAPKY U3 KObacok, 6ekoHa, YecHOKa 1 /iyKa. Koraa nyK cTaHeT 30/10TUCTOro
uBeTa, obaBbTe paHee NPUroTOBAEHHbIN KapTodesib, OCTaBbTE €ro HEMHOIO NOKUMNETb. Bbikntounte
OrOHb, HAKPOMTE KPbILIKOM M CNYCTA HECKO/IbKO MUHYT A00aBbTe Me/IKO HAaKPOLLEHHYIO 3€/1eHb.

Cozido a portuguesa. Ky3udy nopmyze3e unu «Bapego no nopmyaanscku»
OTBapHaA roBAANHaA;

NOJIOBUHA OTBAPHOM KypuLbl;

OTBapHble CBMHblE PEDPBILIKK U py/bKa

OeKoH;

CBWHbIE yLIN;

KanycTa;

MOpPKOBb, KapTodenb, nabos;

CO/lb U OIMBKOBOE MACno.

OTBapwuTb B rNyHOKOM KacTptosie pasHble BUAbl MAca. 3aTeM, B NPUTOTOB/IEHHOM MSACHOM By/ibOHe
OTBapUTb NepPEeYnCIEHHbIE Bbille OBOLLM U PUC OTAENBHO B BYX KacTponAx. Korga oBowm 1 puc cBapeHbl,
611040 roToBo K nogaye. Ha 6osbline 61043 BbIKAaAbIBAETCA MACO, HApe3aHHOE KPYMHbIMW KyCKamu,
oBoww, puc u 6enasa daconb.

Bacalhau a Brds, Peyenm mpecku no-nopmyzanscKu
400 rpamm pasaenaHHOM TPeCKH;
3 CT.N1. O/IMBKOBOMO Macna;

500 rpamm KapTtodens;

6 any,;

3 nyKoBUUpbI;

1 3y64YMK YecHOKa;

NeTpyLIKa;

conb-nepeLu;

NnoACONHEYHOE MaC/o;

YEpPHbIE O/IMBKU;

HapekbTe KapTodenb TOHKMMM NAACTUHKaMU U MOPKOBb KONECMKaMn. MeIKo HaKpoLumTe YeHOK. O63kapbTe
KapTodenb B NOACONHEYHOM Macae, 3aTeM NPOMOKHUTE ero BymaKHbIM NoNOTEHLLEM, YTOBbI OHO BNUTA/IO
B Ce6S U3NNLLHUI XKNp.

Tem BpemeHem, B rnyboi KacTptone C BbICOKMM AHOM MOCTaBbTe TOMUTHLCA /YK, YECHOK U MOPKOBb Ha
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MeZ/IEHHbIN OrOHb, NPeaBapUTENbHO CNPbLICHYB X OIMBKOBbIM Macsiom. Koraa nyk byaet rotos, AobasbTe
pa3genaHHyo TPECKY, M XOPOLLUEHbKO BCE nepemellalnTe AepeBAHHOM N0XKON. 3aTem A006aBbTe KapTOLLKY,
Aanua, conb M neped. Mo mepe roTOBHOCTU AWL, CHUMUTE KACTPHOKO C OFHA, U NOAaBanTe, NPUNpaBuB
NeTPYLKOM N YEPHBIMW ONIMBKAMM.

Arroz doce. Cnadkuli puc.

250 rpamm puca;

7,5 an monoka;

250 rpamm caxapa;

3 JKenTKa;

uegpa NMMMOHa;

KopuLa;

Hanevite monoko B rnyboKyo KacTpro/to M NOCTaBbTe Ha OroHb. B 3akunesliee mosoko aobasbTe caxap,
pUC, CONb, TMMOHHYIO Leapy 1 Kopuuy. Korga otBaputca puc, ybepute ero ¢ orHa 1 octaBbTe OCTbIBATb. Tem
BpemeHem B3belTe ANYHbIE XKXeNTKK, ob6aBbTe NX K PUCY M MOCTaBbTE €ro CHOBA HA OFOHb, YTODbI KENTKM He
oCTaBasUCb cbipbiMmu. [Nepea nogayvelt NocbinbTe KOPULIEN.

MpuatHoro anneTtutal

Bolo do Caco (60ny dy Kaky)

TpaguunoHHbIM KapTodenoHbii xneb Magenpol. MoxeT OblTb MOAAH 3aKYyCKa, a TaK Ke CAYXKWUTb
CamoCTOATeNIbHbIM 611040M.

1 Kr myKu

750 rp cnagkoro Kaptogens (6atata)

25 rp gpoxxken

LenoTKa conu

BOAa

M3 nombITOro, O4MLLEHHOTO OT KOXKYpbl 6aTaTa cBapuTe ntope. PacTBopuTe B BOAE APOXKMKM U A0baBbTe
HeMHoro conu. HacbinbTe MyKy B rnyboe 611040, B LeHTpe chopmupyiiTe yraybneHme, B KOTopoe NnomectuTe
KapTodenbHoe ntope n ApoxxKuK. OctaBbTe TECTO OTAbIXATb Ha 2-3 Yaca.

Pacnpepenute Tecto Ha ManeHbKMe MOPUUM, U3 KOTOPbIX CnAnanTe HeboNblMe LWAPUKKM, BbiNeKanTe C
obeunx CTOPOH Ha InCTe B 3apaHee pa3orpeTon AyxoBKe.

Oennmca cosetom! Ha Mageipe a1oT xneb KywatoT cneayrowmm obpasom: pa3pesas Ha ABE NOJIOBUHKM,
Ma*KyT NAOTHbIM C10€M CIMBOYHOTO Mac/sa, NpUNpaBAeHHOro MenKo NopybieHHOM NeTPYLLUKON 1 COMbIo.
MpuatHoro anneTtutal

Docyr
KuHo-myp no /luccaboHy

Bnaropapa /iunvaHe HaBappe, UTanbsHKe, YTO HECKO/IbKO NIeT Ha3aA, nepeexana B JlnccaboH, noasmaca
npoeKTt Movie film tour. Kak pacckasbiBaeT mo/sio4as AeByLUKa, Haya/i0Cb BCE C TOrO, YTO APY3bA NOKa3aan
el dpMIbM NopTyranbCcKoro pexunccépa J6ao César Monteiro Comédia de Deus. «HuKkoraa paHblie He BUaena
Hu4yero nogobHoro. A Bntobunack B ropos, B ero cBeT». Tak poannacb nges co3gatb Typ No ropoay rasamm
KMHO: «YNouKM JlInccaboHa CTaHOBATCA CbEMOYHOM NAOLLAAKON, OHM PACCKa3blBAtOT HAM UCTOPUU, YTO KUBYT
B punbmax». The Lisbon Movie Tour npeaycmatpusaet 4 Typa: According to Pereira ( pexk. Pobepto ®aeHua,
1995, ¢ Mapuenno Mactpoiianu), Film of Disquet (pe. Hyay Bytenbto, cHATbIM No KHure ®epHaHgo Meccoa
«Book of Disquiet»), Anpenbckue kanumatsi (pex. Mapua ge Meaelipyw, 2000, paccKasbiBaeT 0 COObITUAX
Pesontounn reos3guk B Moptyranun) u HoyHoli noe3o 0o J/luccaboHa ( pex. bunne Ayrycr).

dunbmbl, cHAmMeole 8 JluccaboHe

Jlom Oyxos

aHp: agpama, menogpama

lopg BbinycKka: 1993

Pexuccép: bunne Ayryct

AKkTépcKunii coctas: Mepun Ctpun, FTneHH Knoys, BaiHoHa Paigep, xxepemun ApoHc, AHTOHMO baHaelpac
J/TrobosHuKu ¢ Texcy (Os Amantes do Tejo)

144

ALLMEET IN LISBON ‘15

KaHp: menogpama

lopa Bbinycka: 1955

Pesxkuccép: Henri Verneuil

AKTépcKuii coctas: Daniel Gélin, Trevor Howard
https://www.youtube.com/watch?v=HgkowHa2jz4
KoHcnupamopei (Os conspiradores)

KaHp: menogpama

lop BbinycKka: 1944

Pexxunccép: XKaH Herynecko

[naBHble ponun: Xeamn lamapp v Mon XeHpeng,
http://goovideo.com/view/the-conspirators-1944-2166958

Monpawatica c nemHUM ceemom

KaHp: gpama

lop Bbinycka: 1968

Pexuccép: Ecucurs Ecnpa

FnasHble ponn: Mapuko Okaga v Tagaca Ekoyun

Pycckuli omden

KaHp: gpama, Tpunnep

lopg Bbinycka: 1990

Pexunccép: ®pen Ckenmcu

InaBHble ponun: LLoH KoHHepu, Muwens Nbanddep, Pon LWanaep
https://www.youtube.com/watch?v=cEyX7IhBG9E

Tonbko npedcmass!

aHp: gpama

lopg Bbinycka: 2012

Pexxkunccép: AHaxkeen AKMMOBCKMIN

FnaBHble ponu: dasapa Xorr, AnekcaHgpa Mapwusa Nlapa, PpaHcuc Ppanna m ap.
https://www.youtube.com/watch?v=rR1KU5Ipd_c

lopmyzanbcKaa MOHAXUHA

KaHp: gpama

lopa Bbinycka: 2009

Pexkuccép: 3xeH NpuH

lnaBHble poau: leoHop bangakn, PpaHcucky Mosyw, Avory opua, AHa Mopelipa n ap.

https://www.youtube.com/watch?v=7Xwh3tCknkE

}osze u Munap (José e Pylar)

’o3e Capamaro, M3BEeCTHbI MOPTYranbCKUI NucaTenb, naypeat HobenesBckon npemumn no aAutepartype
(1998), BbICTYNWA B pO/IN aKTEPA B AOKYMEHTa/ibHOM duabme pexkuccépa Murensa MloHcanbBewa MeHaelua,
BbllWeAlero Ha 3KpaHbl B 2010

https://www.youtube.com/watch?v=TkxyTc9BbkU

JluccaboHckasa ucmopus

aHp: LOKYMEHTAIbHbIN

lopg Bbinycka: 1994

Pexunccép: Bum BeHgepc

Starring: Progurep ®ornep, Natpuk bawo, Bawko CeKelpa
Mys3bika: Madredeus

HouHol noe3d 0o /luccaboHa

aHp: gpama, Tpunnep

lop Bbinycka: 2013

Pexxunccép: bunne Ayryct

AKTEpCKUI cocTas: xkepemu AipoHc, Menanu JlopaH, ek XbloCToH
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d’UﬂbeI, CHAMble 1o KHu2am Xose CGp(JMCIZO.'

Bpaz (2013) ncuxonornyeckuii AeTeKTuB pexunccépa [leHn BunbHEBa, B KOTOPOM ABOMHYIO INaBHYK PO/b
ncnonHnn Oxenk AxunneHxon. Punbm asnserca skpaHusaumein pomaHa JeolHUK.
https://www.youtube.com/watch?v=9QCb_v57tWU

Cnenoma (2008) NCUXONOrMYECKUIA TPUANEP, CHATbIN pexuccépom PepHaHay Melpennvil no pomaHy
Cnenoma (Ensaio sobre a cegueira) v BbiweawWiA Ha 3KpaHbl B 2008 rogy. MaBHble POAM UCNOAHUAU
OynnaHHa Myp, Mapk Pyddano, Masnb Napcua bepHanb, O3HHK Mnosep, OKelncoH bepmuHrem.
https://www.youtube.com/watch?v=wJTVBBDTRbA

TpewuHa (2002), dunbm cHATbIN Oxopaxem Cnelrizepom nNo MOTMBAaM OAHOMMEHHOrO pomaHa *Kose
Capamaro. B ¢unbme cHumanucb: Pepepuko Jlynnu, AHtoHno e Na PysHte, M6UHO Amero, CalMoH
Yanpgnep, AHToHUA CaH XyaH, Ucnap BonbaunH

https://www.youtube.com/watch?v=BuxMnLm34uo

Cosem yumamenam

KHura lMopmyeanusa: «30ect pycckull 0yx...» J/luccaboH He NPOCTO KNACCUYECKUA TYPUCTUYECKMI TUA, MO
NOpPTYranbCKoW cTonuue, ropoay dwTtopun n mbicy Kabo ga Poka. Maes aBTopa KHuUrK, *Kyse Munbasewa, -
NMOKa3aTb PYCCKMM YMTATENAM, YTO KyAbTypa [opTyranmm He CTONb AaneKa OT Hallel, Kak MOXKET NoKas3aTbCA
Ha nepBbli B3rNAaa,

Kakrme mbican 1M 4YyBCTBa BbI3blBaAn JIMccaboH M TeXKy y PYCCKUX XYOOKHUKOB, NMMUcaTenei, NoSUTUKOB,
dunnocodoB XIX Beka, Korga OHW Brnepble OKasbiBasivcb B MopTyrannn? Kakoe Bnevat/ieHUEe NPOU3BEN
ATNaHTMYECKNIN OKeaH Ha MBaHa AMBa30BCKOro? Kak MHTepnpeTMpoBain TaKMe PYCCKME MbICAUTENN, KaK
Mwuxaun JlomoHocoBs, Péaop [ocToeBckuii, AnecaHap bnok, JleB TOACTOM Takne BarkHble cObbITUA B UCTOPUN
MopTyranuu, Kak 3emnetpsaceHme 1755 roaa, uapeybuiicteo 1908 roaa nnm nposo3srnaweHune Pecnybamku B
1910 roay? Kakue BocnomuHaHus octaeua Mapk LLlaran o cBoei aBakyauum B JluccaboHe?

OTBETbI HA 3TN U MHOTME APYrYMe BONPOCHI Bac XAYT B KHUre lopmyzanus: «30ece pycckul 0yx...» /luccaboH.
MpuAaTHOro YteHms!

Boccozdame ammocepepy /luccaboHa, yumasn

Yacto cnyyaeTcA TaK, 4TO BAOXHOBMBLUMCb KPacoTOM M HenoBTOPMMOM aTtmocdepoin ropoga, no
BO3BPALLEHUIO HAM HEYMOJIMMO XO4YeTcA BOCCO3a4aTb eé. Man e Mbl yXKe roToBMMCA BHOBb BCTPETUTbLCA
C 0YaPOBABLUMM HAC MECTOM M HaM XOYeTCA MOoy4yle y3HaTb UCTOPUIO ero Xutenew, 34aHui, yauu. Ha
NOMOLLb K HAM NPUXOZAT KHUrm! MopTyranbckaa MtepaTypa BO MHOTOM OTPaKaeT UCTOPUIO U COLMaNbHbIe
TEHAEHUMKN CTPaHbl. Tak BenMKMn NosT KamosHc BocneBan XxpabpocTb M pelmnTeNbHOCTb MOPTYranbCKUX
mopensaBaTenen, oTnpasmeLmxca B XV BeKke No Ty CTOPOHY OKeaHa; pomaHuCTbl XIX BeKa, Takue Kak,
Hanpumep, 3ca au Kenpow n Kamuny KawTeny BpaHKy CTPEeMWUANCb pacliMpUTb KPYr YntaTenen, Hamaa
Ty GopMy NOPTYrasnbCKOro fA3blka, KOTOpasa bblna Obl MOHATHA He TOIbKO 3/1IUTE; TPyAbl NUcaTenen XX Beka
OTPaXKaloT TaKMe KpynHble cobbiTnA B nctopun MopTtyranmm Kak: pexkmum Canasapa, pesontoums [Bo3auk,
KONOHMaNbHble BOMHbI M X nocneacTeunaA. Monpobyem XoTb HEMHOFO NPUOTKPbITb 3aBECY U MO3HAKOMMUTbLCA
C HEKOTOPbIMM UMEHaMM NucaTenen 1 NO3TOB.

3ca au Kenpow (nopt. Eca de Queiroz, NoBya-an-Bap3aunH, 25 Hoabps 1845 — Mapwuik, 16 asrycta 1900) —
NOPTYranbCKN NUcaTenb, XKYPHANUCT U ANNAOMAT.

B cBA3KM C Kapbepol AnnaomaTta COBEPLUM MHOro4Yuc/ieHHble nyTewecTtsus. Kun B Ermnte, B MaBaHe, B
Bennkobputanum n ®paHumm, bnarogapa 4emy co BpemeHem OH CTan BCé Honee 06bEKTUBHO U KPUTUYHO
OLLeHMBATb COLMANbHYIO CUTYaLLMIO CBOEM CTPaHbI.

MMeHHO coumanbHaa KPUTUKA COBPEMEHHOCTM CTana ANA NucaTens OCHOBHOW TEMOW ero pomMaHoB, cpeam
KOTOPbIX CaMbIMU U3BECTHbIMU ABAAIOTCA: «[pecTynneHue nagpe Amapy» (O crime de padre Amaro (1874)),
«KyseH basnnuno» (O primo Basilio) (1879)) n «Cemeiictso Mais» (Os Maias (1879)).

MHe 6bl xoTenocb 0b6patnTb 0coboe BHMMaHMe Ha npousseaeHne «Cemenctso Mana», Beab NPoYTEHUE
5TOr0 pomaHa AaéT YHWUKA/IbHYIO BO3MOXHOCTb nepeHectutb B JinccaboH XIX Beka. HaTypanuctnyeckui
pomaH , onybanKkoBaHHbIM B 1888 roay, o4HO M3 cambiX 3HAYMMbIX NPOM3BEAEHWNI NOPTYraaAbCKOM NPO3bl.
Paccka3blBaa CTOPUIO KU3HWU TPEX MOKOIEHMIA, aBTOP NOAPO6HO pUCyeT KapTUHY NOPTYranbCKoro obuiecTsa
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XIX Beka. Mog KOMKMM CaTUPUYECKMM A3bIKOM, KPUTUKYIOLWMM Aerpagupytoliee BbICOKOe 0OLLecTBo,
CKpbIBaeTCA ropbkaa TpareauaA: yrnagHU4ecKoe SKOHOMMUYECKOE U KYJIbTYpHOE COCTOAHWE CTPaHbl TOro
nepuoga. Kamuny Kawteny BpaHky (nopt. Camilo Catelo Branco, 16 mapTta 1825, /iuccaboH — 1 uioHA
1890, CaH-Murenb-ae-Celae)- NOPTYrasibCKMN POMAHUCT, KPUTUK, ApamaTypr, NO3T U NepeBOAYMK, aBTOP
MHOTOYMUC/IEHHbIX POMAHOB, CPeAN KOTOPbIX OTMETUM «JIMccaboHCKME TalHbI».

«Era eu um rapaz de catorze anos, e ndo sabia quem era...»

Camilo Castelo Branco, Misteries of Lisbon

Eweé B 1853 roay, Bnepsble HaneyaTaHHbIA Ha cTpaHuuax XypHana O Nacional, 3axBaTbiBalolLLan uctopusa
He3ameOMTeNbHO 3aBOEBasa cepaua umtatenei. A cnycta 6onee yem 150 net, 8 2010 rogay no pomaHy
6blN CHAT O4HOMMEHHbIW LLECTUCEPUMHDBIN XYAOKECTBEHHbIN GUAbM NOL PYKOBOACTBOM peXxuccépa Payns
Pyuca. Uctopua, cnyumnsluasca B XIX Beke, NOAHA NPUKAOYEHWNI, UHTPUT U CEKPETOB. KaK BNpOYEM U }KU3Hb
CaMOro NucaTena, CNyXKMBLLAS UICTOYHUKOM Naei n BAOXHOBEHWUA AN HAaNUCaHMA poMaHa. [aHbIi repo —
YeTblpHAALATUAETHUIN MaNbYMK-CUPOTa, OTNPABAAIOLWMACA HA NOUCKM CamMoro cebn. 3aKpyKUTbCA B BUXpe
COBbITUI Ha CTPAHULLAX KHUTU UK }Ke J0BEPUTLCA NepeHeCcéHHOM Ha 3KpaH UCTOPUM peLuaTtb Bam.

Codua ge Menno BpeliHep (nopT. Sophia de Mello Breyner, 6 Hoabps 1919, MopTty — 2 ntona 2004, inccaboH)
- No3Tecca M NUcaTeNbHULLA PAaCcCKa30B, NepBas KeHLWNHa, NoayYmBLIaa npeMuto KamoaHca — KpynHenwyro
Harpagy B 06/1acTn AnTepaTypbl cpeam NopTyranoasblYHbIX CTPAH.

K pa3Hbim Temam obpawanace Codus e Menno bpeliHep B cBoem TBopYecTe. 3To [loma co cBoei uctopmen
N npeamMeTammn, KOTOopble Kak BEpHble CBUAETENN XPaAHAT e€ B cebe. Mpupopa, rnMaBHbIM repoem KOTopomn
BbicTynaeT Mope. He 3ps Ha cTeHax JluccaboHckoro OKeaHapuyma uByT cTuxm Codumn, yepes KoTopblie
yOAETCA OWyTUTb HEOOBATHOCTb OKeaHCKoM rnybuHbl. Poamswuncek B [opTy, N NpoBoAA Bpems Mmexay
depmolii- KoTopas B ganbHelwem ctana 60TaHUYECKMM FTOPOACKMM CaZoM- M nasxamum paHxKa (Granja),
Codusa BbiCTpanBana CBOU KpenKue ceaAsn ¢ MMPoM npupogbl. [No4ETHOE MeCcTo Ha CTpaHMLUax eé TBOPEHUI
3aHUMaeT TaKKe Bpems, nsmepsemoe nam abcontotHoe. Nepsoe NpMBOAUT K 0OANHOYECTBY, CTPaxXy M 0OMaHy,
B TO Bpemsa Kak abcontotTHoe sBnsieT coboi BEYHOCTb, €ANHCTBO M3HU U MOpPasibHble LeHHOCTU. lynsa no
ropoay, Bbl MOXeTe nNpo4YecTb eé noamy «JinccaboH» Ha Bxoae B 3amok CeaToro leoprus.

byayun mamoit nAatepbix Aeteil, MUMeHHO 6narogapAa MM OHa Hadajia nucaTb AETCKMEe paccKasbl, cpeaum
KOTOpPbIX camble u3secTHble: “A Menina do Mar” (The Girl from the Sea), “A Fada Oriana” (The Fairy Oriana)
n “0 Cavaleiro da Dinamarca” (The Knight from Denmark).

Mpurnawato Bac nocmoTpeTb AOKYMEHTanbHbiA GUAbM O MO3TECCe, CHATbIA BENMKMM MNOPTYrasibCKUM
pexuccépom HKyaHom Cesapy MoHTelpo, norpyxatowmin Hac B mmp Copum ge Menno bpenHep, COTKaHHbIN
N3 CTUXOTBOPEHUMN.

AHTOHMO TabykKku (uTan. Antonio Tabucchi, 24 ceHTabpa 1943, MNusa — 25 mapTta 2012, /inuccaboH) —
UTaNbAHCKMIM NucaTenb, PUNoNor-nopTyraamcTt n NnepeBoaumK.

B 0o4HOM M3 CBOMX CTYAEHYECKMX NyTelecTBUIA AHTOHMO TabyKKM HATONKHY/ICA Ha NO3MY MOPTYra/bCKOro
noata ®epHaHao Meccoa “Tabakapma”, KOTopoe onpeaenvio ero nocaeayrLlyl M3Hb, BO MHOMOM
cBsi3aHHYto ¢ JlIuccaboHom m MopTyranuneii.

MHorne npounsseaeHnsa AHTOHNO TabyKKKU BbIIN 3KPaHU3UPOBaAHbI. ITO “UHANICKUIA HOKTIOpPH” (Notturno
indiano), “¥eHwwuHa u3 Mopto MNMum” (Donna di Porto Pim), “YtBepxaeHue MNepenpa. CBuaerenbckme
nokasaHua” (Sostiene Pereira. Una testimonianza), “Peksuem” (Requiem).

BOT K aToMy npounsBeaeHnio Mbl 1 0bpaTumcaA. HayaB yntatb pomaH “Peksnem”, onyb6ankosaHHbIN B 1990
rogy, Bbl nonagére B MMpP, B KOTOPOM CTUPAIOTCA FPaHULLbI MEXKAY PeanbHOCTbIO U BbIMbICIOM. [NaBHbIN
repoi Haxo4MTCA B NOPTYrasibCKOM CTONMLE B XKaPKOE MI0NIbCKOE BOCKpPeCceHbe. Bbl MoXXeTe cmeno cnenoBathb
33 HUM Ha BcTpedvy c noatom PepHaHao Meccoa Ha npuyane nopta AnkaHtapa (Alcantara), BcTpeTuTb
3aragouHyto M3abenb B Kasa gy Anentexy (Casa do Alentejo), Ha nnowaan Amapena (Praca Amarela) Bac
byaeT *aatb Npoaasew, IcTopmin 1 MHOTO APYTMX BCTPEY U MECT, CKPbITbIX OT HEOMbITHOIO TypPMUCTa.

« Mo Hoyam 8 JTuccaboHe Kaxemcsa 6y0mo #uséuwb 8Hympu poMaHa IxceHa Cro»

CnoHosbA namame, A. /1. AHmyHew

AHTOHWUY JToby AHTyHew (nopT. Antdnio Lobo Antunes, 1 ceHTabpa 1942, /linccaboH), NpPW3HAHHbLIA OAHUM
N3 CaMbIX 3HAYMMbIX NOPTYraNbCKUX NMUCATENEN COBPEMEHHOCTU HE Pa3 HOMUHMPOBAHHbLIN Ha HobeneBcKyto
npemuto. OUEHEHHbIM CHayana yuTaTensMM, KOTopble y3HaBanM cebs Ha CTpaHMLaX POMaHOB, OTTOYMB
NocTeneHHO CBOK MaHepy NMCbMa, 3aBOEBa/l TaKXKe NPU3HaHWe NOPTYrafbCKUX U 3apyberKHbIX KPUTUKOB.

Monyuns ob6pasoBaHne NcMxmMaTpa U NOCBATUB Ce65 M3HAYANbHO 3TOMY PEMECAY, PE3KO M3MEH M1 CBOO XKM3Hb
nposeaa 26 mecsues (1970-1973) B AHrone Bo Bpemsa KOJIOHWA/IbHOM BOWHbI. BepHyBlunch B JInccaboH,
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66110 HEOBXOAMMO MEPEOCMbICIUTL U OCO3HATb YKM3HEHHbBIN OMbIT, NepexuTbln B Appuke. JlInTepatypa
nomMoria ypasymeTb TO, YTO XpaHWIA NaMATb, No3BOAMAA Hosee YETKO M BHMMATENbHO PACCMOTPETb
OKPY)KaBLUYO aBTOpa AeWCTBUTENbHOCTb. Tak poauncAa pomaH CraoHosbAa namame (1979), nepsbit u3
TpUnorMm, BKAOYatoLwen B ceba Takke Os cus de Judas (1979) e Conhecimento do inferno (1980). PomaH
asTobuorpaduyeH n nosecteyeT 06 OAHOM AHE U3 KU3HU COPOKANIETHEro NCUXMATPaA, NEPEXUBAIOLLEM
NocneACTBMA OMNbITa Y4aCTUA B KONOHWANbHOM BOMHe. Bpay BCAYECKM NbITAETCA CNPaBUTLCA C TPABMOM: 6OKan
B 6ape, ceaHc rpynnoBoi Tepannn y NCMX0aHaANUTUKA, BU3UT B KasnHO. BCé 3To NnponcxoguT B NpUCyTCBUM
eLé ogHoro rnasHoro repos — JlnccaboHa...

3aKOHYUTb 3TOT HEBO/IbLLIOKM NUTEPATYPHbIA MapLIPYT MHe bbl XoTenocb KHuro «lfopopa Yaucca» (A cidade
de Ulisses (2011)), HanncaHHOM coBpeMeHHOM NopTyranbCKom nucatenbHuuel TeonmHaon Kepcay (Teolinda
Gersdo).

310 pomaH o ntobBM, KaK ero onucbiBaeT cama aBTop. C 0AHOM CTOPOHbI, NUCaTeNbHULA, PAcCKa3biBaa 06
nctopumn NobBM Mexay ABYMA CKy/IbNTOPaMM, OCTABAAET YUTATENHO BaXKHOe coobueHne. YTo B HacToAwee
BpeMs, B MMpe, B KOTOPOM Mbl BCE Honblie YyscTByem ceba oagnHokmmm, ntobosb cywectsyeT. bonee Toro,
Nto60Bb CO CHACT/IMBLIM KOHL,OM.

C Opyron CTOpPOHbI KHUrFA pacckasbiBaeT O 068U K JlnccaboHy, ropoay C yAMBUTENbHOM UCTOPUEN U
atmocdepoit. NucatenbHUuUa pyucyeT nopTpeT J/InccaboHa NOMHOIO KMU3HU, KAKUM OH NPeacTaéT nepes HaMmu
ceivac, nepebupan B namATM pasHble BOCNOMUHAHUA, Gnewb3akun. Passopaumsan nctoputo JinccaboHa cnom
3a C/10em, Mbl NMOCTEMEHHO BHOBb BO3BpalllaemMca K mudy rnacawemy, YTo nopTyranbckaa ctonmua 6biia
ocHoBaHa Oaucceem.

Fado

Mo mHeHuto Tlopoackoro CoseTa JinccaboHa, MOXHO BblAeNUTb Tpu ¢Gopmbl ucnonHeHuna Paay:
npodeccnoHanbHoe, B cneunanbHbix AoMax dagy, rae UCNoNHEeHME KOHLEepTa CONpPOBOXKAAETCA noaayen
TPaAUUMOHHBLIX 604 M 3akycok; «Fado vadio», 4To 03HayaeT MMNPOBM3NPOBAHHOE NtObUTENBCKOE
ncnonHenune; n “Fado a desgarrada”, nanm MMNPOBM3MPOBAHHLIN Ay3T. ITa YBEKOBEYEHHaa Tpaauuuma
MCMONIHEHUA KoHUepToB ®Paay, Nocnyxuna noacnopbem ana cosganna MapwpyTta ®agy, BKAounB B cebn
Aoma daay, cobbIiTUA U Typbl.

Huke npeacrasneH cnuncok “lomos ®any”. bosbliasa yactb HaxoamTtca B Andame (FTonybas BeTka meTpo,
cTaHuma St. Apoldnia), B banwa-lWunaay (FTonybas BeTka meTpo, cTaHumMA Baixa-Chiado ) nan B Madragoa
(3enénas nuHmna metpo, ctaHumn Cais do Sodré n Santos):

A Parreirinha de Alfama
Alfama — Beco do Espirito Santo, 1, NMH-C6, ¢ 20 go 2

A Severa
Baixa-Chiado — Rua das Gaveas, 51/57, MT1-Cp, KoHuepT ¢daay HaumHaeTca B 21:30 KaxKablii AeHb

Clube de Fado
Alfama - Rua de S3o Jodo da Praga, 92/94, koHdepT rutapbl Kaxkayto cyb6oty, ¢ 20 go 2

Faia
Baixa-Chiado - Rua da Barroca, 56, MH-Bc, ¢ 20 go 2

Pdteo de Alfama
Alfama - Rua de S3o Jodo da Praga (Patio da Senhora da Murga), 18, npodeccnoHanbHble ucnonHutTenun daay,
MH-C6, ¢ 20 Ao nonyHoumn

Restaurante Museu do Fado
Alfama - Largo do Chafariz de Dentro, 1, MH-C6, c 12 go 15/ ¢ 19 ao 23:30

Sr. Vinho
Madragoa — Rua do Meio a Lapa, 18, every day from 20h to 2h
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My3eu u Opy2ue uHmepecHole mecma

A Brasileira
OaHa 13 cambix CTapUHHbIX KodeeH JinccaboHa, oTkpbiTaa B 1905 rogy Ha Rua Garrett, n? 120-122,
paboTaeT ¢ 8 yTpa 40 2 4acoB HOYM

Mosteiro dos Jeronimos - My3seli }epoHumyuw
Praca do Império, BT-C6, c 10 go 17

Museu Calouste Gulbenkian — My3eli coepemeHH020 UCKyccmesa
Av. de Berna, Cp-MNH, c 10 go 18

Museu da Cidade - fopodckoli my3eli
Campo Grande, BT-Bc, c 10 so 13 n c 14 oo 18

Museu do Fado- Myseli ®ady
Largo do Chafariz de Dentro, B1-Bc, ¢ 10 go 17:30

Museu Nacional de Arte Antiga - HayuoHanbHbil My3eli AHmuyHo2o Mickyccmea
Rua das Janelas Verdes, BT-Bc, ¢ 10 go 18

Museu Nacional do Azulejo- HayuoHanbHbil My3eli A3ynexcy
Rua da Madre de Deus, B1-Bc, ¢ 10 ao 18

Museu Nacional dos Coches- HayuoHanbHbili My3eli Kapem
Avenida da India n2 136

Padréo dos Descobrimentos- lMamamHuk lNepsoomkpeieamenam
Av. Brasilia, BT-Bc, ¢ 10 o 17:30

Cmompoesle naowadku JluccaboHa

Miradouro da Graga (Mupadypy 0a paca)
Largo da Graca

Miradouro Nossa Senhora do Monte (Mupadypy Hocca CeHbopa dy MoHme)
Rua Damasceno Monteiro

Miradouro Portas do Sol (Mupydypy Mopmaw Jy Cyn)
Largo das Portas do Sol

Miradouro de Santa Catarina (Mupadypy ou CaHma KamapuHa)
Rua de Santa Catarina

Miradouro de S. Pedro de Alcdntara (Mupadypy ou CaH l1edpy ou AnkaHmapa)
R. D. Pedro V

JluccaboHckuii memponoaumeH

Ecnn Bbl 3aX0TUTE BOCNO/1b30BATLCA METPO, YTODObI M3Y4UTb OKPECTHOCTU JInccaboHa, BOT OCHOBHbIE
HanpasaeHuA:

- Cascais (Kawkauuw) (npamoit noe3pn ot ctaHuum Cais do Sodré)

- Sintra (CuHTpa) (NpAmoi noesa oT cTaHuuKM Rossio)

- Cabo da Roca (Kaby aa Poka) (cambliii 3anagHbiii mbic EBponbl, HaxoaMTca Ha NnoanyTu mexay Sintra n
Cascais)
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INTERCULTURAL DIALOGUE: LEARNING, SPEAKING, AND SHARING
Ob6uwecmeeHHbIll mpaHcnopm
MeTpo: http://metro.transporteslisboa.pt/eng/

ABTObYCbI: http://carris.transporteslisboa.pt/en/home/
Moe3aa: https://www.cp.pt/passageiros/en/

Takcu B JluccaboHe: http://taxislisboa.com

bubaunorpadpusn

Bonbtep, KaHoud unu Onmumusm. Jinccabon: Tinta da China, 2012
®epHaHao Meccoa, Lisbon, What the tourist shoul see. Typun: Einaudi, 2007
*o3e Munbsazew, Mopmyeanus: «30ecs pycckul 0yx...». inccabon: Editora Alethéi, 2012

Beb-caiimsbi

UcTopuma npoucxoxaeHuns JinccaboHa, nereHgbl 1 STUMONOIUA:
http://www.egeac.pt/lisboa/ofiusa-a-lenda-de-lisboa/
https://ciberduvidas.iscte-iul.pt/consultorio/perguntas/etimologia-de-lisboa-outra-vez/19407
Mapk Eduardo VII:
http://lisboacool.com/visitar/estufa-fria-e-estufa-quente-coracao-lisboa-desde-sempre
A3ynexyL:

http://ensina.rtp.pt/artigo/uma-breve-historia-da-azulejaria-portuguesa/

bopgano MuHenpy :

http://museubordalopinheiro.cm-lisboa.pt/

Kode B MopTyranuu:
http://www.oguiadeportugal.com/2012/02/como-pedir-cafe-em-portugal-uma.html
MopTyranbckasa rutapa:

http://nfist.pt/sf/sf3/musica/guitarra.htm

Pycckue apTuctbl, nucatenm u ¢mnocodsbl o JinccaboHe:
http://pereulki.com/2015/06/odissej-i-zmeinaya-koroleva-kto-osnoval-lissabon/
dagy:

http://roteiro.museudofado.pt/
http://www.cm-lisboa.pt/en/visit/eating-drinking /fado-houses

McKyccTBO B MeTpo:
http://metro.transporteslisboa.pt/eng/more-metro/art-in-metro/

Mysei Boapl:

https://www.youtube.com/watch?v=E51TtIBkByk
http://www.epal.pt/EPAL/menu/museu-da-%C3%Algua/atividades-e-servi%C3%A70s/visitas-e-passeios-culturais

Kamnny KawTteny bpaHky:
http://leitordeprofissao.blogspot.it/2010/07/camilo-castelo-branco-os-misterios-de.html
https://www.luso-livros.net/Livro/misterios-de-lisboa/

Codua ge Menno bpenHep:
http://www.cinept.ubi.pt/pt/filme/1552/Sophia+de+Mello+Breyner+Andresen
https://thebookswelove.wordpress.com/2013/12/01/sophia-de-mello-breyner-andresen/
AHTOHWY J10by AHTYyHeLL:

http://litkritik.livejournal.com/4424.html
http://caisdoolhar.blogspot.it/2016/01/postais-sem-selo_12.html
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