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Abstract

Founded in 1993, Koç University is a small, non-profit, private, English language university located in Istanbul, Turkey.  The educational philosophy “is based on the principal of ‘creative teaching/participatory learning,’” through a liberal arts education.  The mandatory two-year core curriculum “aims at the mastery of different approaches to knowledge, rather than the absorption of a body of specific information.”(Koc University Catalog, 2001-2002) Koc Students complete courses taught in both college divisions, including Composition, Speech, Social Science Methods, Philosophy, Psychology, and Economics, as well as Computers and Natural Sciences.  In 1998-2000, Dr. Lucienne Thys-Senocak and Dr. John Drabble were charged with transforming a two-semester freshman course requirement in World History, into trans-divisional, multidisciplinary and interdisciplinary courses.  The purpose of the new sophomore level courses is to help students learn how, in an interdisciplinary way, to identify and apply methodologies that they master in their other core courses. The Civilizations courses combine different types of primary and secondary material for the students, from short stories, to academic articles and book chapters, to popular music and visual material such as engravings, works of architecture and documentary film.  Scholars from abroad, from other Turkish universities and from other faculties within Koç University deliver 100-minute lectures each week.  Graduate student teaching assistants, drawn from a variety of disciplines, meet with groups of twenty students for an hour and a half each week, to discuss the lectures and reading material, and run various exercises.  The course materials highlight how academics use very different methodologies to assess evidence.  The message imparted to the students is that there is no single answer to complex questions and that there are numerous approaches to researching a given subject.

Since each of the disciplines that students encounter in the Core program engage with issues that arise from globalization processes, and since these processes have multiple causes and contradictory effects, John Drabble organized the second semester of this course around conceptualizing globalization.  Interdisciplinary methodologies explored in the second part of the course, have included Political Economy, International Finance and Marketing, International Relations, Media Studies, Leisure Studies, Cultural Studies, American Studies, Comparative History, Comparative Sociology, and Cross-Cultural Psychology.  Modules have examined regionalization, financial crises, religious fundamentalism, transnational terrorism, ethnic conflict, human rights, war and international relations, political corruption, gender and national identity as expressed in popular culture and state ideology, media coverage of racial conflict, transnational youth subcultures, and the marketing of international sporting franchises and food products.  In this article, he discusses how he introduces students to how scholars analyze such issues, by using multidisciplinary and interdisciplinary methodologies in a large lecture course. He discusses the practice of transdivisional, multidisciplinary and interdisciplinary teaching methods and strategies, with some reference to actual readings lecture and in-class assignment content, to provide context.  He anticipates that this article will provide ideas practical to both instructors and administrators who are interested in innovative interdisciplinary teaching methods, as well as scholars teaching courses on World History or Globalization.  
Teaching Globalization: Pedagogy of Multidisciplinary and Interdisciplinary Methodologies.

John Drabble

While pursuing a Ph.D. in US History at U. C. Berkeley between 1991 and 1996, I gained a teaching assistantship in Ethnic Studies, as well as a research position in multicultural curriculum development sponsored by a grant from the University’s Center for American Cultures (Clemens and Allen eds., The Forging of America).  My subsequent consulting work with San Francisco Public School Teachers and California Community College teachers also provided me with insight into pedagogical issues that arise when presenting multicultural material to diverse student bodies.  Finally, a number of successive visiting faculty positions at Deep Springs College, an alternative community of academicians, cattle ranchers, and exceptional students, who work, live and learn together in an environment of open classrooms and continuous discussion, taught me the value of democratic processes and interpersonal communication.  Since joining Koc University in 1996, I have been administering a transdivisional and interdisciplinary American Studies Certificate Program.  Each of these experiences helped to form my pedagogical approach to the subject at hand.  They taught me the value of transdivisional educational structures, multidisciplinary methodologies, and interdisciplinary pedagogy, as well as democratic pursuit of consensus decision making.  These experiences have continued to guide me, as I learn to teach students who identify/whom are identified with different gender, race, class, ethnic, religious, and national identities than I do/am.  

The operative word here is “identify,” in the sense of “to discover or recognize,” and is meant to denotes a search for understanding.  The word identity, or “what a particular person or thing is,” implies categorization of and opposition to “others,” whereas identification implies a dynamic process.  Identification hinges upon willingness to acknowledge and accept “others” on their own terms.  I have found that in the polemical debates that have surrounded multiculturalism and theories of globalization, unquestioned assumptions about identity sometimes preclude people from identifying with others.  

Teaching at a private university in a developing country has also made me all to aware of students and parents who self-identify as fee paying clients, and who see university education as preparation for the international job market.  The country has opened up to globalization, and undergone a number of financial crises over the past twenty years.  Unsurprisingly, many students show little inclination to pursue courses that don’t seem to lead directly to a particular career.  Many view social science and humanities courses with skepticism.  Given high school curricula that emphasize rote memorization and the inculcation of nationalism, many students are apolitical, and cynical about possibilities for bringing about social and political change (Schneider, 2002, 393-404).  

In my Globalization Course, I try to convince students that by comparing and applying different disciplinary methodologies to the study of ‘real world’ issues, they will acquire skills that are applied in a variety of careers. I alert them to the view that acquisition of skills, and not just information, is critical in a rapidly changing and more deeply integrated world.  I emphasize that the job market is changing, and that we cannot even imagine the careers that may be available in coming years.  To demonstrate this, students begin by reading a piece on how global corporations have privileged the symbolic analyst, an employee who can manipulate information in a non-standardized way, and who continuously accumulates mobile, transferable skills that are autonomous from fixed organizational and national location.  The new, transnational organization man is an international knowledge worker, detached from local cultures, and able to operate comfortably in multiple locations.  The readings also discuss refugees and undocumented migrant workers, for whom globalization creates a sense of displacement and imprisonment.  I warn students to be aware they are gaining skills that will allow them to enter into transnational class allegiances, and that this brings the danger of shirking responsibility to less fortunate members of their own, and other globalizing societies.

 To get students to begin thinking analytically, I tell them that in our course, we do not want them to regurgitate information, but that I want them to take issue with the assumptions, methodologies, argumentation that scholars use, so that they may critique the and conclusions that they formulate.  I tell them that if they learn nothing else, they should learn that “there is no single answer” to the complex questions that they will pursue in the course, that there is no overarching “truth.”  I tell them that intellectual inquiry is now as much about “how” as about “what.”  I want them to learn how to navigate across disciplinary boundaries and fuse methodologies together in their classroom discussions, research papers, and exams.  I tell them that they will be graded on how they utilize the methodological tools of social science, and how effectively and consciously they use them to make convincing arguments.  To launch the process of critical thinking, I tell them that asking useful questions comes before finding “correct” answers.

For this reason, I devote the first week of instruction to persuading students that processes that scholars associate with globalization are relevant to their own lives.  Reading and lectures are dedicated to analysis of the “Production of Culture/Cultures of Production” (Robbins, 1997).  The week’s lesson plan is devoted to getting across the point that commerce can be cultural and capital semiotic.  Students read about how increasing transnationalisation of economic and cultural life brings together new and old cultural elements, creating multifarious and contradictory developments.  Through analyses of consumer marketing, satellite television, tourism, and musical subcultures, they are introduced to dynamic concepts such as creolization and cultural hybridization.  They are also provoked, however, to think about how these processes are experienced differentially by particular social groups, according to such variables as gender, ethnicity, class, religion, age, and geographic location.  A number of case studies on encountering globalization provoke them to reflect on their own experiences, and to compare them with those of other social groups in other societies. 

During the first week of instruction, then, we alert students to their position in the world, as workers, citizens, and as makers, interpreters and consumers of culture.  Here, the concept of the region-state, the global city and the global-local nexus is introduced.  Students are asked about allegiances that transcend state, regional, city, and even neighborhood boundaries.  Finally, they discuss the emergence of “structures of common difference,” which “celebrate particular forms of diversity, while submerging, deflating and suppressing others.”  They are asked to assess the hypothesis that “we are not all becoming the same, but we are portraying, dramatizing and communicating our differences to each other in ways that are more widely intelligible”(Robbins, 1997, 43).

In the second week, students are asked to compare and contrast the hyperglobalist, skeptical, and transformationalist theses of globalization.  They hear and read how different theoreticians answer the following questions: “What is globalization?  How should it be conceptualized?  Does contemporary globalization represent a novel condition” Is globalization associated with the demise, the resurgence, or the transformation of state power? Does globalization impose new limits to politics?  How can globalization be democratized?”(Held, 1999, 1-31, 85-86)  They compare the major sources of contention between different theorists, by focusing on their conceptualization of globalization, with regard to causation, periodization, impacts, and trajectories.  Students and teaching assistants discuss how assumptions, types of questions, subjects of analysis, and methodologies of inquiry help to shape the hypotheses and argumentative structures that ensue, as well as the conclusions that practitioners of various disciplines draw.(See King Jr and Brownell, 1966, 66, 68. 76-79, 184-187),.
They think about how the speeding up of global processes brings about time-space compression, making the world smaller and distance shorter.  They consider the globalizing world as an interdependent system of localities, engaged in interactive processes that are accelerating, deepening and widening, so that the whole becomes larger than the sum of its parts.  They come to see how events occurring in one place have an immediate impact elsewhere on the globe, and how alternations in complex structures can create effects out of proportion to initial causes.  Then they map some of the differentiated phenomena of globalization, in terms of direction, extent, density, and velocity.  They create cartography of interconnected networks, which illustrate relations between communities, cities, international institutions, non-governmental institutions, and multinational corporations.   

They are made aware of periodization, of how historians have defined the significance of particular dates: 1648, 1789, 1848, 1917, 1989, 9/11.  They reflect upon the commonplace notion of time-segments (such as decades or centuries), but that in reality, the temporal is unruly, diverse, local and particular.  While it may be useful to talk “waves” of globalization, students are also encouraged to think about how change takes place at different speeds in different cultures, at different moments.  Building upon themes from the first semester, students consider how the spread of customs, diets, languages and religions, over millennia, remain in some ways more fateful than economic and political changes, because of the way that they determine how people interpret and evaluate changes in the political-economy.  

Students and teachers discuss how the exercise of social and economic power is deterritorialized and reterritorialized, even as it expands.  They reflect upon how economic, social and cultural activities stretch across the globe becoming disembodied from particular locales.  They discuss the location of nodes of power, located at critical junctions on the webs of global interconnection.  They analyze how the disempowered challenge power, and question how the processes associated with globalization might be democratized and made more responsive to local concerns.  

After these two weeks of introduction, we move on to the first in a series of five modules and case studies that examine the effects of globalization.  About six months before the course begins, I select a general set of about 8-10 themes that include both long term and very current issues, and then, depending upon who is available to come lecture, whittle these down to five modules by the time the course starts.  Visiting lecturers select reading material to accompany their presentations, which is compiled into a course reader.  Some provide films, which are placed on a reserve shelf in the library.  Lecturers and teaching assistants also provide lecture notes, PowerPoint presentations, links to www sites, images, music, etc., for posting on the course web page.  This web-based setup allows for constant editing and transmission of course materials in response to world events.  This allows for frequent updating of links to relevant www sites and archival sources on globalization, as well as alerts to television broadcasts and university seminars.  The syllabus, research paper requirements, bibliographies, lecture notes, and other course related sources such as newspaper articles and editorials, tables, maps, cartoons, images and other visual sources are also updated frequently(<http://www.geocities.com/~Drabbs>). 

Web based delivery of course materials, however, is used to facilitate, not replace student-instructor contact.  Contact hours are of utmost importance, if such a non-teleological and improvisational structure is to succeed.  Students are divided into groups of twenty, and required to attend interactive discussion sessions with an instructor.  The instructors are graduate students drawn from a number of different disciplines.  Their role in the course is one of discussion leader and facilitator.  Thus, the pursuit of knowledge and the development of skills are not the privilege of instructors only, but of students too.  The 1 1/2 hour-long, weekly sessions are set up for the purpose of discussion, interaction, group exercises and reflection.  Students are expected to do the reading each week, and take proactive roles in bringing their ideas and their own experiences into classroom.  To coordinate the discussion sections, the instructors and I hold meetings each week after exchanging lesson plans by e-mail.  I sometimes drop-in on discussions and instructors occasionally engage in team-teaching.  All the instructors work together to base the creations of essays for the exams upon a consensus decision.

After the two weeks of introduction, I like to start with a module on political economy, given the State-centered assumptions of many Turkish students. To enable students to rethink culture generally, there is also a strong local content to the course.  The idea here, is to learn how to critique the familiar.  The first module integrates the discipline of political economy, and either international finance or international relations, in a two-week module that considers how regionalization relates to globalization, and then moves on to an explicit issue in Turkey-European Union relations.  Turks seek to join this regional block to bring financial stability and consolidation of democracy, thereby offsetting some of the negative effects of globalization.   Yet Turkish students tend to approach ethnic insurgency, human rights, security issues, inflation financial crises, corruption, the Cyprus problem, and the war in Iraq, from rather simplistic nationalist perspectives.  Our goal is to get them to think more critically about the multifaceted and complicated nature of globalization, regionalization and Turkey-EU relations.  On their first exam, students write essays on theories of globalization, which asks them to analyze how scholars conceive of globalization with explicit reference to lecturers and readings.  The second essay they apply the methodology of Political Economy and either international finance or international relations, to an essay on Turkey-EU relations.

After this, we move into the second of the course’s five modules.  The purpose of these modules is to get the students to work against specialization of knowledge, by demystifying disciplinary jargon, and breaking down conceptual frameworks.  To facilitate interdisciplinary practice, students are first made aware of disciplinarily (Starfield, 2002, 415-418).  Lecturers and readings acknowledge that disciplinary paradigms help shape how academics perceive and analyze globalization.  The lecturers, instructors, and I alert students to the fact that each discipline exists in specific historical, cultural and discursive context.  We make students aware that practitioners serve particular interests, take particular assumptions for granted, and ask particular questions.  Students do interdisciplinary work even while learning about the methods and approaches of particular disciplines. We give them idea of what the traditional disciplines are, and then ask them to combine, work against and transcend them, creating syntheses.  The idea is to move from linear to fractal thinking, to create a new cartography that is multidirectional, overlapping, and at times haphazard.

We introduce, and then attempt to transcend disciplinary boundaries in the humanities, social sciences, vocational studies, and to a lesser degree, the explanatory and predictive sciences.  In 2000-2004, we have introduced the disciplines of literature, film/media studies, and music; history, geography, philosophy, ethnic studies, sociology, psychology, and anthropology; and social policy, business administration, marketing, administrative studies, leisure studies, personal management and mass communications.  Integration of the explanatory and predictive sciences, so far, has been restricted to a module on the environment, which combined environmental history, environmental law, and environmentalist politics.  In the future, I plan to introduce modules on the Internet, biotechnology, global health issues, and other scientific subjects that can be understood within the context of globalization.

In any given semester, although we only have time to introduce scholars working in four or five of these disciplines, most of these scholars do interdisciplinary work.  For example, we have had lectures from:

1. Political economists who use social methods to study ethnic minorities, historicize relationships between democracy and market economies, and investigate relationships between client networks and political corruption, and international finance.

2. A marketing professor who studies local strategies employed by global corporations.

3. Sociologists who study social policy towards ethnic minorities, cultural definitions of human rights, the impact of television on transnational migrant communities, gender-signification in popular film and everyday life under different types of political regimes, multinational corporate food production and dietary consumption patterns, and transnational youth subcultures.

4. Historians who study mediation of racial formation, religious fundamentalism, the environment, the mediation of race, and relationships between imperialism, cultures of sport, and the marketing of sport franchises.

5. A law professor who studies social movements.

6. A cross-cultural psychologist who educates illiterate mothers about child heath issues (<http://www.geocities.com/~Drabbs>  see syllabi link).

In these modules students deconstruct culture, ideology and discourse, and signification in the mass media.  Through comparative cultural studies, students come to see that cultural and national identity is not a spontaneous expression of given traditions and that no isolated national cultures exist.  They encounter cross cultural and collaborative scholarship that develops an awareness of unacknowledged cultural determinants and reduces bias. Students gain interdisciplinary understanding of cultural conventions, subjectivity, concepts of time and space, and the representation of class, race and gender in the media and in politics (Starfield, 406).  They consider the implications of globalization for local cultural economic and political initiatives, for nationalism and for alternative forms of collective identity.  While we do not ignore problems that ensue from the perceived ‘loss’ of communal life and place among locals, which may be precipitated by globalizing tendencies, we do not romanticize local culture either.

Students are asked to interrogate ideology, knowledge and signification. They learn to question ideology at both the theoretical and practical levels.  They learn how language shapes their apprehension of the world around them, how the political is defined.  They make analogies and comparisons to other cultures, nationalisms, religions, and genderings.  They examine unifying themes in given cultures, while examining the differentiating effects of class, gender, race, ethnicity, religion, and geography.  We want them able to step outside the local, the national, and the teleological and put oneself in shoes of “Other” to take their discourses seriously, even if they disagree with them.

They consider questions such as the following: How are ethnic cultures affected by global consumerism and corporatization?  How do people try to preserve communal and cultural integrity?  Within what parameters does cultural resistance or accommodation take place?  What relationships exist between the appeal of vapid popular culture, cultural dumbing-down, mass-produced cheap products and the decline in state sovereignty?  In what sense are class, race and gender cultural constructs?  How do discourses of gender operate under colonialism versus in traditional patriarchal cultures? How do transnational migration patterns and Diasporas influence cultural diffusion and stratification processes?  Given the strong radiation of American popular culture, how can we understand the signifying practices in American Television sitcoms, Hollywood films, and popular music? 

 Students integrate the answers to these questions, into very general exam essays that ask them to contextualize particular case studies.  Some of the case studies we have examined thus far, include Globalization and Corruption: The Turkish Experience in Perspective, the Turkish Financial Crisis of 2001-2002, the Human Rights Regime, relationships between War and Nationalism, Nationalism's Obverse: Varieties of Exile, Urban Smog in Mega Cities, Indigenous Protest against Deforestation in Brazil, Gender in Turkish Popular Film and Official Chinese Government Celebrations, Turkish Speaking Communities and Satellite Television in Europe, Urban Residence Patterns and Gentrification in Istanbul, Urban Segregation and Federal Housing Policy in Chicago, Media Coverage of the 1992 Los Angeles Riots, and Models of Man in the Social Sciences.  They draw from the modules and case studies to complete a research paper on a topic of their choice (Home page-syllabi).

Thus, by semester’s end, Koc University students acquire general knowledge about how different disciplines work, as well as specific knowledge about how scholars apply them to particular case studies.  They compare and assess those methodologies in classroom discussion and in their essay examinations. Finally, they apply them in a research paper.  While not every university will be able to bring in scholars to deliver lectures, any university could certainly set up a lecture series involving in-house faculty, in which various research methodologies are introduced, and applied in the classroom.  Likewise, the study of globalization is only one of many “questions” that could be used to organize such a course.  I hope that this article will provoke professors and administrators to publish additional pieces on educational practice, so that educators and students can develop more ideas for implementing interdisciplinary, skills based pedagogy.
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