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CONCEPTS

Ethnic stereotype: a schematized image of one’s own or another’s
ethnic community, which represents simplified knowledge of the psy-
chological characteristics and behaviour of members of a particular
nation.

Forced migrant: a person who has been forced to leave his or her
country of origin and seek refuge in another country as a result of
war, political repression or other humanitarian catastrophe. The term
Forced Migrant is used deliberately, as it includes not only those with
refugee status, but also those who have been granted asylum, subsid-
iary or temporary protection in the host country (Demidenko, 2019).

Culture (Lat. cultura): education, improvement, worship, human rela-
tionship to oneself, society and the environment, encompassing the
individual>s and societyss self-understanding, identity, lifestyle, cosmo-
logical and ontological visions of the world, thinking, creativity, imag-
ination, development of the mind and the soul (Visuotiné lietuviy en-
ciklopedija, 2024).

Culture shock: emotional and physical discomfort, disorientation of
an individual caused by entering a foreign cultural environment, en-
countering another culture (Oberg, 1960).

Cultural diversity means that there are many different cultures around
the world today. Intercultural competence requires an awareness of
one’s own culture and the recognition that each culture offers only one
choice among many possibilities. Cultural diversity and intercultural
contact have become facts of modern life, and learning to live together
in an increasingly globalized world involves the risk of cultural homo-
genisation and cultural fragmentation, meaning that everyone needs
to be aware of cultural differences and the potential benefits of cultural
change (UNESCO, 2013).

Intercultural communication is communication between people
from different cultures. It involves exchange of information between
people from different cultures.



The concept of interculturalism refers to what happens when mem-
bers of two or more different cultural groups (of any size, at any level)
interact or influence each other personally in various forms. A broad
definition would include international political or economic interac-
tion. (UNESCO, 2013).

Communication encompasses language and non-verbal behaviour,
which covers everything from the use of sounds, movement, the per-
ception of space and time to many aspects of material culture (food,
clothing, objects, visual design, architecture) and can be understood
as an active aspect of culture (UNESCO, 2013).

In this publication, the concept intercultural competence will be used,
which refers to the interaction between individuals belonging to dif-
ferent backgrounds, both within a society and across national borders.



INTRODUCTION




These methodological guidelines have been developed in the frame-
work of the project ENHANCED SOCIAL WORKERS - Enhancing inter-
cultural communication competences for social workers in the provision
of assistance to forced migrants, co-financed by the European Union
under the Erasmus+ programme, project No. 2023-1-LTO1-KA210-
ADU-000151010.

The methodological guidelines have been developed in a unique way-
the partners of the project analysing the methods used by Lithuanian
and Cypriot social workers in their work with forced migrants, taking
part in a joint experiential learning intercultural activity, learning from
each other, formulating the topics of the methodology, reflecting and
applying the methods presented in the publication.

The project’s objectives are closely linked to current European trends:
global migration, multiculturalism, diversity, intercultural communica-
tion and integration of forced migrants. Social work is inseparable from
contemporary trends. In many cases, present-day social workers are
becoming “key specialists” helping forced migrants to find their way in
anew country, adaptand integrate. However, a“key specialist”does not
only need professional knowledge and intercultural communication
competence. Although the multicultural context of Europe is increas-
ing the need for and interest in intercultural communication, the ma-
jority of social workers are still lacking these competences. The project
ENHANCED SOCIAL WORKERS (hereinafter ESW) aims to address this
need by proposing methodological guidelines for the development of
intercultural communication competence. Enhancing social workers’
intercultural communication competence is closely linked to increased
access of forced migrants to professional assistance and better integra-
tion into the host society. The specific objective of the ESW project is
thus strongly linked to the support not only for the professionals (the
target group) but also for the forced migrants, and thus contributes to
the more global objective of tolerating diversity in European countries,
minimising discrimination against national minorities and promoting
integration.



TARGET GROUP

The direct target group and beneficiaries of these methodological
guidelines are professionals in the field of social services: social work-
ers, social educators, refugee mentors and other professionals provid-
ing assistance to forced migrants. These methodological guidelines are
intended to equip them with the competences necessary to deal in a
culturally sensitive and constructive way with the challenges of inter-
cultural communication in the context of assisting forced migrants. Ac-
cording to research findings (Demidenko, Kondrataviciené, 2022), in-
terculturally competent social workers become educators themselves,
providing forced migrants not only with services that meet their basic
needs, but also with social skills that empower them to integrate more
successfully into their new society.

The indirect target group is forced migrants - people who have been
forced to leave their home countries and seek refuge in another coun-
try as a result of war, political repression or other humanitarian ca-
tastrophes. Forced migrants and refugees are classified as a vulnerable
group of migrants, with a high risk of social exclusion. In this respect,
the successful integration process of forced migrants requires assis-
tance from social workers. And social workers need to be adequately
trained in intercultural communication.

The intended long-term impact of these methodological guidelines
and of the whole project ENHANCED SOCIAL WORKERS (hereinafter
ESW) is to develop a positive, non-discriminatory attitude towards
multiculturalism, cultural diversity and the social integration of forced
migrants into European societies.



AIMS AND OBJECTIVES OF THE
METHODOLOGICAL GUIDELINES

The aim of the project is to provide social workers assisting forced mi-
grants with the opportunity to closely link the strategic objectives of
both social work and education through the development of intercul-
tural communication skills.

Links between several levels are observed. First of all, the fundamental
aim of social work is to support those experiencing social exclusion.
Forced migrants are one of the most vulnerable (UNHCR, 2012) groups
to social exclusion. According to research (Bartkeviciené, Bubnys, 2012;
Demidenko, 2019; Stuopyté, Demidenko, 2021), it is the social worker
who usually becomes the “key person” who can help the forced mi-
grant to find his/her way in the new society, to give advice, education,
and help them to integrate. However, these functions require not only
professional training (education), but also intercultural communica-
tion competence that is specific to working with forced migrants. Only
social workers who are properly trained and continuously learning can
provide quality services that meet the needs of forced migrants. This
leads to the identification of a connection with another strategic goal
of social work - highly qualified, continuously learning and developing
social workers providing quality services.

The project activities are aimed at improving the intercultural
communication competence of Lithuanian and Cypriot social workers
through experiential education methods, recognised as the most
appropriate (Gurova, Godvadas, 2015; Stuopyté, Demidenko, 2021).
According to UNESCO (2013), all spheres of modern society (including
the social sphere) have strong ties with global migration trends.
Modern professionals (in this case, social workers) need to be culturally
sensitive and competent. Intercultural communication skills are among
the most essential when working with forced migrants from different
countries, cultures and religions. The forms of the development of
intercultural communication competence recommended by UNESCO
(2013) - “learning to know”, “learning to do”, “learning to be” - reflect the
project’s experiential education methods, enabling social workers to
work with forced migrants in an intercultural context.



The project’s objectives are closely linked to one of the key priorities
of the Lithuanian and EU education policy — ensuring opportunities
for lifelong learning. The State Progress Strategy “Lithuanian Progress
Strategy “Lithuania 2030” govern the key priorities of Lithuanian edu-
cation policy. It sets out a vision for a smart Lithuania. Society has to
become active, solidary and continuously educated. Each person must
be open to change, creative and responsible (new teaching methods,
exposure to other cultures, learning intercultural communication).
Education policy is expected to bring people together (solidarity) to
constantly and continuously develop (learning, developing new inter-
cultural communication skills) in seeking individual, professional (so-
cial workers’ competences) and national success (activeness) ensuring
equal opportunities. The indicators identified in the National Educa-
tion Strategy are also in line with the EU’s ambition to increase lifelong
learning. Thus, by implementing the objectives of the project, the So-
cial Service Center of Jonava District, together with the Social Projects
Institute and the Cypriot NGO KIBOTOS, are contributing to the imple-
mentation of the objective of the Lithuanian and the EU education pol-
icy — to increase the level of lifelong learning by providing the oppor-
tunity for Lithuanian and Cypriot social workers to learn new skills of
intercultural communication, relevant to their professional field, using
innovative experiential education methods.

Objectives:

- Preparation of international training programme for social work-
ers providing assistance to forced migrants: “Empowerment of
social workers assisting forced migrants through building inter-
cultural communication skills”.

- Conduction of international training using innovative experien-
tial education methods.

- Preparation of a publication on methodological guidelines for
social workers working with forced migrants “Interculturality in
social work: methodological guidelines”.

- Dissemination and promotion of project activities and results.



STRUCTURE (DESCRIPTION) OF THE
ETHODOLOGICAL GUIDELINES

The project’'s ENHANCED SOCIAL WORKERS (hereinafter ESW) meth-
odological guidelines programme consists of three modules:

Module 1: Development of intercultural communication compe-
tences

@ Intercultural communication competence

« Elements of intercultural communication competence

« Possibilities of using experiential education methods in the devel-
opment of intercultural competences

Module 2: Psychosocial characteristics of forced migrants

« Forced migrants as a socially vulnerable client group

« Trauma and its impact on work with forced migrants

Module 3: Practical guidelines for the application of methods

« Study presentation on the experience of Cypriot and Lithuanian
social workers in applying methods for working with forced mi-
grants

« Possibilities of using group methods of intercultural cognition
« Possibilities of using metaphorical cards

« Opportunities for the application of alternative communication
methods

The first module explains the theory of interculturality, its basic con-
cepts and ideas. The chapters in this module introduce learners to the
elements of intercultural communication competence, address the is-
sue of ethnic stereotypes and attitudes, and outline the experiential
education approach. It is recommended to allocate 8 hours for this
method.



The second module covers the psychosocial characteristics of forced
migrants, looking at forced migrants from the perspective of a socially
vulnerable client group, paying particular attention to the phenome-
non of trauma and the impact of the consequences of traumatic ex-
periences on the process of working with forced migrants It is recom-
mended to allocate 8 hours for this method.

The third module provides practical guidelines for the application of
methods. It presents the experience of Cypriot and Lithuanian social
workers in applying methods for working with forced migrants, the
results of the study, and discusses the possibilities of using the meta-
phorical card method, alternative communication methods and group
intercultural cognitive methods. The chapter includes practical exam-
ples of sessions based on experiential education methods, their objec-
tives and descriptions of their process. It is recommended to allocate 8
hours for this method.

It should be noted that this methodological material is only a recom-
mendation. The materials and methods presented should not be tak-
en literally. It is recommended to apply them considering the specific
context of social work with forced migrants and the individual needs of
professionals and forced migrants.



MODULE 1:

DEVELOPMENT OF
INTERCULTURAL
COMMUNICATION
COMPETENCES




INTERCULTURAL COMMUNICATION COMPETENCE

European societies have always been heterogeneous, and yet the in-
creasing number of immigrants has created new problems, such as
how to live together and how to accept each other in democratic so-
cieties while respecting pluralism (Mauro, Sandu & Pacevicius, 2023).
Migration dynamics have become more complex in an interconnected
world. In 2020, an estimated 281 million people (3.6% of the world’s
total population) lived outside their home country. This figure, defined
as global international migration, is almost twice as high as in 1990."

For different people migration - living in several countries and leav-
ing home for one reason or another - evokes different transformation
of self-perceptions, relationships and experiences. Deardorff (2015)
points out that interacting with customers, colleagues and foreign
partners is now an everyday activity for many workers around the
world, and employers are therefore seeking employees who are not
only technically proficient, but also culturally literate and able to func-
tion in a intercultural environment. It is important for social workers
to develop intercultural competences when working with the social-
ly vulnerable group of forced migrants or their members. Intercultur-
al communication is essential in recognising the cultural diversity of
the world, which is why intercultural communication competence has
become a priority. Mauro, Sandu & Pacevicius (2023) claim that inter-
cultural integration is a reciprocal process involving individuals, their
communities and society as a whole. It consists of effective, positive
and sustainable diversity management policies that aim to help soci-
ety to realise the potential of diversity within an inclusive human rights
framework.

The importance of intercultural competence is increasingly being em-
phasised in various disciplines and subjects and included in accredita-
tion standards. Deardorff (2015) points out that in the United States,
for instance, the following professional disciplines include intercultural
or global competence in their accreditation standards: engineering,
education, nursing, social work, medicine and business.

! European Commission, (2023). Knowledge for Policy: Increasing significance of migration
https://knowledge4policy.ec.europa.eu/increasing-significance-migration_en




INTERCULTURAL COMPETENCES

Intercultural competences are the abilities to function appropriately
in a complex environment characterised by an increasing diversity of
peoples, cultures and lifestyles. It is the ability to “function effectively
when interacting with others who are linguistically and culturally dif-
ferent from oneself” (UNESCO, 2013, p. 5). Different conceptualizations
of intercultural competence and the associated constructs make it nec-
essary to delve deeper into some of the components of intercultural
competence.

Intercultural competences, as Mauro, Sandu & Pacevicius (2023) sug-
gest, are transformative. They aim to promote structural changes in
institutions (e.g. social service institutions) in order to address the
causes of inequalities, discrimination, exclusion, lack of recognition
and respect for diversity, and the lack of spaces for interaction in con-
temporary societies. Intercultural competences are necessary in order
to design, implement and evaluate intercultural policies and to enable
administrations to adapt their services to the socio-cultural realities of
the local area.

Wolff and Borzikowsky (2018) identify that intercultural competence
(ICC) is becoming increasingly relevant in contemporary society due
to phenomena such as globalisation, intercultural cooperation and mi-
gration. Wolff and Borzikowsky (2018) note that over the last 60 years,
scholars from different fields have been exploring the concept of in-
tercultural competence, emphasising that intercultural competence is
a heterogeneous construct that encompasses a multitude of dimen-
sions that are necessary to interact appropriately and effectively with
people from other cultures. The authors underline that the conceptual-
isation of intercultural competence is further complicated by the diver-
sity of terminology that has emerged in the field and by some similar
concepts (Wolff, Borzikowsky, 2018). Some terms, such as intercultural
communicative competence or cross-cultural competence, are used syn-
onymously. There are other concepts that are related to intercultural
competence but differ from it in some nuances. For example, Hammer,
Bennett and Wiseman (2003) introduced the concept of intercultural
sensitivity as “the ability to distinguish and experience relevant cultural

differences” (p. 422). Greater intercultural sensitivity is considered to be
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associated with a greater potential for the realisation of intercultural
competences and is essential for their development (Hammer et al.,
2003). (Hammer et al., 2003). On the other hand, the concept of inter-
cultural adaptation emphasises the process of behavioural change in
response to culturally different environments. While successful inter-
cultural adaptation requires the adoption of behaviours that achieve
goals and perform tasks, this concept describes the outcome of inter-
cultural competence rather than the ability to interact effectively with
people from other cultures (Wolff, Borzikowsky, 2018).

The concept of intercultural competence is related to the concept of
cultural intelligence, which is defined as an individual’s ability to func-
tion and cope in culturally diverse environments. Unlike intercultural
competence, cultural intelligence is understood as a form of intelli-
gence and depends on a number of genetic and personality-related
components of intelligence (Wolff, Borzikowsky, 2018). This diversity of
conceptualisations leads to a variety of strategies for teaching intercul-
tural competences.

Intercultural competences develop the ability to convey information
about one’s own culture when interacting with people from other cul-
tures, as well as to interpret information about the other and one’s cul-
ture. Typically intercultural competences are gained through a combi-
nation of experience, training, and self-reflection. Despite the fact that
much of what becomes intercultural competences can be acquired
through personal experience, many programs have been designed to
provide formal teaching, and they often help substantially. It is impor-
tant for every social worker to understand one’s own culture. Under-
standing cultures as human constructs is a necessary step in learning
how to interact interculturally (Training Programme for the Develop-
ment of Intercultural Communication Competences, 2021).

Deardorff (2015) identifies generic skills that are related to intercultural
competences:

« Ability to communicate in a second (foreign) language

« Ability to understand gender equality issues

« Ability to seek, process and analyse information from different
sources



Ability to work in a team

Ability to work internationally

Interpersonal and communication skills

Ability to act in a socially responsible and civic-minded manner
Ability to appreciate and respect diversity and multiculturalism
Ability to use information and communication technologies
Ability to adapt and act in new situations

Ability to understand the cultures of other countries

¢ ¢ ¢ ¢ ¢ ¢ ¢ ¢

Deardorff (2015) argues that these skills can be integrated into inter-
cultural competences, but it is even more important to include specif-
ic aspects of intercultural competence. The author states that a major
challenge for educators is to dispel the myths about intercultural com-
petences that exist in the academic community (Deardorff, 2015). The
researcher argues that there are many myths about intercultural com-
petence development, including the following:

Myth 1 - international experience means intercultural compe-

tence.

Myth 2 - Intercultural competence is self-evident and cannot be
taught.

Myth 3 - intercultural competence is not so important in my disci-
pline.

Myth 4 - being fluentin another language is an indication of inter-
cultural competence.

Myth 5 - intercultural competence cannot be evaluated.

According to Deardorff (2015), all these myths of intercultural compe-
tence can be dispelled through different training programmes, and in-
tercultural competence can be evaluated in terms of specific learning
outcomes using a variety of methods. Furthermore, it is important to
recognise that intercultural competence goes beyond language and
knowledge of other cultures only, and to acknowledge that skills and
attitudes are equally important for developing intercultural compe-
tence (Deardorff, 2015).
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ELEMENTS OF INTERCULTURAL
COMMUNICATION COMPETENCE

Deardorff (2006, 2015) provides a research-based definition of intercul-
tural competence that identifies the essential elements of intercultural
competence:

& Attitudes. There are three identified attitudes: respect, openness
and curiosity (Deardorff, 2015). Respect for others implies that
they are valued, including showing interest in them and listening
attentively. It is particularly important to respect those whose be-
liefs and values may differ from one’s own. Openness and curios-
ity imply a willingness to take risks and go beyond one’s comfort
zone. These three attitudes are foundational for the further devel-
opment of the knowledge and skills needed for intercultural com-
petence. One of the ways to pursue these essential attitudes is to
question their assumptions about their own view of the world and
how they perceive others. This shift of assumptions can be done
through the training programme, particularly through experien-
tial learning opportunities where learners actively engage with
members of the local community (Deardorff, 2015).

{® Knowledge. The intercultural researchers in Deardorff (2006)
study reached consensus on the following categories of knowl-
edge: cultural self-awareness (i.e. how culture has influenced one’s
identity and worldview), culture-specific knowledge, deep cultural
knowledge (including an understanding of other worldviews) and
sociolinguistic awareness. It is important to mention that for the
purposes of this discussion, culture is defined as the values, be-
liefs and norms of a group of people that determine how individ-
uals communicate and behave, i.e. how they interact with others.
Culture does not necessarily refer only to individuals of different
national or ethnic origins, but also to other different groups (reli-
gious, socio-economic, gender, sexual orientation, regional) with-
in a given society. According to Deardorff (2006, 2015), the only
element on which all the intercultural researchers in the study
agreed was the importance of understanding the world from the
perspective of others.
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& Skills. Deardorff (2006, 2015) identifies the skills as part of a shared
understanding of intercultural competence, which are related to
the processing of knowledge: observing, listening, evaluating, an-
alysing, interpreting and relating. This coincides with the obser-
vation made by the former President of Harvard University on the
importance of “intercultural thinking”. In light of these skills, criti-
cal self-reflection is essential for developing and assessing inter-
cultural competence (Deardorff, 2015).

& Internal personal outcomes. These attitudes, knowledge and
skills determine the internal outcomes of a person including flex-
ibility, adaptability, ethnorelative perspective and empathy, the
latter becoming the main axis of intercultural competence. These
internal changes in the individual are the result of acquired at-
titudes, knowledge and skills and are essential for intercultural
competence. If these internal outcomes are achieved, individuals
are able to understand other people’s perspectives and to react
according to how the other person wants to be treated. Depend-
ing on the intercultural knowledge and skills acquired, individuals
may achieve this outcome with varying degrees of success.

{® External outcomes. A combination of attitudes, knowledge and
skills, and internal outcomes, as demonstrated by a person’s ob-
servable behaviour and interactions in an intercultural situation.
What is important is how effectively and appropriately the person
interacts with other people in intercultural interactions.

Summarising the results of the study, Deardorff (2015) highlights that
intercultural competence is the effective and appropriate behaviour
and communication in intercultural situations, where effectiveness is
determined by the person and appropriateness — by the other person(s)
involved in the interaction. Effectiveness (the degree to which a person
achieves one’s goals) is only one half of the intercultural equation, the
other half being appropriateness. This definition is based on the indis-
pensable elements of knowledge, skills and attitudes.

Intercultural communication takes place between people who speak
different languages and have different cultural backgrounds. Intercul-
tural communication refers to the ability to communicate effectively

20



with people from different cultural backgrounds, often by using a sec-
ond or intermediate language, simplifying language use, or conveying
meanings more clearly. These skills are necessary both for migrants
and the local population, especially professionals providing reception
of the migrants and integration support services - in general, those
who interact directly with users of public services.

Individual
Attitudes: Respect (valuing Knowledge & Skills:
other cultures); Openness Comprehension: To listen, observe &

(withholding judgment);
Curiosity & discovery
(tolerating ambiguity)

Cultural self-awareness,
deep cultural knowledge,
sociolinguistic awareness

evaluate; To analyze,
interpret & relate

Process Orientati

Desired Internal Outcome:
Informed Frame of
Reference Shift
(adaptability, flexibility,
ethnorelative view,
empathy)

Desired External
Outcome:
Effective and appropriate
communication &
behavior in an
intercultural situation

A~

Interaction

Fig. 2 Process model of intercultural competence (Deardorff, 2006, 2015)

Deardorff’s (2015) theoretically based model provides a number of im-
portant considerations that are relevant to the development of inter-
cultural communication competence.

& Firstly, development of intercultural competence is an ongoing
process and it is important that individuals are given opportu-
nities to reflect and evaluate their development of intercultural
competence over time. Furthermore, evaluation should be inte-
grated into all targeted intervention measures.
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& Secondly, critical thinking skills are very important (in the Skills
module), as they allow the individual not only to acquire but also
to evaluate knowledge. This means that the assessment of critical
thinking could also be an appropriate part of the assessment of
intercultural competence (Deardorff, 2015).

& Thirdly, attitudes, in particular respect (which manifests itself
differently in different cultures), openness and curiosity, are cen-
tral to this model and influence all other elements of intercultural
competence. Thus, it is important to pay attention to the assess-
ment of attitudes (Deardorff, 2015).

{® Fourthly, knowledge alone is not enough to develop intercultur-
al competence, as the development of intercultural thinking skills
becomes more important than knowledge (Deardorff, 2015).

{ Fifthly, all the experts on intercultural cooperation in this study
agreed on only one aspect, namely the ability to view the world
from other’s perspectives (Deardorff, 2015).

Exploring intercultural perspectives (even how differently a subject is
taught in the world, such as Mathematics) and being able to under-
stand other worldviews is becoming an important part of intercultural
communication. It is also important to take into account definitions of
intercultural competence. “For example, from a South African perspec-
tive, the concept of Ubuntu (African humanism) emerges as a key element
of intercultural competence. Other cultures may also focus more on the
relationship than the individual” (Deardorff, 2015). Which definition(s)
of intercultural competence will be used in the field of social work and in
each region of the world? What will this definition be based on? These
questions need to be answered at the beginning of the process of the
development of intercultural communication competences.

Intercultural communication competence refers to the ability to un-
derstand and interpret the verbal and non-verbal aspects of commu-
nication, taking into account the cultural background of the interlo-
cutors. They include skills such as listening and observation, adapting
and changing communication styles, linguisticc communicative and
multilingual skills, as well as empathy, flexibility and adaptability. Writ-

ten and visual communication is also important in the development of
22



a communication campaign for public and private services aimed at
achieving the objectives of different populations.

Communication is important for the development of this competence.
It should be noted that communication in this case is not only be-
tween individuals, but also between systems, which are understood as
communication partners. The groups that exist within the mainstream
culture are called subcultures: ethnic, religious, professional, etc. The
main factors that lead to intercultural differences are: cultural history;
cultural individuality, material culture, art; language and cultural stabil-
ity; faith cultures; non-verbal behaviour; perception of personal space;
perception of time; recognition and achievements; and patterns of
thinking (BarSauskiené, Januleviciuté-lvaskeviciené, 2007). Failure to
appreciate cultural differences can lead to misunderstandings in the
communication process. In order to reduce the risk of potential inter-
cultural conflicts, it is necessary to develop intercultural communica-
tion skills.

CULTURE SHOCK

When people from several cultures come into contact, they naturally
experience psychosocial changes of varying degrees of severity, de-
fined in the mid-twentieth century as culture shock. Culture shock is
the emotional and physical discomfort and disorientation of an indi-
vidual as a result of being exposed to an alien cultural environment
and encountering another culture (Oberg, 1960).

The term “culture shock” is used to describe a situation in which a per-
son has to adapt to a new paradigm in which previously held cultural
values and patterns of behaviour are not effective (Demidenko, 2019).
The conflict between existing and new cultural norms and value ori-
entations is caused by the fact that most people do not really per-
ceive themselves as representatives of a particular culture. Within the
boundaries of one’s own culture, a clear illusion of a worldview is creat-
ed, which we perceive at a subconscious level as the only one possible.
It is only when one leaves one’s own culture and is confronted with a
different way of seeing the world that one is able to grasp the peculiar-
ities of one’s own worldview. Representatives of both dominant and
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non-dominant culture groups experience culture shock in different
ways (Demidenko, 2019).

Several factors of the intensity of culture shock are distinguished. Inter-
nal: gender, character traits, age, previous experience, motivation for
adaptation, professional competence (language, ability to learn), tol-
erance of social diversity, etc. And external factors such as cultural dis-
tance, representative of individualistic or collectivist society, migrants’
integration systems in the host society (Dutton, 2012).

Oberg (1960), the originator of the concept of culture shock, identified
six key symptoms of culture shock:

« The tension created by the person’s psychological adaptation ef-
forts;

« Sense of loss (of status, friends, homeland, profession, wealth);

@ Sense of mutual exclusion (from the host culture and the new-
comer’s culture);

@ Restructuring of the role system, difficulties in understanding
oneself, one’s values and feelings;

« Anxiety caused by various feelings (surprise, rejection, resent-
ment) arising in the process of understanding cultural differences;

« Feelings of inferiority as a consequence of not being able to cope
with the new situation.

In Oberg’s traditional model, the process of culture shock is presented
in a U-shape consisting of three phases: the honeymoon, frustration
(crisis) and adjustment (Oberg, 1960). Contemporary academic litera-
ture (Dutton, 2012) refers to four phases, which in turn consist of sev-
eral stages:

@ The "honeymoon” stage (expectations, hopes, “...we went to Eu-
rope..”);

« The anxiety and hostility stage (the critical stage — a period of dis-
illusionment, the quest for marginalised contact with “insiders”.
Hypercritical - hypersensitivity to differences, difficulties; psy-

choemotional and psychosomatic disorders);
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« Adjustment stage (optimism stage — more self-confident, able to
function independently in the new environment, often able to ac-
cept the “strange” aspects of the new environment with humouir,
to laugh at others’reactions to oneself and one’s own reactions to
others);

« Bicultural stage (partial adaptation and full adaptation stages).

Many authors identify biculturalism as one of the key indicators of suc-
cessful integration. A person assimilates the basic values and rules of
behaviour of the host culture, functions independently in the new so-
ciety, but is able to maintain his/her national identity and actively par-
ticipates in the life of both one’s own and the new culture. According
to researchers, culture shock in “small doses” has a positive impact on
personal growth. Critical doses of culture shock can lead to negative
ethnic stereotypes.

ETHNIC STEREOTYPE

It is a schematized picture of one’s own or another ethnic community,
outlining a simplified knowledge of the psychological characteristics
and behaviour of the members of a particular nation.

It is the basis for a strong and emotionally charged opinion of one
nation about another nation and about ourselves. These ethnic ste-
reotypes can lead people towards subjective conclusions and unfair
treatment of people from other ethnic groups. Research studies are
being carried out to examine ethnic stereotypes (e.g. providing a list
of adjective and asking people to classify them as belonging to dif-
ferent nationalities: Americans, English, Italians, Chinese, Lithuanians,
Ukrainians, Russians etc.). In Lithuania, studies on ethnic stereotypes
are also conducted, albeit sparsely. A study comparing ethnic stereo-
types of Lithuanians and Chechens was carried out in 2006 (Martisius,
Bereznaja), the results of which are presented in Figure 3.

For social workers working with forced migrants, it is important to be
able to reduce the impact of ethnic stereotypes, hence the question:
how can we reduce the impact of ethnic stereotypes in social work
with forced migrants?
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The aim was to determine whether ethnic stereotyping would be present in the
evaluation of the article and the competence of the author.

The evaluation of the article was more positive when the ethnicities of the
evaluator and the eva-
luated coincided.

Lithuanians  working -
with ~ Chechens and |
more  familiar ~ with
Chechens were more
likely to evaluate the
Chechen authors ar-
ticle favourably than
Lithuanian readers who , |
did not know Chechens. NATIONALITY
It is worth noting that

there is no statistically ., | I
significant  difference & Lithuanian
between the stereotyp-
ing of Lithuanians and 15 ] i Chechen
Chechens, ie. both na- n= 2 0 »

tionalities tend to ste- Lithuanian Chechen

reotype people of other
nationalities.

4,0

3,0+ JRN S

publication author’s nationality

Fig. 3 Comparison of Lithuanian and Chechen ethnic stereotypes (Bereznaja, 2006)

Direct interpersonal contact is one of the key ways to reduce stereo-
types. The direct experience of interpersonal communication creates
positive conditions for attitude change, which in turn leads to be-
havioural change.

It is noteworthy that the principle of “rebound effect”is also known, i.e.
a change in behaviour can lead to a change in attitudes. If representa-
tives of different nations have negative attitudes towards each other,
it is recommended to create favourable conditions for their direct in-
terpersonal communication (Nal¢adzian, 2004). The aim is for them to
get to know each other through direct contact, to discover each other’s
positive qualities in joint activities, to gain new experiences of intercul-
tural communication and to move beyond ethnic stereotypes.
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OVERVIEW OF THE PROJECT’'S RESEARCH ON THE COMMUNICA-
TION ATTITUDES OF SOCIAL WORKERS

Attitudes and the ethnic stereotypes discussed above play an impor-
tant but often underestimated role in intercultural communication. In
this context, ESW project study was carried out to examine the com-
munication attitudes of Cypriot and Lithuanian social workers working
with forced migrants. The study consisted of 3 parts: psychodiagnosis
of communication attitudes before the training; participation of Lithu-
anian and Cypriot social workers in the Erasmus+ international training
using experiential education methods; psychodiagnosis of communi-
cation attitudes after the training.

Psychodiagnostics adaptation of communication attitudes was used in
the study, with questions in Lithuanian and English - languages which
the participants understood. Findings of the study were analysed ac-
cording to the psychodiagnostic methodology of communication at-
titudes, distinguishing several dimensions and focusing on changes
in the key dimension - attitude towards forced migrants — before and
after the training. It should be noted that before the training the ma-
jority of social workers had an average level of general communicative
tolerance. This reflects a common attitude towards other people, gen-
eral preferences that are determined by their own experiences, values
and attitudes. Similar results emerged in the dimension of situational,
professional communicative tolerance. However, the level of typical
communicative tolerance — showing preferences towards groups such
as immigrants, people with disabilities, people of different nationalities
- was below average, i.e. the identification of certain negative attitudes
towards forced migrants.

The level of social workers’general communicative tolerance increased
(in both Cypriot and Lithuanian social workers’ groups) after partici-
pation intraining in intercultural communication skills based on expe-
riential education methods. General preferences of the participants
became more positive. The impact of the training on the dimension of
typical communicative tolerance was identified: after the new experi-
ence of intercultural education, the proportion of negative attitudes,
especially towards working with forced migrants, decreased.
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POSSIBILITIES OF USING EXPERIENTIAL EDUCATION
METHODS IN THE DEVELOPMENT OF INTERCULTURAL
COMMUNICATION COMPETENCES

Intercultural communication competences are not innate or automat-
ically acquired; they need to be developed, practised and maintained.
The process of strengthening these competences requires the creation
of conditions and methodologies to foster them. Developing intercul-
tural communication competence requires working on people’s atti-
tudes and behaviour in intercultural interactions. This means seeking
to change people’s attitudes by encouraging learners to question the
underlying assumptions of their cultures. For these reasons, experien-
tial learning methodologies can be used in the development of inter-
cultural competences (Mauro, Sandu & Pacevicius, 2023; Piaget, 1977;
Kolb, 1984; Dewey, 1997 2).

The identification of the needs and aspirations of newcomers’ linguis-
tic, ethnic or cultural minority groups should not be neglected when
planning the development of intercultural communication compe-
tences. Some ethnic groups may have similar needs to other groups,
while others may have specific needs, particularly in relation to issues
such as schooling, educational services, employment, belief and places
of worship. Recognition of groups’ cultural identities is essential to ac-
tivate any consultation and/or participation processes or to seek repre-
sentation on specific issues (Mauro, Sandu & Pacevicius, 2023).

Mauro, Sandu & Pacevicius (2023) argue that developing intercultur-
al communication competence is not primarily a matter of learning
about other cultures, but of becoming aware of one’s own cultural
identity, of understanding how our culture(s) influence our behaviour
and how we develop relationships with others. The intercultural ap-
proach recognises that people’s cultural identities are multidimension-
al, or intercultural and dynamic. Indeed, cultural identity is influenced
by how people associate meanings with characteristics such as ethnic-
ity, culture, language, as well as age, gender, disability, class, religious
beliefs, etc. This first step of self-knowledge of one’s cultural identity is

2 Experiential learning: Experience at the source of learning and development. Englewood Cliffs, NJ, Pren-
tice Hall. Dewey, J. (1997), Experience and Education
https://www.schoolofeducators.com/wp-content/uploads/2011/12/EXPERIENCE-EDUCATION-JOHN-DEWEY.pdf.
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essential to acknowledge that one’s own culture and worldview is not
unique and that others may have different cultural perspectives. This is
a prerequisite for accepting and respecting diversity. At this stage, it is
important to ask questions such as: “Why do we behave this way and not
that way?’, “Why do we perceive each other in a certain way?’, “How does
our cultural perspective affect the relationship between the newcomers
and the population?” (Mauro, Sandu & Pacevicius, 2023).

According to Kolb’s learning cycle (1984) (cited in Mauro, Sandu &
Pacevicius, 2023), teaching activities aimed at developing intercultur-
al competences should go through four stages. Consequently, at each
stage, you can answer a series of questions that will help you under-
stand whether your training activities facilitate participants’ learning
(Mauro, Sandu & Pacevicius, 2023):

{® Experience: Does the proposed teaching activity help partic-
ipants to build knowledge based on their existing experience
based on their intercultural experience, on their experience of di-
versity within or outside the teaching group, or on examples from
their life experience?

{® Reflection on experience: Does the proposed activity provide an
opportunity to reflect on and relate participants’personal learning
journeys and to understand their own and others’ reactions and
attitudes to these experiences?

& Conceptualization: Does the proposed activity help participants
to explore a concept or a framework, to make sense of the reflec-
tion by relating it to existing intercultural or culture-specific con-
cepts or frameworks?

{® Experimenting: Does the proposed activity help learners to apply
a concept in a pragmatic and relevant way, which provides a new
experience to reflect on? For example, trying out a new model of
conflict resolution, or practising a new behaviour to better adapt
to another culture, or performing differently in a similar situation,
thus moving forward in one’s field of expertise (Mauro, Sandu &
Pacevicius, 2023).

The main tools for experiential learning are small group activities, exer-
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cises, games, simulations, teamwork projects, storytelling and self-re-
flection activities, best practice examples or case studies, etc. Small and
large group interactions and conversations activate and harness the
diversity and intercultural dialogues of the training participants, thus
fostering the development of their intercultural competences (Mauro,
Bolzani, 2020).3

The learning environment must contribute to building trust through
meaningful intercultural interactions. Fostering an environment of
mutual trust and sharing will create a culture of openness and an envi-
ronment of meaningful exchange. Ensuring that the teaching/learning
process is participative and that all participants are accepted as equals
requires giving them more ownership of the learning process, increas-
ing the likelihood of long-term learning. The educator/trainer should
take the following points into account:

« Create a judgement-free environment: all opinions are fair and im-
portant.

« Accept participants’ feelings and experiences and avoid stereo-
types, prejudices, judgements or opinions.

« Involve participants in interactive and engaging activities (exer-
cises, discussions). Allow participants to discover and feel, rather
than explain, what inclusion or exclusion is.

@ Encourage dialogue and mutual listening, ensuring that everyone
can speak if they want to do so.

@ Encourage reflection among participants through open questions.

@ Encourage participants to share examples and short stories. Not
underestimate the opinions of participants.

@ Avoid one-on-one discussions and ensure that the whole group
participates in the discussions.

Participants’ reactions during the training, their own cultural identities
discovered during the interaction, their perception of multicultural
group dynamics and the way in which participants or groups interact

3 Mauro, di M. & Bolzani, D. “Neighbourness” competences: A literature Review. April 2020
httpy/mauradimauroweebly.com/uploads/5/5/6/4/556436/neighbourness_competences. a_literature review io1 report finalpdf
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with each other can provide material for consideration and learning
through trainer-led reflection. Educators/trainers play an important
role in achieving learning outcomes by facilitating group activities,
showing openness and respect for different opinions and points of
view, assisting the reflection on participants’ experiences and helping
them to develop intercultural communication competence.
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MODULE 2:

PSYCHOSOCIAL
CHARACTERISTICS OF
FORCED MIGRANTS




FORCED MIGRANTS AS A SOCIALLY VULNERABLE
CLIENT GROUP

First of all, it is important to discuss the concept of forced migrant itself.
It is worth noting that the choice of this term is not accidental. Forced
migrants are different from other people who migrate around the
world - forced migrants cannot return home. We are therefore talking
about migrants who leave their country and seek refuge in another
country for socio-political reasons (social unrest, military action, politi-
cal persecution, etc.).

The term Forced Migrant is used deliberately and, because of its inher-
ent broadness, covers not only those with refugee status but also those
who have been granted asylum, subsidiary protection or temporary
protection in the host country. In this context, a migrant with refugee
status is a person who, because of persecution in one’s country of or-
igin, or because of the fear of such persecution, a person cannot rely
on the defence of one’s country of origin. Such persecution must be
related to race, religion, nationality, membership of a particular social
group or political opinion (Law of the Republic of Lithuania On the Rat-
ification of the 1951 Convention Relating to the Status of Refugees and
its 1967 Protocol relating to the Status of Refugees, 1997). Whereas an
alien granted asylum is a migrant who, due to insecurity in one’s home
country, has been granted subsidiary or temporary protection in the
country of asylum and has been issued a temporary residence permit
(Law of the Republic of Lithuania On the Legal Status of Aliens, 2004).

The concept of forced migrant is broader, indicating that a person who
is forced to leave one’s country of origin goes through several stag-
es of migration. First of all, the forced leaver becomes an emigrant
(in relation to the country of origin). In transit migration, crossing the
borders of different countries, the person experiences the role of a mi-
grant. And, upon arrival in a particular country of asylum, the person
becomes an immigrant (in relation to the host country). In the role of a
migrant, a person may also be granted the status of a refugee, an alien
with subsidiary or temporary protection status, depending on the le-
gal specificities of one’s application for asylum.
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The Guidelines analyse the possibilities of developing intercultural
communication competence in the context of social workers work-
ing with immigrants of different statuses, which is why the concept of
Forced Migrants is used. It is noteworthy that the concept of forced
migrants is most often used in research descriptions and in the works
of scholars (Dermot, Benson, Dooley, 2008; Rodgers, 2004; Tuton, 2003;
Macchiavello, 2003 et al.), when analysing people who are forced to
leave their home country and seek asylum in another country due to
social and political reasons.

CHARACTERISTICS OF FORCED MIGRANTS AS A SOCIAL
EXCLUSION GROUP

Forced migrants is a socially vulnerable group. Demidenko (2019)
draws on research (Spencer, 2004; Phillimore, Goodson, 2006; Gurung,
2011) to argue that despite the fact that individual migrants’ experi-
ences of integration are not homogeneous, the vast majority of mi-
grants experience social exclusion. The overall integration experience
of forced migrants (across different spheres) is less successful than that
of the native population. This client group is socially vulnerable due to
the marginalising feature of belonging to an ethnic, religious minority

group.

Tatar (1998, 2015), analysing diversity in educational contexts, attri-
butes belonging to immigrant, non-dominant ethnic, religious or
linguistic groups as characteristics that lead to social exclusion. The
analysis of data from research studies (Terzil, 2005; Kahan-Strawczyn-
ski, Levi and Konstantinov, 2010; Hernandez, Cervantes, 2011; Korem,
Horenzyk, 2015) demonstrates social exclusion of young immigrants in
educational institutions, a higher level of academic failure compared to
the general population and a propensity for unsafe behaviour (school
absenteeism, delinquent behaviour) (Demidenko, 2019).

The multidimensional concept of social exclusion is being actively de-
veloped in contemporary scientific literature (Spencer, 2004; Barnes,
2005; Fernandez, 2014), distinguishing several levels of exclusion:

@ Economic (poverty, unemployment)

e Legal (equal opportunities, political participation)
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@ Educational (accessibility of the education system, education
characteristics of persons with special needs, reintegration of stu-
dents who drop out of school, non-formal education through the
community and community activities)

@ Psychological-personal (alienation trends in interpersonal rela-
tions in the context of the development of scientific technologies)

« Socio-cultural

Within each of these levels, the individual’s lack of participation (or di-
minished opportunities to participate) in the social, economic and cul-
tural life of society is analysed.

Poverty is undoubtedly one of the key features of social exclusion, but
other aspects of the process of social exclusion are also quite impor-
tant: demographic vulnerability (intergenerational, age-related); low-
paid work and unemployment; the characteristics of the place where
people live (deprived areas, problematic neighbourhoods); physical
and mental health problems; discrimination. In the context of the anal-
ysis of the social exclusion of forced migrants, it is important to con-
sider the marginalising feature of belonging to an ethnic or religious
minority group.

Research by Esser (2000), Major, Wilkinson, Langat, Santoro (2013),
Montgomery, Foldspang (2008), Okuneviciuté Neverauskiené (2010),
Zibas (2013a, 2013b) reveals the social exclusion of forced migrants,
experienced through discrimination, as they are often subjected to the
negative attitudes of the host society. Even societies with strong de-
mocratic traditions have negative stereotypes about forced migrants-
they are perceived as a threat to the majority’s culture, a burden on
society, etc. Social exclusion and discrimination are identified in the
labour market, education and healthcare.

Summarising the psychosocial characteristics of forced migrants and
the characteristics of forced migrants as a socially excluded group, it is
possible to draw a portrait of the forced migrant, also referred to as the
“face of the migrant”by scholars (Spallek, Zeeb & Razum, 2011, Rechel,
Mladovsky, Ingleby, Mackenbach, & McKee, 2013). A forced migrant is
thus a person who has been forced to leave one’s home country for
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social and political reasons and has been granted asylum in another
country. As a member of a socially excluded group, this person is char-
acterised by certain traits:

L 4

L 4

L 4

Belonging to an ethnic or religious minority
Trauma and mental health problems

Legal exclusion (lack of opportunities for political participation in
the host society)

Restrictions on participation in the labour market and low eco-
nomic status

Lack of social contacts in the host society

Educational exclusion (drop-out of children of forced migrants
from the mainstream education system, lack of access to higher
education for forced migrants, lack of methodological teaching
tools, etc.)

Insufficient education or the one that does not fulfil the require-
ments of the host country

Low social status as a result of forced migrant status (risk of be-
longing to marginal delinquent groups)

TRAUMA AND ITS IMPACT ON WORKING
WITH FORCED MIGRANTS

Migration, as a process that a person has to go through, is a priori as-
sociated with traumatic experiences and the risk of psychological and
psychosocial disorders. The high risk of migration is conditioned by the
necessity of forced reconstruction of migrants’ personal ties and so-
cial networks, the dangerous movement from one system (social, ed-
ucational, cultural, economic) to another, and the change of systems
(Kirmayer, Weinfeld, Burgos, du Fort, Lasry, Young, 2011). The migration
process is often divided into three phases: pre-migration, migration
and post-migration. It should be noted that each phase is associated
with certain risk factors.
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« The pre-migration phase is most often associated with disruptions
in normal social roles and networks, loss of education and employ-
ment opportunities.

« The migration phase is characterised by feelings of loss of iden-
tity and uncertainty about citizenship. Many authors note the
high risk of experiencing violence during this phase (illegal mi-
gration, detention, refugee centres). Depression and personality
disorders are also often provoked or complicated (Steel, Silove,
Brooks, Momartin, Alzuhairi & Susljik, 2006; Robjant, Hassan, Ka-
tona, 2009).

@ Duringthe post-migration phase, when the host country has grant-
ed a certain status to the forced migrant, feelings of optimism and
hope are often experienced. These feelings have a positive impact
on the psychosocial well-being of the migrant in the initial phase
of integration, but in the long run, due to difficulties in realising
expectations, problems of adaptation to the new environment,
structural barriers to integration, and often discrimination, they
lead to depression, demoralisation, apathy and personality disor-
ders in the group of forced migrant (Noh, Kaspar, Wickrama, 2007;
Tran, Manalo, Nguyen, 2007).

TRAUMA IN THE CONTEXT OF INTERCULTURALISM

In this publication, we analyse the phenomenon of trauma in the con-
text of interculturalism. According to Maercker, Heim and Kilmayer
(2019) a culturally sensitive perspective is the most promising way to
understand the diversity of the trauma phenomenon. Culture is an in-
tegral part of mental health because the individual is inseparable from
culture and social environment. Many contemporary trauma and men-
tal health experts emphasize the importance of culturally sensitive
care in their research and articles:

« Kirmayer and Gémez-Carrillo (2019) discuss the importance of ap-
plying an ecosocial approach in mental health theory and prac-
tice;

« Hinton and Bui (2019) present the intercultural model for the anal-
ysis of trauma-related disorders when analysing the phenomenon
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of post-traumatic stress disorder (PTSD);

« Gross and Killikelly (2019) introduce the concept of sociosomatics,
etc. Recent research has shown that even the experience of trau-
ma-related grief and loss is influenced by cultural context.

In the 21st century, professionals are increasingly talking about cul-
turally responsible care (especially in the intercultural context). Defini-
tions of culture change over time, but the human connection to culture
does not disappear. This is why the modern concept of mental health
is also inseparable from culture as a matrix of social experience. It en-
compasses all the socially constructed aspects of life that shape neu-
rodevelopment, daily functioning, self-perception and perceptions of
illness and health. While some aspects of culture are explicitly defined
as norms, values, ideologies and practices, much of culture is impli-
cit, comprising a taken-for-granted system of knowledge and beliefs.
Implicit culture may only become apparent during cultural change or
intercultural encounters. In refugee assistance practices, cultural differ-
ences are often manifested in characteristic behaviour, ethnicity or na-
tional origin. These forms of identity are cultural constructs themselves
based on norms and conventions (Maercker, Heim and Kilmayer, 2019).

Thus, we are convinced that culturally sensitive principles are essen-
tial when providing assistance to traumatised forced migrants. In the
refugee assistance process, a focus on culture serves several functions:

1. It can help refugees to communicate their concerns in forms that
are close and meaningful to themselves, their families and their
communities.

2. It can aid professionals in interpreting the diagnostic significance
of forced migrants’ symptoms and behaviours, and in assessing
forced migrants’ preconceptions in relation to relevant norms and
contexts.

3. It can assist in the development of culturally appropriate support
plans and interventions.

4. Cultural sensitivity is essential for successful outcomes and ade-
quate evaluation of interventions.
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In this respect, professionals working with forced migrants need inter-
cultural communication competence and a basic knowledge of trauma
and the current adaptation process of forced migrants. It is important
to note that past trauma is compounded in the process of re-victimi-
sation, when integration difficulties are encountered. Arriving in a for-
eign country, forced migrants have to overcome a psychological crisis.
According to Kirmayer et al. (2007), a crisis is a particular mental state
of a person when facing a life situation in which one’s experiences and
responses are no longer sufficient to understand what is happening,
to socialise and to cope. This is the situation that forced migrants often
have to face when they arrive in a foreign country: a foreign language,
different rules of behaviour, different educational requirements, differ-
ent labour market needs. In this scenario, the skills, knowledge and abil-
ities of forced migrants are no longer sufficient for their independent
functioning and integration in the local host communities. Findings by
Sirin, Rogers-Sirin (2015) show that the first generation of immigrants
is extremely vulnerable (compared to the general population or other
generations of immigrants), experiencing high levels of acculturation
stress, and suffering from severe mental health disorders.

World Health Organization (World Health Organization, 2006), in its re-
search on the psychosocial problems of forced migrants, stresses that
the entirety of their past, present and foreseeable situation is experi-
enced in a transition from one phase to another. Five phases of the
refugee crisis can be distinguished:

1. Catastrophe (the world seems to be falling apart, total despair).
2. Self-determination (decision to flee the country).

3. Dissociation (forced migrants describe this feeling as “floating in
the air’, without a clear understanding of the situation, a sort of
oblivion).

4. Confrontation and reaction (there is a time to come to terms with
one’s own feelings, experiences and current situation. It often
shows tendencies of aggression, anger).

5. The phase of reconciliation and new life.
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In order to reveal the psychosocial characteristics of forced migrants,
it is necessary to address the issue of mental health disorders in this
target group. Despite some uncertainty in the scientific community
about the prevalence of mental health disorders in the forced migrant
population (e.g. doubting whether 86% of the population is actually
affected by mental health disorders (Fazel, Wheeler, Danesh, 2005),
studies have shown that forced migrants, who have experienced war,
repression, violence, hunger, discrimination and other similar traumas,
have psychological problems and often suffer from illnesses such as
post-traumatic stress disorder, depression and co-occurring mental
disorders, neuroses, phobias, high levels of anxiety, and a variety of
personality disorders (Pedersen, 2002; Murphy, Ndegwa, Kanani, Ro-
jas-Jaimes, Webster (2002); Pitman, 2010; Kirmayer & Gémez-Carrillo,
2019; Gojer, Ellis, 2014). Meta-analysis of more than 20 studies (Fazel,
Wheeler, & Danesh, 2005) found that:

« On average, one in five adult forced migrants admitted in Western
countries has post-traumatic stress disorder or trauma-related dis-
orders (chronic pain, other psychosomatic disorders);

« Onaverage, one in twenty adult forced migrants admitted in West-
ern countries suffers from depression;

@ On average, one in twenty-five adult forced migrants has gener-
alised anxiety disorder.

Tens of thousands of forced migrants currently hosted in various coun-
tries (including Lithuania) suffer from a range of mental health prob-
lems, the most common of which is post-traumatic stress disorder.

Notably, there is a direct link between the experience of trauma and
the persistence of specific symptoms. This link may be relevant even
over a period of fifty years. Thus, even forced migrants living in a safe
country of asylum are plagued by anxiety, depression, and chronic
post-traumatic stress disorder (Pedersen, 2002; Gojer and Ellis, 2014).

Hence, the painful individual experiences of forced migrants at the
micro-level are linked to processes of macro-level determinants such
as integration, the right to education and equal participation in the
new labour market and political life (Gojer, Ellis, 2014). Having expe-
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rienced culture shock and re-victimisation due to adaptation difficul-
ties, limited educational opportunities and lack of preparation for the
labour market, forced migrants often become demotivated to inte-
grate into a new society and suffer from mental health problem:s.

THE PHENOMENON OF TRAUMA AND POST-TRAUMATIC STRESS
DISORDER

Traumas and traumatic events can be very different. For structural
purposes (Janoff-Bulman, 2002) , traumatic events are classified ac-
cording to:

& Technogenic causes (accidents, industrial disasters, etc.);
< Natural causes (natural disasters, natural cataclysms);

& Socio-biological (military action, repression, terrorist attacks, sui-
cide, violence, etc.).

- The person has gone through events AN
that have had a major impact on per- / Emotional
sonal health/life (military action, tor- [

ture, terrorism, etc.) \y /
i

- Constant re-experiencing

of the traumatic event: _ - R 1
. . / Changes in " ch e N
memories, nightmare | ejation- [ Changes |' Argcs 13
o . o | - CoOnNSCIous-
dreams, behaviour and | shipswith \ invalues ;| | e
feeling as if the traumat- . ahinrs 4 \x\ Vi \_ S
ic event is happening s -
again, etc. A
. . . . /" Changes in
- Constant avoidance of stimuli remi- - o~
. . |
niscent of the trauma and fading of \  perception

reactions (feeling of alienation). .

It should be noted that such a condition results in a clear clinical manifesta-
tion of an unwillingness or inability to communicate, to work, to function in
other essential areas of life.

Fig. 5 Symptoms of Post-Traumatic Stress Disorder
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The traumatic experiences of forced migrants are mostly related to
traumas of natural and socio-biological causes. Trauma often leads to
the risk of developing Post Traumatic Stress Disorder (PTSD). Statistics
reveal that the likelihood of developing trauma-induced PTSD in spe-
cific groups such as forced migrants, war refugees and veterans, vic-
tims of natural disasters and victims of violence ranges from 58% to
82%. According to the International Classification of Diseases, current-
ly being updated (ICD-11), post-traumatic stress disorder is a disorder
that develops in the face of an extremely threatening or frightening ex-
perience, or a series of experiences. It is followed by a recurrent reliving
of the event(s), with memories coming into consciousness in the form
of images or dreams. Persistent avoidance of stimuli or situations that
may resemble the traumatic event, hypersensitivity to environmental
stimuli, which lasts for at least two weeks and disrupts the person’s nor-
mal functioning quite significantly.

In 2018, the World Health Organisation added the diagnosis of Com-
plex Post-Traumatic Stress Disorder (CPTSD) to the International Clas-
sification of Diseases, 11th edition (ICD-11). CPTSD is characterised by
trauma-induced stress manifested by both post-traumatic reactions,
such as reliving the traumatic event in the present, avoidance, and a
heightened sense of threat, and difficulties in personal organisation,
such as problems with emotion regulation, identity, and relationships
(Gelezelyte, 2022).

To identify clients who may be diagnosed with PTSD as a result of trau-
ma, it is important to be aware that these individuals are character-
ised by emotional dysregulation (frequent mood swings, emotional
stability, etc.), changes in consciousness, changes in self-perception
(“victimhood’, feelings of guilt and shame leading to low self-esteem,
etc.), changes in values (as the events experienced are linked to ex-
istential aspects) and changes in relationships with others (impaired
social activity, destructive relationships in the close environment, so-
cial isolation, etc.). Clients with PTSD also experience sleep disorders;
increased irritability, possible anger attacks; difficulty concentrating;
psychogenic amnesia (not remembering important aspects of the
trauma); heightened levels of alertness, tension; and exaggerated star-
tle reactions. Typical features are intrusive and repetitive flashbacks,
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dreams or nightmares of the stressful event, despite persistent emo-
tional “numbness” and blankness of feeling, detachment from others,
insensitivity to environmental influences, anhedonia and avoidance
of traumatic events and situations. This is usually accompanied by
increased agitation of the autonomic nervous system, manifested by
increased irritability, increased fearfulness and insomnia. These symp-
toms often coexist with anxiety and depression, and suicidal ideation
is also common. It should be noted that such PTSD condition impairs
person’s ability to communicate, work, and otherwise function in other
essential areas of life.

When providing psychosocial support to traumatised clients, it is im-
portant to understand that a fundamental feature of all traumatic
events (violence, natural disasters, military actions, etc.) is the disem-
powerment and a certain separation of the victim from other people.
Therefore, the provision of assistance must also be based on the return
of power to the traumatised person and on the establishment of a new
secure relationship. No intervention that takes power away from the
victim can be effective. The foundational powers of trust, autonomy,
initiative, competence, identity and proximity, as well as the empow-
erment of the client, are crucial in the process of providing support to
traumatised persons (Herman, 2006).

When providing support to traumatised people, it is important to un-
derstand one crucial aspect: “real trouble begins when traumatic acts
end” (Gelbudiené, Demidenko, 2021). It is not only the traumatic event
itself as a phenomenon that is important — it is the extent of its dam-
age. Itis often only during the post-traumatic period that the degree of
destructiveness of the traumatic event, the expression of psychosocial
relationships and mental health disorders can be realistically assessed.
This is why, in the contemporary context, the provision of psychologi-
cal and social support to traumatised persons is becoming increasingly
relevant. We hope that this publication will become a useful method-
ological tool in your challenging but meaningful professional activity.

When planning support for traumatised people, it is important to be
aware that recovery occurs in three stages (Malkina-Pych, 2004, Her-
man, 2006):
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1. Safety
2. Remembrance and mourning
3. Acceptance and return to everyday life

The process of providing help and recovery is not easy. Fluctuating and
often contradictory, traumatic syndromes lead to defensive behaviour
in clients, avoidance, instability, etc. However, successful complex psy-
chosocial support aims at a gradual shift from unpredictable danger
to reliable safety, from dissociated trauma to consciously perceived
memories, from stigmatised isolation to restored social relations with
society (Gelbudiené, Demidenko, 2021).

Obviously, the first step in helping a traumatised person is ensuring
safety. This publication is not intended to address the issue of organ-
ising the physical security of the client. Psychosocial support profes-
sionals are certainly familiar with the Law on Protection against Do-
mestic Violence (No XI-1425), adopted in 2011, safe accommodation in
crisis centres and similar security measures. In the context of psycho-
social support for trauma survivors, we emphasise security in terms of
self-awareness, self-control and the creation of a safe environment. This
is because trauma takes away the victim’s sense of power, the belief that
you are the master of yourself (your body, behaviour and thoughts)
(Herman, 2006). Therefore, the main goal of the second phase is to help
the client to recall the traumatic memories and to transform them in
a way that the traumatised person is able to integrate them into one’s
life. The transformation of the traumatic event involves a variety of
approaches from different strands of psychotherapy (some of which
are reviewed in this chapter), but the essential feature of all these ap-
proaches is the “confrontation” with the trauma. Clients with PTSD
usually seek to forget, to push away traumatic memories. The special-
ist’s task is to help the client, in a safe psychotherapeutic environment,
to recall and then transform these memories. For this purpose, the fol-
lowing methods are used (Malkina-Pych, 2004; Herman, 2006):

e “Story-telling” method
¢ “Testimonial” method

e “Letter writing”
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«» “Confession reading” and other methods

The essential aim of these methods is to help the client to remember,
retell and describe the traumatic event in as much detail as possible
and, above all, to see oneself in it, with a view to subsequent transfor-
mation.

The aim of traumatic transformation is to help the client, in a safe psy-
chotherapeutic environment, to overcome the horror of the traumatic
event by reliving the same experience, but using the “anti-traumatic
potential” identified in previous consultations. Different psychother-
apies highlight this potential in different ways. The discussion of the
peculiarities of complex psychotherapeutic support for people who
have experienced trauma highlights the relevance of training for all
professionals. Not only psychologists, but also social workers, social
pedagogues and educators need to be familiar with the methods of
dealing with PTSD, understand the conditions of their application and
the principles of how they work.

The analysis of scientific literature on trauma (Kobasa, 1982; Green,
1990; Adshead, 2005; Malkina-Pych, 2004; Figley, 2014;) shows that the
most common methods used to help people with trauma are:

@ Psychoeducation and Rational Emotive Psychotherapy - where
client’'s awareness of the mechanisms of PTSD is increased;

« Mental self-regulation techniques — aiming to reduce symptoms
of anxiety and tension (autotraining, rhythm therapy, relaxation,
active visualisation of positive images);

@ Cognitive psychotherapy to re-think disadaptive and irrational
thoughts;

@ Humanistic (person-centred) therapy to transform the client’s at-
titude towards the traumatic event and to take responsibility (not
for the event itself, but for one’s attitude towards it, thus giving a
sense of control over the situation);

« Positive therapy, Gestalt therapy - focusing not only on the prob-
lems, but also on the methods of coping with them, on the indi-
vidual's potential for overcoming the trauma.
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@ EMDR and other trauma-focused psychotherapies.

The principle of providing help is to restore a sense of power and secu-
rity to the victim. To summarise all the approaches briefly presented in
various branches of psychotherapy, it should be noted that the choice
of a particular method of help is a decision between the client and the
professional. Work with traumatised clients can be carried out both in-
dividually and in a group, using a variety of psychological and social
support methods. However, regardless of the methods chosen, | would
like to point out one universal law - in the process of helping a trauma-
tised person the relationship is the most important (Spinelli, 2007,
2014). It has to be admitted that in our country psychological help is
very often mystified. As if some magical methods are used that change
the client and his life. There is no doubt that psychologists and psycho-
therapists are particularly important players in complex psychosocial
assistance. Their knowledge and skills are specific, but the role of the
social worker, the social pedagogue, the educator in the process of pro-
viding assistance is also valuable. It is important that each provider has
a clear understanding of the functions, work processes and methods of
his or her colleagues, without creating unreasonable expectations for
him or herself or the client. Most importantly, each professional should
be able to establish a positive, constructive and empowering relation-
ship with the traumatised client. The relationship is an essential condi-
tion for the recovery of mental disorders and returning to social func-
tioning (Spinelli, 2007, 2014).

THE STAGE OF MOURNING FOR TRAUMA-INDUCED LOSS AND
ACCEPTANCE

When working with traumatised clients, it is important to know that
trauma inevitably brings loss. Those who have been physically trauma-
tised (physical or sexual violence) lose their sense of bodily integrity.
And those clients who manage not to be physically harmed still lose
the internal psychosocial structures of the self in relation to other peo-
ple. Trauma of any kind leads to a painful emotional vacuum, feelings
of loss and emptiness. This leads to the need for another stage of psy-
chosocial support — the promotion of constructive mourning.
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According to Herman (2006), immersion in mourning is the most nec-
essary, but also the most frightening stage of psychosocial support
for traumatised clients. It should be noted that although mourning is
a natural part of any bereavement (and we have already established
that trauma is about loss and bereavement), it is often resisted by cli-
ents. Client resistance is caused not only by fear but also by irrational
thoughts and attitudes. For some clients, mourning is like admitting
that what has happened has defeated them. It is therefore very im-
portant to help the client to see mourning as an act of courage and
wise resistance rather than an act of humiliation. It is only by mourning
all that has been lost as a result of the trauma that the client discovers
one’s indestructible inner potential.

When the trauma has a socio-biological cause, an important task in the
mourning period is to help the client to accept that retaliation and re-
venge are not contributing to healing. Fantasies of revenge further link
the client to the abuser. According to Herman (2006), it is important to
help the client to understand that mourning, not revenge, helps the
client to see a more abstract, more societal process of repairing the
harm, one that is connected to existential values.

Mourning can frighten the client because of its characteristic of time-
lessness. Reconstructing the story of the trauma requires immersing
oneself in a time that has stagnated in the past, and sometimes it
seems that this mourning will last forever. However, after many repeti-
tions, there comes a moment when the narration of the trauma story
no longer evokes such intense feelings. Grief loses its intense colours
(Herman, 2006). The traumatic event becomes a memory, painful, pro-
found..., but a memory that does not condition the present. The client
begins to realise that the trauma is only a part of one’s life, not the
whole life. The trauma no longer dominates, and the focus of the client’s
attention is increasingly shifted to everyday things.

When a client, thanks to psychosocial support, accepts his/her trau-
matic experience, rediscovers himself/herself, rebuilds the relationship
with his/her environment that was destroyed by the trauma, and learns
to be present in a meaningful way and to pursue his/her future goals,
we are talking about a successful process of assistance.
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MODULE 3:

PRACTICAL
GUIDELINES FOR
THE APPLICATION
OF METHODS




PRESENTATION OF THE INTERNATIONAL STUDY ON
EXPERIENCE OF CYPRIOT AND LITHUANIAN SOCIAL
WORKERS IN APPLYING METHODS FOR WORKING WITH

FORCED MIGRANTS

Within the framework of the project ENHANCED SOCIAL WORKERS
(hereinafter ESW), an international study on the experience of Lithu-
anian and Cypriot social workers in working with forced migrants was
conducted. The publication briefly presents some findings of the study,
one of which is the identification of a portrait of the clients of Cypriot
and Lithuanian social workers as forced migrants (see Figure 6).
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IMMIGRANTS IN CYPRUS

Based on the results of the survey:

Social workers in LT usually work
with immigrants/refuges from:
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Fig. 6 Forced migrants with whom Lithuanian and Cypriot social workers work
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The study also analysed the views of Lithuanian and Cypriot social
workers on the cultural and psychosocial characteristics of forced mi-
grants. No particular differences were identified in this dimension, with
professionals in both countries noting that their clients being forced
migrants:

L 4

Are members of different cultures, and therefore support provid-
ers need to be culturally sensitive and competent. It should be no-
ted that Lithuania has a larger number of Russian-speaking forced
migrants, thus the language barrier problem is less than in Cyprus;

The majority of forced migrants have a history of traumatic expe-
riences and resulting mental health problems, the most common
of which is post-traumatic stress disorder (PTSD);

Forced migrants face challenges related to cultural adaptation, ad-
justing to new cultural norms and public expectations in the host
country;

Age groups of forced migrants can be diverse, including children,
families and the elderly, each with specific needs and vulnerabil-
ities;

Cultural factors influence forced migrants’ communication styles,
coping mechanisms and help-seeking behaviour. Unlike in Cy-
prus, Lithuania has a distinct group of war refugees from a single
nationality — Ukrainians. The Ukrainian culture is historically closer
to Lithuania than the Arab culture, so their communication styles
and coping mechanisms are culturally similar;

The majority of forced migrants have lost their social network and
relationships with their relatives because they were forced to flee
their country of origin;

Personal stories: both Lithuanian and Cypriot social workers rec-
ognise the importance of an individual approach to working with
refugees.

Having identified the portraits of the forced migrants and analysed
the views of Cypriot and Lithuanian social workers on aspects of the
psychosocial characteristics of forced migrants, the study focused on

51



the methods of work that are most often used in practice in providing
support to forced migrants.

/, Needs Assessment

(interview and social histories — to understand personal needs);
o~ Creation of a support and intervention plan \

Education and Skills Training (individual and group meetings)

Community Integration methods

(joint events for PM and local community)
Housing Support

Trauma-Informed Care (organization of psychosocial assistance)

Organizing Healthcare Services
\ Networking and Collaboration /

Cyprus: Lithuania:
,One-stop shop” method;
Cultural mediators;
Motivational interview;
Case management;

M , . . Therapeutic classes on art;

ore diverse assistance in

organizing health care services il sl

/ \ Body movement method /

Legal Assistance
navigating immigration and
asylum processes;

Fig. 7 Methods used by social workers when working with forced migrants

Based on the “world cafe” method, the study analysed which working
methods Lithuanian and Cypriot social workers lack when providing
support to forced migrants. It was found that the greatest need was
for methods aimed at the development of intercultural communica-
tion competence and the strengthening of psychological resilience of
social workers. In this context, the training used a variety of methods to
develop intercultural communication competence and psychological
resilience, some of which are presented in the publication, using expe-
riential education methods.

In order to achieve successful integration of foreigners, it is necessary
to develop intercultural communication skills and multicultural com-
petences of both the incoming foreigners and the representatives of
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the host society. Various experiential teaching/learning methods are
recommended for this purpose, some of which are presented below:
“My suitcase’, “Cultural T-shirt”. This approach provides participants
with a new experience of intercultural communication, a deeper un-
derstanding of their own attitudes and the development of multicul-
tural competences.

PRESENTATION OF THE METHOD “MY SUITCASE”

The method is recommended for the development of intercultural
communication skills, raising awareness of migration and reducing
stereotypes towards immigrants. The method is recommended for
group work.

Description of the process: participants are asked to divide into teams
and are given a suitcase (e.g. a large suitcase drawn on a piece of A3
paper) and coloured sticky notes. Participants are asked to discuss in
teams and decide what traits, skills, and feelings they should take away
to a distant country (e.g. if they become an emigrant, refugee). The
traits are written down on sticky notes and stuck on a “suitcase”. The
teams are then asked to present their suitcase and comment on why
they chose these traits.

Team size: 3 to 6 people. The number of
teams can vary.

Duration. 20-60 min.

Special tools needed: large painted suit-
case, sticky notes, writing/drawing tools.

Fig. 8 My Suitcase
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PRESENTATION OF THE METHOD “CULTURAL T-SHIRT”

The method is designed to deepen the knowl-
edge of one’s own “native” culture and those of
other “foreign” cultures, and to reduce ethnic
and cultural stereotypes. In the project, the
“Cultural T-shirt” method was used in an inter-
cultural group, where group members were di-
vided into sub-groups according to the cul-
tures they represented and were asked to
complete a task in the sub-group and present
g it to the group for a wider discussion.

Fig. 9 Cultural shirt (Bartkevi¢iené, Bubnys, 2012, p. 80-81).

Description of the process: take two sheets of paper and draw the
outline of the given T-shirts on them. Within these outlines, draw pic-
tures, symbols, inscriptions or a combination of these that reflect you
as a member of a particular culture. On the front of the T-shirt, include
the key elements of your culture that other people know about.

The shirt can be divided into four equal parts to represent:

« Key cultural values or norms

« Rules or characteristics of etiquette

@ Customs (rituals, symbols)

@ Behavioural and communication characteristics

On the back of the T-shirt, depict something that is not immediately
apparent in your culture, or that other people don't know about, or
that you avoid showing to others.

Present yourself as a member of a particular culture by describing your
decorations.

Discussion: How’s your drawing going? Which element was more
difficult to draw? Why? Which of your cultural traits does a particular
drawing reflect? Discussion in a group.
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PRESENTATION OF THE METHOD “MINDSPRING”

“MindSpring”is a group psychosocial support programme for refugees,
forced migrants and people from ethnic minority background. “Mind-
Spring” aims at raising awareness among forced migrants about the
challenges of migration and integration, empowering them to help
themselves and their community, thus preventing the development
of psychological and social problems. A “MindSpring” group consists
of 8-10 participants from a refugee, forced migrant or ethnic minority
backgrounds. The content of “MindSpring” is set out in a programme
(MindSpring for and with parents from refugee backgrounds, 2021), with
themes related to life in immigration, such as: identity and identity
change, intercultural communication and the new norms of the host
society, social control, gender and rights, loneliness and community,
and the stresses and traumas of forced migrants.

The participants of the “MindSpring” group meet 9-10 times over a pe-
riod of 2 months. Each meeting has a specific theme which is described
in the programme. The meetings are led by a“MindSpring” trainer who
has a similar education and speaks the same language as the group
participants. The meetings are held in the participants’ mother tongue
and are based on a peer-to-peer approach, where forced migrants
from similar backgrounds and cultures share experiences, discuss and
find solutions to their difficulties.

The trainer, specially trained in the “MindSpring” methodology, is as-
sisted by a consultant who is a professional (psychologist, social work-
er, teacher). “MindSpring” is aimed at both newly arrived refugees and
forced migrants, as well as those migrants of ethnic minority back-
ground who have been living in the host society for several years. The
programme includes a theoretical introduction to each topic and prac-
tical group exercises.

The publication contains one of the “MindSpring” group exercises
aimed at understanding cultural diversity and promoting intercultural
communication.
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Society Society

Fig. 10 Social and cultural norms
(MindSpring for and with parents from refugee backgrounds, 2021)

Description of the process: participants are asked to imagine that the
circles in Figure 10 represent the cultures of three different societies.
The smallest middle circle represents the norms that are common to
all three societies, i.e. that are shared by the cultures of all three soci-
eties. Participants in the group are asked to analyse each culture and
its norms (whether they are common to the society as a whole or to
certain communities). During the discussion, participants identify the
norms of the societies. Afterwards, the group is asked to present the
identified norms and to comment on why they chose these norms for
the three societies.

Duration: 20-40 min. Special tools needed: large sheet of paper and
coloured pens, sticky notes, writing/drawing tools.

Itis noteworthy that“MindSpring”is a group psychosocial support pro-
gramme successfully used in Denmark, Finland and other Scandina-
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vian countries. The usefulness of the programme has been confirmed
by research (Hansen, Carlsson, Glahder Lindberg, Jensen, Sonne, 2018;
Husby, Carlsson, J., Scotte Jensen, A.M, Glahder Lindberg, & Sonne,
2020) and MindSpring has been recognised by the UNHCR (United Na-
tions High Commissioner for Refugees) as a best practice in empowering
refugees, forced migrants, and in promoting psychosocial support and
integration.

PRESENTATION OF THE METHOD
“METAPHORICAL ASSOCIATIVE CARDS”

“Metaphorical Associative Cards” is an effective method that uses im-
agery to reveal emotions and repressed feelings to free oneself from
the shadows of the past, awaken intuition, and deepen one’s knowl-
edge of oneself and others. Metaphorical associative cards are often
used in working with socially vulnerable groups, especially in cases
where clients find it difficult to formulate a problem or express their
feelings independently. This method is also used effectively with forced
migrants to help them overcome language barriers, negative attitudes,
fears, etc. Metaphorical associative cards create an atmosphere of trust
that overcomes internal resistance and minimises the protective men-
tal and cultural barriers to consultation.

Metaphorical associative card kits usually consist of: cards with pic-
tures, stories, faces, archetypes or abstractions and words, signs and
symbols that provide additional insights or resources to explore.

The main concepts of the method: METAPHORICAL - a picturesque
figurative statement, a hidden comparison based on the juxtaposi-
tion and identification of objects and phenomena that are not actually
related but have similar characteristics. ASSOCIATIVE - a relationship
between phenomena, whereby the actualisation of one of them (by
perception, imagination, internalization) leads to the emergence of an-
other. PROJECTIVE — unconscious transfer of human feelings, attitudes,
desires to the outside world. CARDS - a postcard-sized image with or
without verbal meaning.
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It's cold, scary
and you're going
into the unknown...
How we will...

They have all gone
and left us alone...
completely alone...

In the dream we
keep capsizing
in this boat...

It's freightenning
even to see the
tankonTV...

| feel like this small

girl - freightened,
lonely and not
knowing where

to go...

Fig. 11 Metaphorical associative cards in working with forced migrants

The Metaphorical Associative Cards can be used not only by psycholo-
gists or psychotherapists, but also by social workers, teachers, HR pro-
fessionals, lecturers, etc.

One of the methods of Metaphorical Associative Cards (Whitmore,
Kauffman, David, 2013), the GROW model metaphorical cards, is present-
ed in more detail in this publication. The cards cover several key areas:
1) Grow Goals 2) Grow Reality 3) Grow Obstacles 4) Grow Opportunities
and 5) Grow Way Forward .

Description of the process: participants are asked to think about a
complex intercultural communication problem that they are currently
facing and to answer the questions by selecting one card representing
each of the areas listed above:
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« What's depicted in the picture?

@ What'’s the underlying meaning of
a metaphor? What does it mean for
you?

@ How can this be linked to the path-
way to your goal (i.e. the resolution
of a conflict situation in intercultural
communication)?

@ Whatis the relationship between the
picture and the word and between
the picture and the situation under
analysis?

The participants chose and analyse another card:

REALITY:

« What's depicted in the picture?

@ What'’s the underlying meaning of
a metaphor? What does it mean for
you?

@ How can this be understood in rela-
tion to the reality of the situation un-
der analysis and its solution (i.e. the
goal discussed above)?

« Whatis the relationship between the
picture and the word and between
the picture and the situation under
analysis?
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The participants chose and analyse another card:

OBSTACLES:

« What's depicted in the picture?

@ What's the underlying meaning of
a metaphor? What does it mean for
you?

@ How can this be linked to the pos-
sible obstacles in the way to your
goal (i.e. the resolution of a conflict
situation in intercultural communi-
cation)?

« Whatis the relationship between the
picture and the word and between
the picture and the situation under
analysis?

The participants chose and analyse another card:

OPPORTUNITIES:

« What's depicted in the picture?

@ What's the underlying meaning of
a metaphor? What does it mean for
you?

@ How can this be related to the situ-
ation under analysis and the goal of
resolving it? What is the relationship
between picture and words?

@ At this stage, transformations are
possible (refining, changing or even
abandoning the goal).
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The participants chose and analyse the last card:

WAY FORWARD:

@ What's depicted in the picture?

@ What's the underlying meaning of
a metaphor? What does it mean for
you?

« What steps can be taken to achieve
this goal? (i.e. to resolve a conflict
situation in intercultural communi-
cation)?

@ What s the relationship between the
picture and the word and between
the picture and the situation under
analysis?

When participants answer these questions honestly, in a sense, they
are discovering new information about the situation they are analys-
ing, and creating some potential for change. It then becomes possible
to develop certain strategies to overcome the obstacles. Once the par-
ticipants have discovered the strategies (in this case, how to resolve a
particular conflict in intercultural communication) that are most likely
to work, they can then anticipate the steps to implement the strate-
gy (in a step-by-step approach). Participants can discuss in the group
which strategies are long-term and which are short-term. What could
be achieved without additional resources (e.g. translators/interpreters,
other human or financial resources) and what is impossible to achieve
without support.
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METHODS OF ALTERNATIVE COMMUNICATION

Methods of alternative communication evolved from the primary need
to communicate with people suffering from speech and other commu-
nication disorders. Thus, in 1980, the American Speech-Language-Hear-
ing Association adopted the term augmentative and alternative com-
munication (AAC) and began developing alternative communication
techniques.

We use many communication tools and instruments in our daily lives:
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Fig. 12 Communication tools

Methods of alternative communication are being developed by analys-
ing different communication tools and their potential applications. The
most well-known of them - PECS (Picture Exchange Communication
System), “Let’s communicate with pictures”, “Bliss symbol system” - are de-
signed for people with disabilities and speech impediments. However,
it is not only people with disabilities who face communication difficul-
ties and “language barriers”, but also forced migrants who do not speak
the official language of the host country and speak only their mother
tongue. In such situations, social workers are recommended to use the
services of a interpreter. However, the services of a interpreter are not
always available (especially when the forced migrant comes from an
exotic, unfamiliar country and speaks only his/her mother tongue). In
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this situation, the method of alternative communication cards for forced
migrants is recommended (Figure 13).
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Fig. 13 Method of alternative communication cards for forced migrants

This is an alternative communication method that helps forced mi-
grants to express their basic needs, feelings and thoughts through
simple pictures.

In the framework of the project, the method of alternative communi-
cation cards for forced migrants has been approved and tested in so-
cial work practice with forced migrants (both in Cypriot and Lithuanian
migrant centres). The experts point out that this method is easily inte-
grated into social work practice with forced migrants, is simple and can
help forced migrants to express their basic needs.
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V¥V

Intercultural communication is a complex and, above all - reciprocal
process. Forced migrants have already become members of our host
society, of the community in the neighbourhood where they live, of our
work, educational, health or social communities. Increasingly, forced
migrants are seen as one of the target groups for social services. There-
fore, we, as members of the host society, as providers of social work
and other targeted assistance to forced migrants, need to be ready to
welcome new members. It is the sincere hope of the authors and the
project partners that the analysis of the theoretical material present-
ed and the recommended practical activities will help both Lithuanian
and Cypriot practitioners to develop a culturally sensitive and qualified
support to forced migrants.
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