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European Dimension

Abstract

This thesis examines the attitudes to Europe of student teachers during their initial
training course, in order to investigate their development in relation to the European
dimension in both the teacher education and school curricula.

After setting the current political context, the historical and educational background to
the study is outlined, together with a personal rationale for the research. A close
scrutiny of the literature pertaining to Europe and the European dimension enabled a
conceptual framework of key terms to be established.

Consideration of a range of theoretical perspectives in the field of cognitive
psychology led to the choice of Bronfenbrenner’s Ecology of Human Development as
an appropriate framework within which to examine the specific research questions.
His belief in human development focuses on the complex interactions between an
individual and the environments in which s/he is situated. The individual is
interpreted in this study as the student teacher, who develops in a series of ever-
widening environments (local, national and European).

The research is based on a mixed-model paradigm, drawing on both quantitative and
qualitative methods in order to best address the research questions. Data collection
took place in two phases: a major four year UK-based study; and a European survey
in six EU countries. The research tools used were pre- and post-course questionnaires
and semi-structured interviews, which generated large amounts of rich quantitative
and qualitative data.

An in-depth and detailed analysis of the data resulted in the emergence of a number of
key findings. These are discussed and interpreted in the light of the theoretical
framework, leading to theoretical and conceptual refinement. Finally,
recommendations are made concerning implications for future policy and practice, in
terms of European education policy, research, teacher education and schools.
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Chapter One: Introduction

Europe, or more precisely, European integration is a term capable of arousing strong
emotions in many people in the United Kingdom, as opinion polls and media coverage
frequently reveal. Traditionally and historically the UK has had close links with
continental Europe, the most recent being as a member state of the European Union
(EU), since 1992. Yet much of the debate taking place in the press and media
continues to focus on the question of whether the UK should belong to Europe at all.
[1] It 1s still quite common to hear references to Europe as if the UK were not a part of
the Union. People frequently make the mistake of excluding the UK when they talk of
Europe, which reflects the fact that Europe is not yet part of our collective
consciousness. More recently, following the devolutionary process of breaking-up the
UK from a collection of countries governed centrally by a Parliament in London, to
the establishment of four regional seats of government (in Edinburgh, Cardiff, Belfast
and London), questions of nationality and identity have been raised: ‘Am I English, or
British, or both?” Will the term British mean anything any longer? If a policy of
fragmentation is being followed in the UK, how does that fit with an EU policy on

further integration into a larger and far more complex system of governance?

The central issue of this study is to consider the role of the European dimension in the
field of teacher education and to examine the extent to which, in an increasingly
integrated Europe, education has a part to play. This opening chapter introduces the
context of the study, describes the circumstances which led to the empirical research

being carried out and is used to locate myself within the research.



Context of Study

For many people it is impossible to remain indifferent to the question of further
European integration, monetary union and the issues surrounding sovereignty, or loss
of it. Some would argue that the handling of European issues cost the Conservative
party the general election in May 1997, and again in June 2001. A Conservative Party
newspaper advertisement in June 2000 read, “Stop the Government throwing away
your money. Keep the Pound”. [2] A new political party, called the Referendum Party,
(now part of the British Democracy Campaign), was founded in 1994 by multi-
millionaire and former MEP in France, Sir James Goldsmith and in the general
election campaign of 1997, the party’s manifesto was based on a pledge to hold a ‘fair
referendum’ on the UK’s continuing membership of the EU. The party believes that
“under the Maastricht Treaty, the UK is giving up too much of its sovereignty to the
EU.” [3] The present Labour government, under Tony Blair, has espoused a policy of
closer ties with Europe. [4] The most recent European issue of significance for the UK
s the controversy surrounding the question of the introduction of the euro. Thus there
are polarised feelings expressed by political parties, and amongst the public in general,

about the UK’s position and role in Europe.

Indeed, how much responsibility do the press and media carry for the largely negative

attitudes they portray? To what extent do adults form their attitudes as a result of
tabloid press headlines, especially those that incite their readers to turn against a
particular country when a news item happens to hit the headlines? Do schools and
teachers have a role to play in presenting a more balanced view of the European

debate? It should not be assumed that young people hold the same views on Europe as



those of their parents’ generation. The small number of independent research projects
that have been carried out into adolescent attitudes to Europe (Bordas and Giles Jones,
1993; Patterson and Sahni, 1994; Convery et al, 1997; The Runnymede Trust, 1998)
reveal that a significant number of young people are interested in European issues, and
in fact wish to be better informed. The question for teachers is, ‘How can the
European question be presented effectively to engage the interest of pupils?’
Certainly, some of the issues and themes which preoccupy many teenagers, for
example, human rights, conservation, animal rights, pollution and health education,
can probably be examined in a European context more successfully than in a national
one. Many such themes occur as part of Personal, Social and Health Education
(PSHE) programmes for pupils in UK schools. These are not statutory components of
the British National Curriculum, but constitute a non-statutory element which most
secondary schools cover, either through a separately-taught course, or through a cross-
curricular permeation model, or a combination of the two. Teaching approaches that
allow young people to consider the relative influence and power in affecting change of
multi-national units as opposed to single nations potentially increase motivation. In
my opinion:

“lecturing pupils about Europe or handing them glossy official documents will
not cut much ice; on the other hand, talking to them about social priorities,
work and travel opportunities, national and cultural allegiances and preferred
levels of political decision-making on different issues can successfully engage
pupils’ interest. The difference is between a participative approach and a
didactic one.” (Convery et al, 1997, p.16).

It could be argued that if the current younger generation is to play an active role in a

wider European community, then young people need to be prepared through their



education for this eventuality. The term ‘European dimension’ occurs frequently in the
educational literature about Europe, with writers assuming an understanding of the
term that is not actually justified. This problem of definitions of the term ‘European
dimension’ will be examined in the literature review in chapter two. However, in
terms of teaching strategies and styles, how can a participative approach to Europe be

managed? This is an issue which will be explored as part of the empirical enquiry at

the heart of this thesis.

Having introduced in a general sense the contemporary context of the main themes of

the study, the remainder of this chapter will serve to:

(1) locate the central area of discussion, namely the European dimension in
education, in an historical and educational context;

(11)  raise the specific issues to be explored through the thesis and the nature of the
study;

(1)  introduce key concepts and define terminology:

(1v)  provide the reader with an outline of the structure of the thesis and of what is
to be discussed within each chapter; and

(v) locate the author in the research. No research is value-free; I am a committed
European, intent on exploring the legitimacy and role of education in

promoting ‘Europeanness’, or a common sense of European identity. In order

to trace my own development through the course of this research, I include a
‘Personal Vignette’ in selected chapters, in which I capture a key moment in
my personal and professional development as a researcher in relation to the

contents of the chapter. The vignette 1s situated in the relevant chapters at a

point appropriate to the discussion.



Historical Perspective

The European dimension in education, as previously stated, is not currently a widely
understood or applied term. However, in Britain there have been, over the past
centuries, many influences on our social, political and cultural lives from all over the
continent of Europe, demonstrating the fact that contact, and conflict, with Europe is
not a recent phenomenon. Slater (1995) asserts that “there is something unique and
shared about Europe’s history, and that events and ideas in its past still affect our
1deas and attitudes today” (p.7). We have inherited a classical past, including the
traditions of liberty, democracy, citizenship, urban order and law from Ancient Greece
and Rome. [5] A central role has been played by the Christian tradition in Europe in
the last two millennia. Christianity was brought to Britain in the sixth century AD by

St Columba in Scotland and St Augustine in England. The poet, T. S. Eliot, referred in

1945 to religion as the “dominant feature in creating a common culture between
peoples, each of which has its own distinct culture....I am talking about the common
tradition of Christianity which has made Europe what it is, and about the common
cultural elements which this common Christianity has brought with it” (as cited in
Davies, 1996, p.9). Furthermore, the spread of Christianity throughout Europe was

reinforced by the use of Latin as a unifying language. This is mirrored in the
commercial world by the global spread of English in recent times, although the idea of

it being a unifying element is questionable, especially in the wake of the events of 11

September 2001. [6]



Other cultural influences from Europe have permeated British life through trade and
invasion since the Romans. A range of tribes, including the Picts, Jutes, Frisians,
Angles, Saxons and Vikings invaded Britain from northern Europe. Anglo-Saxons,
from the Rhinelands, created patterns of villages and introduced farming methods and
a highly stratified society that survived for hundreds of years. The Normans were the
last invaders of Britain, in 1066, who brought with them new ideas of warfare,
government, religion, art and language. During the Renaissance at the end of the
Middle Ages, there was a great deal of movement, which included the exchange of
ideas, as scholars and merchants traded 1n art, architecture, music, literature and
scientific 1deas. Thus, as a nation, we have been subject to a myriad of influences from

all over Europe, which have contributed a richness and variety to many facets of

British cultural, social, economic and political life.

If, as the preceding paragraphs have shown, Britain’s involvement with Europe dates
back over many centuries, the European ideal is not a recent invention, either. It is
foreshadowed in the military campaigns of Napoleon Bonaparte, who, in the wake of
the French Revolution, attempted to give France dominance in Europe in the early part
of the nineteenth century (Roberts, 1996). Although, as Field (1998) states, “the 1dea
of Europe as a clearly-defined entity derives, effectively, from the nineteenth century”
(p.6), the European ideal has its true roots in the twentieth century, in the work of the
League of Nations and the established tradition of human rights (Beddard, 1980,
Jacobs, 1975, Robertson, 1982). In the twentieth century, the ‘raison d’étre’ of the
European ideal was a response to the destruction and division which occurred as a
result of the two major world wars in the first half of the century (Davies, 1996,

Roberts, 1996). The founding fathers of the European Union, Robert Schumann and



Jean Monnet, wanted to bring together countries which had previously been opposed
to one another in ways which would now be mutually beneficial, for economic and
trade purposes. Education did not enter the European equation until some time later,

and indeed it was the Council of Europe which did most of the early work 1n this area.

[7]

In the later stages of the twentieth century, the European movement was faced with
fresh challenges in the wake of the political and social upheaval that has occurred as a
result of the fall of communism in Eastern Europe since 1989. The instability that
existed 1n the former Balkan states, together with the rising tide of the neo-Nazi
movement, with its inherent racism and xenophobia, were real concerns which
threatened the EU’s commitment to democratic freedom and human rights. In the
twenty-first century, with membership of the EU due to increase by ten countries over
the next decade, there exists a tension between the stated desire of further integration
and the apparent disintegration described above. This trend towards disintegration
continues with further unrest in the Balkans, as witnessed by the situation between
Macedonia and Albania. Turkey, whose record on human rights is a cause for concern
in the EU, is requesting membership, as is Cyprus, where the country is effectively
divided into two factions, due to historical and religious reasons. Two major problems

currently present themselves for European political leaders: how to effectively manage

the expansion and how to integrate countries into a supra-national structure, so that
people from many different backgrounds and cultures will be prepared to “relinquish
part of their sovereignty”, as i1t 1s commonly perceived (Fontaine, 1998)? (The
problems surrounding sovereignty and European integration will be explored later, in

chapter eleven.) It is possible that education will have a significant role to play in this



respect, and 1t is therefore appropriate at this juncture to consider the educational
perspective of the European dimension, since the move towards European integration

1s reflected in the development of educational legislation.

Educational Perspective

The preceding discussion has shown that Britain’s involvement in Europe within an
historical context and a desire to work in co-operation with neighbouring countries to
promote peace has been long established. In terms of education, a landmark policy
occurred on 24 May 1988 when the European Council of Ministers of Education
1ssued a Resolution, in which young people were to be prepared to “take part in the
economic and social development of the Community” by having strengthened in them
a “sense of European identity” (see Appendix A for full text). At this point policy
makers were working towards the integrationalist approach to the community already
mentioned and education was perceived as a means of achieving this goal. In fact,
looking back over his life’s work, Jean Monnet, in an oft-quoted remark, stated, “If I
had to do it again, I would start with education”, [8] thus recognising the influential
role education has to play in the shaping of society. All member states were required
to make an individual response to this Resolution, outlining national policy which

would enable it to be put into practice. [9]

The UK Department of Education published a set of guidelines in 1991 (see Appendix

B), in response to the European Council of Ministers Resolution of 24 May 1988. The
fact that it took three years to produce is significant and reflects the priority put upon

such a response by the then Conservative government. Some dilution of the strength



of the language of the original document has been remarked upon: “The phrase
‘strengthen 1n young people a sense of European identity’ becomes ‘promoting a sense
of European 1dentity’” and “‘the phrase ‘make clear to them the value of European
civilization’ becomes ‘encouraging awareness of the variety of European histories,
geographies, and cultures’” (Convery et al, 1997, p.9). As the question of Europe has
been, and continues to be, a political and highly contentious issue, it is perhaps
unsurprising that it is not writ large in educational documentation. Political decisions

not to include more positive references to Europe have clearly been taken.

Moving from the macro to the micro level, what has been the effect of this rhetoric on
the day to day lives of schools? Many schools do not have a policy on the European
dimension in education, and do not regard it as a priority since it 1s not, in the UK as
in other parts of Europe, a mandatory part of the National Curriculum. [10] The
European dimension has therefore not found its way into the daily repertoire of most
teachers and 1s not on the inspection schedule for Ofsted (the Office for Standards in
Education, a non-Ministerial Government Department responsible for the regular
inspection of schools, colleges, teacher training, LEASs, nursery education and youth
provision in England). [11] However, there are increasing instances of good practice,
where individual schools have taken advantage of additional funding provided

through the various strands of the EU Socrates Programme, to link up with schools in
other European countries on curriculum projects. These projects are managed in the
UK by the Central Bureau for International Education and Training, which, as its

name implies, provides intemational opportunities for linking and professional

development, with Europe being part of that framework.



One example of a funded project was the ‘Celebrating Europe’ competition, specially
organised for the UK Presidency of the EU (January — June 1998), to reward
innovative work being carried out by schools, colleges, youth groups and training
organisations with their partners elsewhere in Europe. Here was concrete evidence of
the kind of participative approach referred to earlier. It may be, too, that citizenship
'education, to be introduced as a statutory part of the British National Curriculum in
key stages 3 and 4 (for pupils aged 11-14 and 14-16 respectively) from September
2002, will provide a coherent framework through which to deliver the European
dimension. One of the ‘Essential recommendations’ in the draft report of the
Qualifications and Curriculum Authority (QCA, the Government office responsible
for the National Curriculum and the assessment of it) advisory group involves the
setting up of a statutory entitlement to citizenship in the curriculum, to cover

“an understanding of democratic practices and institutions both local and
national, including the work of parliaments, parties, pressure groups and
voluntary bodies, and the relationship of formal political activity to civil
society in the context of the United Kingdom and Europe; and an awareness of
world affairs and global issues” (p.7). [12]
As citizenship becomes part of the revised National Curriculum orders, so pupils will
be offered opportunities to consider their rights and responsibilities as national,

European and global citizens. This is part of a move towards an international
dimension of the curriculum, which is appearing increasingly in educational

documentation and now features in the Programmes of Study for citizenship at key

stages 3 and 4. [13]
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Historically, education has not been included in European legislation until relatively
recently. It was onginally felt that each country in the European Community should be
responsible for its own education system, and that the principle of subsidiarity should
be applied. [14] However, as the European Parliament has increased its powers,
education has increasingly come within the legislative framework, resulting in Article
126 of the Maastricht Treaty (January 1992), which for the first time made it a legal
requirement in countries of the European Union for a European dimension to be
included in the curriculum of school children:

“Community action shall be aimed at:

developing the European dimension in education, particularly through the

teaching and dissemination of the languages of the Member States” (p.47).
The Maastricht Treaty will be discussed in greater detail in chapter two. (The full text

of Article 126 is found in Appendix C).

According to the Prime Ministers of the member states who were signatories of this
Ireaty, this piece of legislation should have resulted in a massive change in the way
European 1ssues are covered in schools, since it implies that the European dimension
will become part of their national curricula. This clearly has implications for in-
service training and also serious implications for those involved in the training of

teachers, since new teachers would require some preparation in order to be able to

teach about such issues. It is ironic to note that all mention of the European dimension
has now completely disappeared from the UK government’s requirements for teacher

training. [15] This is a point which will be discussed more fully later in the thesis.

11



The brief review of the historical and educational context of this research has raised a
number of important, broad issues. At the present time, world leaders and ordinary

citizens alike are preoccupied with a range of 1ssues concerning Europe, such as:

o the need to preserve peace in Europe and to restore peace in the countries
of Eastern Europe

e the rise of extreme rnight-wing movements across Europe, which have
resulted in racist acts of violence and vandalism against minonties and
refugees

o the belief in education being fundamental in helping to destroy racist and
xenophobic attitudes

* the need to educate young people in their rights and responsibilities as
future citizens of Europe

» the empowerment of young people, enabling them to make the most of the

opportunities available to them

Furthermore, I intend to return to these broader issues in the final two chapters of this
thesis, to see the extent to which the empirical research findings help to shed any light
on them. Finally, I shall consider the implications of this study for the broader

philosophical and political debate.

Personal motivation

As a newly-appointed teacher educator in 1992, the same year that the Maastricht

Treaty was signed, I found myself responsible for delivering a lecture on the European

12



dimension to the whole cohort of some 250 Post Graduate Certificate in Education
(PGCE) secondary student teachers. I approached this task with enthusiasm. My life
experiences to date had led me to becoming a committed European and I rather
naively assumed that others involved in the process of education would be of a like
mind. Learning about other people, the similarities and differences between 'them and
us' and the heightened awareness that is a result of having wider perspectives must

surely help to reduce racism, xenophobia and intolerance.

My disillusionment was instant and uncomfortable. The hour-long lecture, which
included video clips of examples of European dimension work in local schools, was
followed by some aggressive and hostile questioning from the students. I was accused

of being euro-centric and ignoring the rest of the world. It seemed that I had opened
up a controversial area and had been totally unprepared for the strength and extremes
of opinion that emerged. I had the impression that the fiercest opposition to the
European dimension came from student teachers of disciplines other than modem
foreign languages, but there was quite probably a degree of subjectivity involved here.
At that point [ had to stand back and reflect. Why had such extreme reactions been
provoked? Had I appeared euro-centric? Had I presented a biased view? Or had I
inadvertently opened up some painful and difficult issues at a very late stage in the

course (1t was one week before the end)?

As a lecturer in education concerned predominantly with the training of student
teachers of modern languages, 1t was assumed that [ would be an appropriate person to
take on the development of the European dimension within the course. In some ways

this has been problematic, since in many people's minds, Europe and foreign
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languages are intrinsically linked. This opens up the issue of foreign language learning
and the relatively poor attitude of the British to it, [16] compared with most of the rest
of Europe, where many people speak at least two languages fluently, including
English. If the perception within the PGCE course was that the European dimension
was being promoted by a mathematician or a scientist, would the students have felt
less threatened? Would the European dimension be less problematic or controversial?
Were the student teachers’ negative attitudes linked to an insecurity over an inability
to contribute in a linguistic way? Did they feel inferior because of an inability to
communicate with fellow Europeans? Did they retain bad memories of unsatisfactory
foreign language lessons at school? [17] Had they failed to gain a respectable

qualification 1n a foreign language?

The 1ssue of euro-centrism was a difficult one to deal with. One student pointed out
that I had used the terms Europe and European Community (EC), as it then was,
indiscriminately. Another thought that some of my practical illustrations could be
viewed as tokenistic. Someone else voiced the opinion that my starting point had been
an assumption that ‘Europe is a good thing and Britain should be part of Europe’ and
that she did not agree with that view. From my initial observation, many students felt
that having a compulsory session on the European dimension went against the

multicultural strand in the course which had been promoted strongly since the outset.
These accusations felt unjust to me, and yet, if the student teachers had made them
and felt so strongly about them, there must be a reason for this. A second strand of my
research therefore began to emerge. Not only did I want to investigate the students'
attitudes, but I also needed to examine and evaluate my own practice, according to

Lawrence Stenhouse, “critically and systematically”. This is in keeping with the
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theory of the teacher as researcher (Stenhouse, 1975). Thus it was that the role of the
European dimension within the teacher education curriculum began to interest me
intensely. By placing the European dimension lecture in the penultimate week of the
course, did it have the feel of being 'bolted-on' for the students, rather than part of a
permeation model? Could it be better embedded in the course, in a more integrated
way, to reduce the shock factor of having important issues foregrounded at a point 1n
the traming course when it was almost over? Could it be that the process of discovery

or awareness-raising was more important than the final outcome?

It was these thomy issues which prompted me to engage in empirical research and
which formed the basis of this study. I strongly felt the need at this point to carry out
some research to investigate student teacher attitudes to Europe and the European
dimension and also to examine the role of the European dimension in the teacher
education curriculum, in order to try and discover whether having a European
dimension in a training course contributes to the overall development of the trainee.
Furthermore, what started as a piece of action research has now become the main
focus of my work as an educator and researcher today. Literature and internet searches
have not revealed any examples of empirical research carried out into the role of the
European dimension in teacher education, and I therefore hope to be able to contribute

to the body of knowledge and thinking on the key issues of student teacher

development and the European dimension in education, together with the related
1ssues of identity, citizenship, racism, xenophobia and general awareness of other
cultures within a European context. It is against this background that the following
central question for my research was formulated, and which raised the conceptual and

theoretical considerations explored in more detail in chapters two and three.
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The Research Area

The main research area has been identified as the European dimension in education.
Having analysed the historical and educational perspectives, and examined my
personal motivation for wishing to investigate the issues further in terms of initial
teacher education, the central research question emerged as:

What are the attitudes of student teachers to Europe?

In addition to the central issue of the European dimension in education, other key

concepts have emerged from discussion of the historical background and prevailing

political climate in Europe, namely European co-operation, European integration,

European 1dentity and European citizenship. Added to this, my earlier experience

raised a number of questions for me, all relating to teacher education, which helped

shape the emerging subsidiary research questions:

* Do student teachers’ attitudes to Europe change during the course of the initial
Iraining year?

" Does the initial training of teachers include preparation for teaching about
Europe?

* What is meant by the term ‘European dimension’?

* Should the initial teacher education curriculum include a European dimension?

" What would be an effective way of delivering a European dimension in an initial

teacher education course?

* Does the inclusion of a European dimension in the initial teacher education

curriculum help to change attitudes to Europe?

“ Is there such a concept as “European identity’’?
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* How can European citizenship be promoted through the school curriculum?

The research questions are further explored in a number of areas throughout this
thesis, and are specifically included in a conceptual framework at the end of chapter
two. As a result of the process of exploring European themes, the research design
consisted of two main components: the main four year UK-based study using both
pre- and post-course questionnatres and a major European survey, involving six
countries. However, at this juncture 1t 1s important to discuss the issue of identity at a

personal level in order to locate myself in the research.

The notion of identity is a very personal one, and relates to one’s sense of being an
individual, who may be similar to, or different from, the next person. It also strikes at
the heart of the debate about the European Union and the question of European
identity. Recognising one’s identity and feeling comfortable with it is a key factor in
self-esteem and confidence (Giddens, 1991; Stevens, 1996). During the course of my
research, I have followed a personal journey in the quest of my own identity, which
has been both a cerebral and an emotional quest. It is also one I feel that the students
could engage in, at least in a tentative manner. For me, the following experience

captures the essence of this:

PERSONAL VIGNETTE
During the course of my research, I had a powerful and emotional experience when I visited
a former Nazi concentration camp at Le Struthof, whilst on holiday in Alsace, eastern
France in 1995. It is situated iﬁ a beautiful setting, on a mountainside in the Vosges. The

1

day itself was beautiful: clear blue skies, warm sunshine and spectacular scenery, all in
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stark contrast to the hideous and violent symbol of the gibbet, maintained as a reminder at
the entrance to the camp. An eerie silence pervaded. It 1s difficult to express 1n words what
I expenienced on that day, but I came away more convinced than ever before of the
necessity of making a contribution to the process of the maintenance of peace between the
people of Europe. Although the politics and economic processes continue to be
controversial and subject to bitter struggles between opposing factions, I wish to suggest

that education is the major way in which progress will be achieved in the long term.

Thas study 1s thus a research-based investigation, which draws on personal reflections
and perspectives of European co-operation and integration. Empirically and
professionally, my enquiry is both timely and important, and will seek to answer vital
questions In terms of the preparation of student teachers and the education of young

people to fulfil thetr roles both in Europe and in the wider world.

Key terms and definitions

Before proceeding further with the central issues contained in this study, it is
important to outline the key concepts and definitions which have emerged from the
historical background and political context, referred to earlier in this chapter:

*» Europe refers to the whole of the continent, or spatial landmass, in terms of a

geographical definition, stretching from the Atlantic seaboard in the west to the

Ural mountains in the east.
* The European Union refers specifically to those countries united originally by the

Treaty of Rome and more recently by the Maastricht Treaty, of which there now

number fifteen.
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European co-operation refers to Britain making its own decisions, and in a
national capacity, working alongside other countries in Europe on an equal basis,
in different socio-political and cultural spheres, in order to foster mutual
awareness and understanding.

European Integration refers to Britain accepting decisions made at a supra-
national,

political level by a greater European communal authonty, in matters of specific
legislation, where Europe sets the agenda for change and where the needs of the

community as a whole are placed before national interests.

“"European integration is influencing the daily lives of Europeans to an extent barely

dreamed of when the Common Market was created"” (Field, 1998, p.v of the

Foreword).

“..the Union has itself become a globalising influence, requiring individual nation

states to cede decision-making powers to executive and legislative bodies that can

override national sovereignty” (op. cit. p.1).

The European dimension is a term which this research sought to elucidate, and
will therefore be examined in greater depth in the following chapter. As a starting
point, the European dimension in the curriculum can be seen as an approach to
education from a European perspective, where young people can develop the
knowledge, skills and understanding which enable them to be aware of their rights
and opportunities, whilst at the same time it encourages positive attitudes to
people in the wider continent of Europe and the rest of the world. Thus
opportunities for considering issues and specific examples from a broader basis

than that of the national context give a wider perspective to questions, for

19



example, a pan-European approach to studying the effects of acid rain is more
1lluminative than merely focusing on the UK problem.

e FEuropean identity 1s a framework within which each individual can build upon
his or her own personal, social, local, regional and national identities, following
the European principles of, for example, equal opportunities, democracy, human
rights, religious tolerance and freedom of opinion.

e European citizenship is held by every person who has the nationality of a
Member State of the European Union. This is based on Article 8 of the Maastricht
Treaty, (1992) Citizenship of the Union, in which citizenship of the Union was

established.

Organisation of thesis

Having mapped the historical and philosophical contexts of this study and highlighted
key points of terminology, mention must be made of the organisation of the study.
This chapter serves to provide an introduction highlighting the central and subsidiary
themes of the thesis. Chapter two provides a literature review drawing on the main
areas of enquiry upon which this study is based, namely the European dimension in
education, the nature of citizenship and identity and the issues surrounding student
teacher development and attitude change. Chapter three explores the theoretical
underpinning of the research. Chapter four presents an exploration of methodology,
leading to the choice and justification of methodological and ethical issues, and an
outline of the research design. The quantitative findings of the empirical study are
presented in chapter five and are discussed in chapter six. The qualitative findings are

presented in chapter seven and are further elaborated in chapter eight. Chapter nine
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presents the findings of the European survey, a number of case studies from five other
European countries, which are discussed and interpreted in chapter ten. Chapter
cleven is an exploration of the theoretical, political and philosophical dimensions of
the thesis. Finally, the implications of the study for policy and practice, together with

the concluding remarks, form chapter twelve.

Summary

This chapter introduced the European dimension in education as the central area of
discussion and outlined the historical and educational background to the ongoing
debate surrounding the UK’s position in Europe. A number of broad issues were
raised which will be reconsidered in the light of the empirical evidence at the end of
the study. The chapter then described the rationale for the research project and
explained the relationship between my professional and personal motivation, which
led to the emergence of the main research question and subsidiary questions. More

" 1mmediately, the principle concepts of the research will be explored in greater detail in

the literature review which follows.

21



NOTES

“71% of British voters want a referendum on our continued membership of the
European Union”, was a slogan employed by the Bntish Democracy Campaign
in a full-page advertisement in the Guardian on Monday, 30 April 2001. In the
small print it becomes clear that it was, in fact, 71% of the 1805 interviewees
who were in favour of the referendum, and not 71% of the electorate. In the

same MORI poll, 52% of the same interviewees who expressed an opinion

were 1n favour of leaving the EU.

From the Daily Telegraph, 12 June 2000,

Quotation from the Referendum Party’s web-site:

http://cgi.bbe.cu.uk/election97/backeround/issues/ref htm accessed on 16 November

1998. It made interesting reading, inciting readers to “wage a relentless war of
1deas against the Euro elite” and used a militarist vocabulary, such as
‘liberate’, ‘battle’, ‘conflict’ and ‘guerilla-like army’. Sir Edward Heath, in a
letter to the Daily Telegraph (7 June 2000), claims that he was partially, or
misleadingly quoted by the Referendum Party during the 1997 election
campaign, the implication being that he deliberately misled the British people.
His crucial point is, he writes, that “pooling or sharing sovereignty is
fundamentally different from ceding it. Whatever sovereignty any other nation
might gain over us through European institutions 1s equivalent only to the

sovereignty that we in turn gain over them.”
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The Labour Party’s policy on Europe is integrated in its global policy, entitied

“Britatn in the world”, and states that “Labour will lead reform in Europe to

ensure that 1t better serves the interests and concerns of the citizens of Britain

and Europe. We will do this by:

Web-site accessed on 5 June 2000, at: h

Working for a Europe of social justice

Promoting a people’s Europe

Making Europe a source of prosperity and growth

Working for an inclusive Europe for the 21* Century

Developing the power of the EU to be a source of global stability and
global social justice

Working to reform Europe so that it delivers the policies Europe’s citizens

deserve.”

J/www labour.ore.nk/

Please see Lloyd (1974) for more on this theme of natural law.

Susan Basnett, pro-vice-chancellor of Warwick University, writing in the

Guardian Education supplement on 12 March 2002, commented how the

events of 11 September 2001 showed “the terrifying complacency of native

English speakers who assumed that everyone thought as they did. It also

showed how skilfully international terrorist networkers can exploit their

knowledge of languages and cultures to blend in invisibly around the world.”
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10.

11.

12,

For example, Article 2 of Protocol No.1 of the European Convention on

Human Rights and Fundamental Freedoms (1950) states that everyone has “the

right to education”. For more information on this theme see Beddard (1980).

This very famous remark is found in many sources. For the purposes of this

thesis, the quotation was taken from Davies and Sobisch (eds.), 1997, p.7.

For example, see Ministerio de Educacion y Ciencia (1990) Ley Organica de
Ordenacion General del Sistema Educativo (LOGSE). Madrid: Centro de
Publicaciones and Kulturministerkonferenz (1990) Europa im Unterricht.

Bonn.

The only acknowledgement of the European dimension in the first National
Curriculum occurs in the non-statutory NCC Curriculum Guidance No.8
(1990) Education for Citizenship, where it is stated that “Pupils should
develop knowledge and understanding of...the variety of communities to which

people simultaneously belong: family, school, local, national, European and

worldwide” (p. 3).

See Office for Standards in Education (Ofsted) (1995) Guidance on the

Inspection of Secondary Schools. London:HMSO.

Education for citizenship and the teaching of democracy in schools, Advisory

group initial report, QCA, March 1998.
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13.

14,

15.

16.

The KS3 Programme of Study for Citizenship states that “Pupils should be
taught about...the world as a global community, and the political, economic,
environmental and social implications of this, and the role of the European
Union, the Commonwealth and the United Nations™ (section 1.1).

The KS4 Programme of Study for Citizenship has two references to Europe:
“Pupils should be taught about...the opportunities for individuals and
voluntary groups to bring about social change locally, nationally, in Europe
and internationally” (section 1.f) and “Pupils should be taught about...the
United Kingdom’s relations in Europe, including the European Union, and

relations with the Commonwealth and the United Nations” (section 1.1).

The Maastricht Treaty (1992) details this development.

DFE Circular 24/89 made reference to the European dimension, but it was
superceded by Circular 9/92 and subsequently 1/98, both of which contain no

mention of the European dimension.

An article in the Guardian on Tuesday 20 February 2001, entitled “UK at
bottom of class in foreign languages” revealed that 66% of the British

population have absolutely no knowledge of any language other than English,
according to a report published to launch the European Year of Languages.

Furthermore, some 41% of continental Europeans claim to be able to speak

English.
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17.

A survey conducted by the Centre for Information on Language Teaching and
Research (CILT) and Barking and Dagenham LEA (CILT, 1998) found that
modern languages was one of the least favourite subjects amongst secondary
school learners. “Modern languages received an overall ranking of sixth out of
seven when compared with six other selected subjects” (p. 50). The other

subjects in the comparison were mathematics, English, science, geography,

history and technology.
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Chapter Two: The Literature Review

The overarching theme to emerge from the discussion in chapter one is that of the
European dimension in education. Within this main theme, issues surrounding young
people’s (including student teachers’) attitudes to Europe and the concepts of European
co-operation and integration, European identity and European citizenship are all of
crucial importance. The aim of this chapter is to provide a critical review of literature
from the field of education and the social sciences, in order to establish a conceptual
framework which will allow an examination of the research questions outlined in
chapter one. In turn, this will help to illuminate the empirical research project described

1n the ensuing chapters of this thesis.

Although education has only latterly come into the European equation (Council of
Europe, 1950), it is steadily assuming a more important position, appearing in all the
most recent legislation and documentation, the Maastricht Treaty (1992) being a case in
point. It 1s not the intention here to trace the historical development of the term
“European dimension”, which has already ably been done (Neave, 1984; Mulcahy,
1991), but rather to examine the role which education is playing in the development of

the European dimension. Monnet’s reflection, briefly referred to in chapter one,
emphasised the role that education can play in helping to bring people together, for by
reviewing his life's work, he was able to identify a means of moving forward. Just as
Monnet was led to a realisation that education was the way forward to his goal of a
united Europe, here [ intend that a review of the themes, ideas and opinions of writers

about Europe and the European dimension will help inform the content and shape of the
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research. The discussion is therefore organised into four main sections, moving from a

macro to a micro perspective, as follows:

* The wider continent of Europe;

* The European Union, official guidelines and legislation, including the Maastricht
Treaty;

* The European dimension in education, including issues pertaining to schools,
European identity and European citizenship; and

» Research into young people’s attitudes to Europe. [1]

The wider continent of Europe

An examination of the various definitions of Europe and the European dimension in
education 1s essential 1n order to understand what it is schools are being asked to
promote. Making a plea for clarity and understanding, Coulby and Jones assert that,
“...a European framework may be regarded as desirable only if it is clear what this
means. In other words, it is important to know where Europe is, and who a European Is,
before the schools can teach anything sensible on this theme to children and young
people” (1995, p. 42).
In order to understand better the term “European dimension”, it is first necessary to

examine the i1dea of Europe itself.

The question of defining Europe is problematised by the inability of wnters and
commentators to agree on a common definition of Europe. Neave refers to the

controversiality of Europe and states that “there are almost as many interpretations of
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what ‘Europe’ was, 1s and ought to be as there are interests arguing about such matters”
(1984, p. 3). Shennan discusses the problems of trying to answer the question “What is
Europe?” She summanses the controversy that has been going on throughout the
centuries between geographers, historians and philosophers and points out that “the
subject can be interpreted at more than one intellectual level” (1991, p. 22).

' Traditionally, Europe has been defined in geographical terms as a spatial landmass, with
systematically descnibed delineations following the nineteenth century scientific
perspective. Writers have not, however, been 1n agreement over the positioning of the‘
boundanes and borders. Coulby and Jones argue that such definitions are almost always
political, socio-cultural and/or operational, to suit particular ends and that “as those ends
have changed, so have the definitions” (op. cit., p. 47). If we consider the spatial
organisation of landmass as “the continent of Europe”, the question arises as to where
the eastern boundary lies. Prior to 1989, the presence of the Iron Curtain meant that most
of our knowledge was focused on Western Europe and the countries of the EU, but the
emergence of the eastern bloc countries has led to a reappraisal of what constitutes
Europe. Shennan, referring to “the limitations of a rigid geographical definition”,
suggests the notion of a dynamic and diverse Europe, whose people share “‘common

beliefs, values and ways of life” (op. cit., pp. 25-26).

Wniters on the subject of Europe are often at great pains to clarify the distinction

between the wider notion of the continent of Europe and the narrower definition of the
European Union. Tulasiewicz points out that “confining the European Dimension to the
European Community (EC) may help to present a more compact whole, but it 1s also
open to the accusation that it ignores the rest of the world” (in King and Reiss, 1993, p.

241). This view 1s expressed even more forcefully by Sultana (1995). The danger of
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having a eurocentric focus, or “fortress Europe” approach is mentioned by several
writers as being counter-productive to the aims and objectives of the European
dimension. For example, an EMIE/NFER report of 1991 puts 1t this way: “European
Awareness should not mean for our young people a replacement of ‘Little
Englanderism’ by ‘little Europeanism’. It should be the first step towards an
understanding of what it means to be a citizen of the world, to understand the issues that
ultimately affect us all” (p. 10). Heater (1992), on the other hand, makes a distinction
between “awareness” about Europe as a whole and “European citizenship” which he
sees as firmly tied to the EU where a legal-political status can only be exercised through
the context of a polity. However, Tulasiewicz, adopting an inclusive approach, goes a
stage further when he states that Europe should also represent “all those recent

Europeans who live in Europe but whose roots are in Morocco, Bangladesh or Turkey”

(op. cit., p. 241).

It is clear that there is a lack of conceptual clarity in the understanding of the term
‘Europe’, and this is reflected in the European Policy for Schools, published by the
Metropolitan Borough of Knowsley [2]. The idea of perception as opposed to reality 1s
introduced in the opening paragraph of the policy:

“4 European entity is not easily defined by commonly accepted criteria.

Whatever lines are drawn on the political map, the fact remains that it is the
perception as much as the reality which defines a “European”. Itis an
area of political philosophy which is driven by its own intentions and more
importantly by the willingness of people to see the horizon as something to

be crossed rather than as a boundary to preserve their own insularity. In
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itself it can appear both liberal and reactionary, eurocentric and global
centralist and divergent.”
By highlighting the importance of people’s attitudes to the horizons and boundaries in
the above quotation, the document appears to have captured the true essence of Europe
in the last decade of the twentieth century. It is the issue of attitudes to Europe and the

European dimension in education that I hope to explore in the empirnical research of this

study.

The European Union

The impetus for a greater understanding of what is meant by the term "European
dimension" came from a Resolution adopted by the Council of Ministers of Education
on 24 May 1988, referred to in chapter one. A series of measures to be carried out at
both member states level and community level was launched with a view to
strengthemng the European dimension in education. The text of the Resolution

objectives can be found in Appendix A.

As a follow-up to the Resolution, member states were required to publish their own
policy statements on the European dimension in education, together with a report of

activity undertaken to implement it. This, in turn, was reported on in a Commission
document SEC (91) 1753, published in September 1991, which summarizes the action
taken by the member states and by the European Community, and contains a follow-up
and assessment of the action taken. The document 1s central to the discussion of the

conceptual and practical interpretation of the European dimension in education, and is
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analysed on two levels. Here, the macro, broad implications are explored and in a later
section the specifics of implications for practice in the member states are examined.
Broadly speaking, this report reveals similar findings across the member states
(Tulasiewicz, 1993, op. cit.) but different aspects are stressed by different states. Three
ideas which are pursued by all member states are the Community ideal, a humanist 1deal
and an international perspective. Each theme will now be examined 1n more detail,
drawing examples from the government responses of a range of member states. This
will be followed by a discussion of the member states’ responses and an evaluation of

their respective commitment to the European dimension in education.

The Community Ideal

The Community 1deal entails a range of assimilative notions such as belonging,
citizenship, identity and integration, and is essentially concerned with living and
working in the EU. In the Dutch Government's response, for example, published in
Apnl 1989, which is “primarily intended for the European Community and its member
states”, 1t is claimed that *“the expected goals of the Resolution are to actively prepare
the citizen for life in Europe after 1992.” The German Government's response, from the
Kulturministerkonferenz (KMK), was issued in December 1990 and 1s entitled “Europe
in the Classroom”. In it is represented the idea of the harmonisation of common social
and economic policies of member states, so that “Europe's citizens are increasingly
coming to ex;aeriénce and understand Europe as a common house in which wital
developments concerning their lives are taking place... a house which they have to build
and maintain together”. Furthermore, the role of education is to “arouse young people’'s

awareness of a European identity. This also involves preparing young people to fulfil
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their tasks as citizens in the European Community.” The Spanish government's
response, also 1ssued in 1991, includes in its policy aims the need to “explore the
European dimension of our cultural roots”. Indeed the preamble to the new reform of the
Spanish educational system (LOGSE 1990) sets the whole enterprise within the
framework of a “common European horizon”. The UK Government's response,
published in February 1991, almost three years after the Resolution, does not explicitly

refer to the notion of citizenship, but instead talks of “preparing young people to take

part in the economic and social development of Europe” and of “promoting a sense of

European 1dentity.”

The Humanist Ideal

The humanist 1deal of the member states' responses centres on the values and attitudes of

peace, human rights, freedom, democracy and understanding, and is essentially
concerned with an overarching value system. The German response details a Europe “in
which all countries and peoples will be able to achieve self-determination in freedom”.
Furthermore, “a comprehensive dialogue is taking place on questions of human nghts...
and disarmament.” The Spanish response lists the “internal market, social justice,
human rights, and political and democratic structures” as thematic areas for coverage

through the European dimension. The French Government's Education Act of July 1989

states that the European dimension “must help to develop a knowledge of other
cultures™, whilst the UK statement refers to “helping pupils and students to acquire a

view of Europe as a multi-cultural, multi-lingual community which includes the UK.
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The International Perspective

The third common theme which occurs in all the member states' responses 1s that of an
International perspective, based on multi-culturalism, solidanty and intercultural
education, and is essentially concerned with Europe’s position in a global context. The

Dutch policy states that “we would like to see a Europe which 1s broader than its trade

barriers” and furthermore, “we would internationalise by exchanging teacher trainers

and forging international links.” The German statement makes the strongest appeal in
this respect, challenging Europeans to “appreciate other people's perspectives, to be
tolerant, to express solidarity and to practise coexistence with people who speak
different languages and have other customs. Europeans must recognise the responsibility
for freedom, peace, justice and social balance placed in their hands - above all with
regard to the developing countries.” The Spanish Government's policy refers to the
necessity of “showing solidarity with countries of Eastern Europe or countries having
specific charactenstics e.g. Atlantic and Mediterranean”, whilst the Italian policy calls
for a Europe “working to consolidate a culture of communication and development to
make the Europe of the cultures transcend that built on economy and trade”. The UK
policy reflects an outward-looking perspective by “promoting an understanding of the

EC's interdependence with the rest of Europe, and with the rest of the world™.

Member States’ responses

Whilst considering the member states' responses to the Resolution of 24 May 1988, it
must not be forgotten that the content of such a resolution 1s not legally enforceable, and

that the responses rely on the commitment and good will of the individual governments
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to carry them out. The responses must, therefore, be appraised bearing that fact in mind.
The question then arises, ‘Are the responses to be judged separately or as a whole?’ The
report on the member states' responses referred to earlier (SEC (91) 1753 op. cit.) draws
attention to the ‘substantial diversity’ of the documents, although it concludes that, *“all
made an effort to implement the Resolution.” Whilst no one would wish to sacrifice the
diversity contained within the responses, if, as the report indicates, “Certain aspects may
have been stressed to the detriment of others”, then it may be that lack of a commonly
acknowledged and shared vision could be counter-productive. The speed with which thg
individual responses to the Resolution were published could be interpreted as an
indication of the amount of commitment felt by the member states' governments. For
example, the Dutch response appeared in April 1989, less than a year after the
publication of the Resolution, and the French response appeared in July 1989. The
German response appeared in December 1990, although this report was based largely on
a previous document of 1978, and the Germans could claim to have been ahead of the
field by at least a decade. The Germans were also preoccupied from November 1989 to
October 1990 with unification. The December 1990 document contains views from all
sixteen Bundeslinder, including the five newly acquired ones. The UK response
appeared in February 1991. The timing of the various responses alone indicates the
priority given to, and commitment placed upon the issues by, for example, Germany and

the Netherlands, in contrast with the UK.

Taking the response of the UK government as a further example, it is interesting to note
the similarities and differences between its text (Appendix B) and that of the Resolution
(Appendix A). If the texts of the two documents are compared, some dilution of the

strength of the language has taken place in the UK government's response. The phrase
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“strengthen 1n young people a sense of European identity” becomes “promoting a sense
of European 1dentity.” In addition, the phrase “make clear to them the value of European
civilization” becomes “encouraging awareness of the variety of European histories,
geographies, and cultures.” Again, the positive mention of “advantages and challenges”
becomes a more reserved “opportunities and challenges” in the UK document. Other
subtle differences can be perceived and it must also be stated that there is more
concentration on the idea of living 1n and taking advantage of the opportunities
represented by Europe, than on the values and attitudes enumerated by other member
states. The Resolution promotes the “safeguarding of the principles of democracy, social
justice and respect for human rights”, an aspect of Stobart's “for Europe” definition,
whereas the UK text does not include such a mention. These differences in interpretation
most likely reflect the political climate in the UK at the time (and currently), in which
the Euro-sceptic lobby is a powerful and vociferous one, and one which is more
frequently and persuasively voiced in the media. The question of how far this is proving
to be an obstacle to the way forward in UK educational spheres is one which is still to be

addressed.

Since the member states' governments' responses are interim statements only, the

following questions must be asked: What has happened since 1991? Has development
taken place? Have the intenim reports been updated? As far as the UK is concerned,
there have been no further developments in terms of European dimension educational
policy. The guidelines remain non-statutory and have been superseded by other reforms
and initiatives. This implies a lack of priority for the European dimension in education
on the part of policy makers specifically, and for the whole political issue of Europe,

generally. One important, political development on a European Union level, and the
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most recent one 1n terms of the European dimension in education, has been the

ratification of the Maastricht Treaty in 1993,

Legislation - The Maastricht Treaty

This 1s a major piece of community legislation in which education has appeared for the
first time, as a new area of Community competence. The text of the articles concerned
with education (126, non-vocational education and 127, vocational education) is printed
in full in Appendix C, but the main points are those which were previously dealt with 1n
the Resolution of 24 May 1988. These include the European dimension, the mobility of
students and teachers, co-operation between educational establishments, the exchange of
information and experience between member states, the development of youth
exchanges and the development of distance education. Recognition of diplomas and
periods of study between member states is also to be encouraged. It is interesting to
remark that these points are primarily concerned with living in and being a part of
Europe and that there is no mention here of the principles such as democracy and human
nghts, which were important in the Resolution of 24 May 1988. These 1ssues are
referred to in other parts of the Treaty, but are not specifically linked to the education
chapters. It is also significant that the teaching and dissemination of the languages of
the member states 1s introduced here. It was not mentioned at all in the Resolution, but
occurred in the UK response, which referred to “encouraging interest in and improving
competence in other European languages.” It would appear that the education chapters
are functional and practical in focus, with little reference to the humanist ideals and
principles which characterised the Resolution and succeeding member states' responses.

The international perspective of the Commission document SEC (91) 1753, which
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raised the 1ssues of multiculturalism, solidarity and intercultural education is not found

here, either.

This would appear to be a significant omission, as if the legislators had lacked the
political will to pursue in the field of education some of the guiding principles that have
underpinned the move towards greater European integration in other domains. At a time
when, on a global scale, racial tension, lack of tolerance and religious bigotry are evident
In many countries, it is curious that the opportunity to promote democratic values and

set out a strong agenda in educational terms has been lost.

Thus, the Maastricht Treaty has provided the European dimension in education with a
legislative framework within which to operate: “Community action shall be aimed
at...developing the European dimension in education” (Article 126, 2). However, since
the principle of subsidiarity is paramount (“excluding any harmonization of the laws and
regulations of the Member States”, Article 126, 4), education law in individual member
states will still prevail. It will be interesting to observe over the coming years, therefore,
exactly how the spirit of the Maastricht Treaty is put into practice across the EU. In the
UK, for example, a full eight years after the ratification of the Maastricht Treaty, there 1s
still no statutory provision in the National Curriculum for developing a European

dimension. The focus of the discussion will now move to examine the European

dimension in education and the issues which affect schools, including European identity

and citizenship.
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The European dimension in education

Much has been written in the last twenty years in the form of both official publications
and critical commentaries on the subject of the European dimension in education. Many
writers have attempted to define it as a concept and to illustrate their definitions with
examples of good practice (Shennan, 1991). The literature can be seen as representing

different perspectives and vested interests. On the one hand, European institutions such
as the Council of Ministers of Education and the Council of Europe have produced
official documents and statements of aims and objectives, requiring responses from
individual member states' governments, in an attempt to take forward the process of
integration. [3] On the other hand, teachers, lecturers and other professionals working in
the field have responded with a myriad of case studies of successful practice and
examples of teaching materials, illustrative of a participative approach to Europe
(Hapgood and Fennes, 1996; Montané and Bordas, 1993). In addition, comparative
studies exist which examine different systems and practices across the member states
(Brock and Tulasiewicz, 1994; Hopkins, 1994). Reports of European conference
proceedings have been published [4] and finally, and perhaps most importantly, a
number of texts deal with the philosophical and theoretical debate which continues to
rage around the subject of the European dimension (Coulby and Jones, 1995; Mulcahy,

1991).
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Definitions of the European dimension

If, as has been shown, there 1s difficulty in defining the term “Europe”, there 1s no less
difficulty in explaining what is meant by the European dimension. Two approaches to
the European dimension can be distinguished, according to the literature review. Firstly,
a “prescriptive” approach of the kind found in policy statements and official documents
1ssued by European, national and local bodies and secondly, a more ‘explorative’
approach favoured by writers and researchers in the fields of education and social

science.

Mulcahy (1991) in his aptly named article, “In Search of the European Dimension n
Education”, traces the idea and understanding of the term from its conception in the
1977 Community policy statement “Towards a European Education Policy”, up until the
landmark Resolution of the Council of Ministers of Education, of 24 May 1988, and the
individual member states' policy statements which followed. Mulcahy refers to the
progress made by the Community in having “its own ideal of the kind of education
needed to sustain its aspirations as a community” which is no longer the economic
community of its inception in 1957, but “more integrated as a social and cultural
community” (ibid., p. 213). As attention began to focus on a more integrated
community, activities promoting pupil mobility and exchange, language teaching,
international schools, teacher mobility and teacher training all gained recognition.
According to Mulcahy, “teaching about Europe and about the Community was being

conceived in cross-disciplinary and experiential terms”, characterized by a “boldness

and freshness of approach” (ibid., p. 216).
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In the 1990s, the level of debate of the European dimension increased, in tandem with
the increase in the move towards further integration within the EU. As new directives
and policy statements were issued, so the understanding of the term changed and
developed. Maitland Stobart (as cited in Shennan, 1991) sees the European dimension
as a dynamic and evolving concept, involving ‘education in Europe, education about
Europe and education for Europe’. This is a significant framework within which to
examine the European dimension. It links back to the three themes of commumnty,
humanism and the international perspective which emerged from the member states’
responses to the Resolution of 24 May 1988. The community ideal can be represented
by Stobart’s notion of ‘in Europe’, the humanist ideal is ‘for Europe’ and the
international perspective is partly ‘about Europe’ and partly ‘for Europe’. Stobart’s
tripartite approach to the European dimension is significant, and corresponds with the
idea of education for European citizenship being based on ‘thinking, feeling and doing’
(Starkey, 1995). By linking the two ideas, ‘education in Europe’ is represented by doing;
‘education about Europe’ is represented by thinking; and ‘education for Europe’ 1s
represented by feeling. Stobart’s model could therefore provide a useful frame of
reference for evaluating other ideas. The same idea is mirrored in a Council of Europe
working paper prepared by the Education Committee of the Council for Cultural Co-
operation (Vienna, 1991). The author states that the European dimension has “evolved
since the early post-war years from a limited, civics-style approach to one that involves
preparing all young people for international contact and mobility on a major scale for the
purposes of work, study and leisure in the wider community of Europe and the rest of

the world. It can be seen as a dynamic, evolving, multi-faceted concept involving

political, economic, social and cultural aspects.” The integrationalist perspective of this
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policy document is clear, from its prescriptive nature, and it 1s charactensed by a

somewhat general and ‘broad brush strokes’ approach.

Feneyrou (1993) outlines a temporal perspective when considering the European
dimension, or ‘significant aspects of Europe’, namely: “the past - historic tics between
member countries, their community of origin, the present - the current ties, the economic
political and cultural community (our present) and the future of Europe, the common
interests of the member countries” (as cited in Montané and Bordas, 1993, pp. 31-39).
Feneyrou also discusses the concepts of nationality and identity, both national and
European and asks the reader to consider if there is indeed a European cultural identity?
A striking, though perhaps understandable, feature of much of the literature in this field
is the writers' propensity to ask questions. As many questions are posed as answers

given, which again reflects the evolving nature of the concept of the European

dimension, referred to earlier.

McGhie (1993) refers to the ‘difficult question® of defining the European dimension.
She draws an interesting distinction between European perspective and European

dimension. The former is seen as a process of sensitisation to different cultures,

attitudes, behaviours and beliefs in order to develop a European identity, whereas the
latter is defined as “an attitude of mind based on a set of principles, guidelines or
values™ to “help us all towards an understanding of unity in diversity and of our
responsibilities as citizens of Europe” (as cited in Endt and Lenaerts, 1993, p. 33). The
European dimension, as defined by McGhie, is clearly being closely linked with the
notion of citizenship, and the obligations that it entails. This suggestion may be

problematic in that it does not appear to fit with the inclusive approach advocated by
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some writers. Unless there is a consensus of opinion as to who exactly are the ‘citizens

of Europe’, this approach may lead to certain groups feeling excluded from the process.

For Brock and Tulasiewicz (1994), the European dimension consists of European
knowledge - for pupils to be better informed about the continent of Europe; European
skills - linguistic, communication, social, negotiation, travel; and European attitudes -
enabling pupils to confirm a commitment to Europe. This idea reflects Stobart's “in,
about and for Europe’ definition, with European knowledge being ‘about Europe’,
European skills being necessary ‘in Europe’ and European attitudes being necessary ‘for
Europe’. A similar idea is postulated by Tulasiewicz when defining the scope of the
European dimension, which includes "disparate elements, such as knowledge, skills,
attitudes and commitments taught at different times and under different headings" (as

cited in King and Retss, 1993, p. 244).

Shennan (op. cit., p. 21) regards the European dimension in the curriculum as a process
leading to an improvement in “the quality and breadth of pupil knowledge by making
Europe a new focal point of normal school experience.” With regard to the school
curriculum, Knowsley's European Policy for Schools, the principles of which are
reproduced here, encapsulates in accessible language many of the themes, ideas and

concepts already referred to in this chapter:

¢ “The European dimension should be an integral part of the curriculum.

. The European Dimension refers to all those countries within recognised

political and geographical boundaries called Europe. As such the
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dimension should reflect the variety of political, social, economic,

cultural, racial and religious characteristics in Europe.

. 1t is essential to provide opportunities for young people in Knowsley to

develop the knowledge, understanding, skills and attitudes to enable

them to participate in the community of Europe.

¢ The European Dimension should be concerned with deepening young
people’s knowledge and understanding of other countries and their
people; and in doing so challenge ill-informed perceptions and
stereotyping. This should also provide opportunities for young people to

reflect upon their own society's history, culture and values.

. The European Dimension should be considered in the context of global
issues, and provide a means of addressing issues, such as
Multiculturalism and Equal Opportunities.”

The tripartite distinction made by Stobart concerning education ‘in, about and for
Europe’, referred to earlier in this chapter, can be recognised in the Knowsley principles.
‘In Europe’ 1s reflected in the third statement about young people being enabled to
participate in the community of Europe. ‘About Europe’ links to the second and fourth
principles quoted above and the notion of ‘for Europe’ is found in the fourth and fifth
principles. In 1992, a spokesperson at the Department for Education, London, referred to
the European dimension as “a phrase cloaked in mystery”! [5] It would appear that, in
Knowsley's European policy, an attempt has been made to disperse the mystery and to

provide a working definition of the European dimension. This forms a sound basis for
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understanding by a wide readership (advisors, teachers, parents, and governors),

followed by interpretation and implementation in schools.

A lack of clarity surrounding the term ‘Europe’ has already been noted, and a similar
lack of conceptual clarity exists for the term ‘European dimension’. A review of the
literature has revealed a number of features which are appropriate to be included in a
definition of the European dimension, such as dynamism, diversity, commonality,
inclusion, mobility, participation, attitudes, integration and outward-looking. Although
writers in the field have used these features in different combinations, it is hard to find
an example where all, or most of these features, occur together. One exception of a
definition of the European dimension that convincingly brings together many of the
various features mentioned by other writers, was published by ETUCE, an Industry
Committee within the framework of the European Trade Union Confederation (ETUC):
“...the European Dimension is a concept which, applied to education, means that
students and teachers must be conscious of both their common cultural base and the
rich national and regional diversity they share, and have access to the opportunities
that living in Europe offers, in terms of employment, culture and personal
development. ... The European Dimension must be an inclusive concept which does
not deny or suppress the distinctive characteristics of individual cultures
represented throughout Europe, nor exclude a wider international perspective.” [6]
The quotation from ETUCE, whilst not formally presented as a definition of the
European dimension, forms part of a discussion of the European dimension and teacher
education, and thus will help to inform the substantive theme of this thesis. It can also be

interpreted according to Stobart’s model of ‘in, about and for Europe’.
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A review of the literature for definitions of Europe and the European dimension has thus
revealed a wide range of approaches, although no clear conceptualisation of either term
is evident. This exploration helped inform my own understanding of the European
dimension, which I defined, as stated in chapter one, as “an approach to education from
a European perspective, where young people can develop the knowledge, skills and
understanding which enable them to be aware of their rights and opportunities, whilst
at the same time it encourages positive attitudes to people in the wider continent of

Europe and the rest of the world.”

Following on from the three themes (community, humanist and international
perspective) identified in responses to the Resolution of 24 May 1988, and referred to in
preceding paragraphs, member states’ policies also commented on: school curricula and
educational systems; teaching materials; and the mobility of pupils and teachers. These
areas will now be briefly reviewed, again drawing examples from a range of

governmental responses.

School Curricula and Education Systems

All the member states were in agreement that the European dimension should not be
delivered through a separate course, but that it should be integrated into appropnate
curricular areas, and the ideas expressed fall clearly into Stobart’s notion of ‘about
Europe’. The German policy is that “all fields of learning in the school can make a
contribution to developing the European dimension”. The document then goes on to
enumerate all the subjects in the curriculum (and it is virtually the whole curriculum)

which offer “opportunities for specialist work or work transcending traditional subject
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boundaries”, namely geography, history, social studies/politics, economics, law,

languages, mathematics, natural sciences, technology, religion, philosophy, art, music,
sport and classics. This impressive list is not repeated by the other countries, who mostly
view the European dimension as being appropriately considered through geography,
history and modern languages. French policy emphasizes a gradual raising of awareness
of European matters, through cultural, literary and socio-economic aspects. Spanish
policy makes reference to an explicit coverage of the European dimension and cites the
problem of ethics in natural sciences as an example. Italian policy rejects the idea of
teaching only facts about Europe and prefers an approach which is “a dynamic process
involving the quest for methodological and teaching strategy and subject matter already
shared throughout the European culture.” The Dutch policy states “we do not wish to set
up Europe as a separate subject”, whilst it is the UK government's view that

“appreciation and understanding of the European dimension cannot best be achieved

through a discrete European studies course in the curriculum.”

Teaching Materials

All member states were in agreement as to the importance of incorporating a European
dimension in schools, and that this would manifest itself in the curricula. In the German
policy, reference to teaching materials is made in a series of recommendations for
further development: * Improvement of basic information on Europe, European co-
operation and integration and on European inter-relationships in all specialist teaching
and educational material intended for both the teacher and the pupil” and “ensuring that
‘the European dimension in the classroom’ is included in the examination criteria when

authorizing teaching and learning material”. The Dutch policy statement referred to a
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survey which showed that “Europe is scarcely given attention in textbooks”, but noted
that “freedom of education forces the Dutch government to tread carefully.” However, a
regular need for updated information and an overview of available documentation was
noted. Similarly, in the UK, “there is no central control of teaching material. Where the
European dimension forms part of the National Curriculum subject or is otherwise
included in the school curriculum, the text books and other teaching materials for the
subjects concerned would also reflect the European dimension.” Again, the ideas

expressed fall into Stobart’s ‘about Europe’ category.

Mobility of pupils and teachers

One important action point of the Resolution worthy of discussion is the mobility of
pupils and teachers. In the Netherlands, “some schools have made interesting initiatives

such as educational projects which are combined with exchanges”, whilst in Germany,
“the exchange of pupils and teachers is important. This should be practised with as
many European countries as possible.” One of the recommendations for further
development involves “improvement of teachers' and pupils' motivation to deal with
European questions by gathering their own first hand experience of Europe (increased
participation in bilateral exchanges, encounters, project measures and foreign language
practice.)” Furthermore, school partnerships are to be encouraged, with Central and
Eastern Europe being singled out for a special mention. In the UK, the Central Bureau
for International Education and Training administers a large network of school contacts
and exchanges, and the exchange tradition 1s well developed: “Since 1988 the Schools
Unit of the Central Bureau has set up 487 new school and college links with partner

Institutions in other European countries.” The Central Bureau is also responsible for
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organising study visits, short courses and teacher exchange schemes, as well as a foreign
language assistant programme. These ideas are clearly representative of Stobart’s ‘in

Europe’ notion.

This review of school curricula and education systems, teaching matenals and the
mobility of pupils and teachers reveals that all member states’ governments are
committed, to a greater or lesser extent, to the practical aspects of integrating a European
dimension into the curriculum. What is striking is the degree of commitment shown by
Germany, with its whole-hearted embrace of every aspect of the European dimension.
This may be as a result of the isolation felt at the end of two world wars in the twentieth
century, and a constructive attempt to avoid future conflict between nation states. By
contrast, the UK’s response could be termed luke-warm or even tokenistic, an
expression of its reluctance to become further integrated in Europe. Part of the move
towards an integrated Europe is the encouragement of a sense of European identity and
citizenship. The following sections introduce a discussion (to be developed further in

chapter eleven) of these issues and how they relate to schools and education.

European ldentity

It has already been demonstrated in chapter one that one of the aims of the Resolution
of the Council and Ministers of Education of 24 May 1988 (see Appendix A) was to
“strengthen in young people a sense of European identity”, as a means of enhancing
the further integration of the countries of the EU. None of the official documents or
directives from Brussels attempts to define the term ‘European identity’, and other

writers in the field have therefore taken up the challenge of exploring the notion of
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identity, and in particular European identity. There is general agreement that it is a

complex and problematised area.

It 1s necessary to look further for an explanation of where European identity might be
located. Some writers have noted that identity can be forged through opposition to the
1dentity of an opposing group, and this has historically sometimes been the case,
especially 1n times of war (Hall, 1992; Smith, 1992; Young, 1990). It could be argued
that it was in adversity that the European idea emerged, and was sustained more by
conflict and division than by consensus and peace (Delanty, 1995), and indeed provided
a context for European treaties of agreement and unity, as explained earlier in chapter
one. However, this is a rather negative way of defining European identity. Who would
constitute the new opposition to Europeans? More positively, other writers have looked
to the political principles of, for example, democracy, human rights, equal opportunities
and constitutionalism, in order to define what it might mean to be European (Morn,
1987, Weaver, 1995). However, these qualities are not the exclusive domain of
Europeans, and cannot therefore be regarded as Europe’s defining principles. Other
commentators have pointed out the diversity which exists between the different cultural
and ethnic groups in Europe, and the impossibility of them all sharing the same identity
(Delanty, 1995). I have used the image of Europe as a patchwork quilt, with each
country, cultural or ethnic group being different in its own way, but adding to the overall
effect when pieced together (Convery, 1998). However, Delanty (1995) i1s unsure
whether “a multi-cultural society can evolve a collective identity that is not based on
ethno-culturalism” (p. 1), and considers the question to be *“as important as matters
pertaining to economic and political integration” (ibid.). Weaver (1995) has highlighted

the tension between the traditional concept of European identity, based on cultural
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hentage, shared history, the development of ideas and the pursuit of universal values and
the more rational concept of a European political construct, based on economic and civic
values, to which the citizens of Europe could pledge their loyalty (p. 207). That is indeed
a challenge for European politicians, academics and philosophers to contemplate. The
1dea of a collective European identity, based on participation and solidarity rather than

exclusion, and which is felt “emotionally” by its citizens, is one in which education has

an important role to play.

PERSONAL VIGNETTE

-
L

A key moment for me in terms of understanding the notion of identity was my discovery of

l Nigel Grant’s seminal article in Comparative Education (Volume 33 No. 1 1997, pp. 9-28),
entitled “Some Problems of Identity and Education: a comparative examination of multicultural '

education”. In 1t, Grant offers the concept of ‘markers of identity’ — nationality, citizenship,
religion, tribe, language, culture and others, and presents the notion of multiple identity. This

article crucially brought together all that I had been thinking in a tentative way about the issues |

surrounding 1dentity and nationality, and presented a coherent and convincing case of how

living in a pluralist society can be an opportunity rather than a problem for both majonty and |

minority groups.

I have subsequently used Grant’s ideas in my work with student teachers, in two different ways. |

Firstly, in my own department at the University of Nottingham, I have jointly facilitated a |
workshop on citizenship as part of our PGCE Professional Studies course, in which issues of

Identity were explored as an introduction to the topic. [ played a recording of interviews carried |
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|

out with a year 7 pupil and a local secondary teacher, who were discussing their personal
identities and what the term identity meant to them. Secondly, in my role as co-ordinator of an
EU-funded Socrates Intensive Programme, entitled “Educating for European Citizenship in the
21* Century”, I have run workshops in Leipzig (May 1998), Vienna (May 1999) and Groningen
(May 2000) with student teachers from Austria, France, Germany, Hungary, Macedonia, the
Netherlands, Portugal and the UK, in which we have attempted to answer the questions, “What

1s European identity?” and *“What does being a citizen of Europe mean?”

If 1 had to select just one item from amongst the literature I have reviewed, it would be this

article by Grant, as it has had a profound effect on the development of my thinking, and also on

my own understanding of my personal identity.

European Citizenship

The idea that the European dimension is about more than facts was put forward by
Neave, who argues that teaching is not enough, unless it includes “the notion of
educating for ‘European citizenship’ as an integral part of their programme” (op. cit., p.
120). The notion of education for citizenship is one which has only relatively recently
received closer scrutiny in the UK, with the Labour government under Tony Blair
making education for citizenship a priority in the revised National Curriculum, from

September 2002, as detailed in chapter one.

Provision was also made in the Maastricht Treaty for the inclusion of articles conferring
citizenship of the Union on the individual nationals of all the member states (Articles 8-

8d, see Appendix E2). The notion of citizenship can be linked back to the first of the
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three themes (communtity, humanist and international perspective) which were identified
by the writers of the Commission document SEC (91) 1753 (see page 21). This
Community ideal picks up the assimilative discourses of integration, belonging and

1dentity which had been raised by several of the member states.

Although European identity has often been represented in the UK media as posing a
threat to national 1dentity, the new concept is not intended to weaken national identities.
It 1s intended to create new nights and benefits, and to work towards the whole process
of integration. These new rights will enable citizens to vote and stand as candidates in
local and European elections in EU countries other than their own, permit them to take
complaints to a new EU ombudsman and finally to receive wider diplomatic protection

outside the EU.

The concept of European citizenship is not a new one, however and according to a
publication entitled “Maastricht Made Simple” (published by The European, 1992), the
concept has been grappled with for the past twenty years in European documentation
and at summits, conferences and other meetings. In the same way as the terms “Europe”
and “European dimension” have been discussed and defined, so too has the term
“European citizenship”. As referred to earlier in this chapter, some writers see the notion
of citizenship being firmly situated within the European dimension (Neave, McGhie op.
cit.). Dekker (in Montané and Bordas, op. cit.) analyses the concept of European
citizenship, traces the development of the concept over thirty years through EC policy
reports and other official pronouncements and examines some of the data available
through EC commissioned surveys and research concerning the opinions and attitudes of

young people to various aspects of European citizenship. He concludes, “the long-term
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survival of the present European Community and the development of a yet more
integrated ‘European Union’ will only be possible if the majority of the citizens possess
knowledge about ‘European’ matters, are convinced of the intrinsic importance and
value of an integrated Europe, are prepared to identify themselves with such a Europe
and are prepared and willing to contribute to its realization” (pp. 41-56). Starkey (in
Bell, 1995, p. 21) draws the same conclusions, expressed more simply: *“citizenship

implies feeling commiitted to the community as well as simply knowing about it.

Education for European citizenship has to be based on thinking, feeling and doing”’.

Research into young people’s attitudes to Europe

Although much has been written on the subject of the European dimension in education
from a theoretical point of view, the views of the younger generation with regard to
Europe have not been explored in any great depth. Neither have there been substantive
studies about student teachers. This section reviews the literature to date and provides

statistical data on attitudes and perceptions.

Over the past twenty years, a number of official surveys and studies have been carried

out on behalf of the European Commission and published in the Eurobarometer series.
[7] I have selected four such studies, namely *“The Young Europeans (1982)”, “The
Young Europeans in 1987”, “The Young Europeans in 1990” and “The Young
Europeans in 1997”, Each study was based on data collected in ten, twelve or fifteen
member states from between 3,867 and 7,600 young people, aged between fifteen and

twenty-nine. Questions were asked based on the young people's knowledge of the EC
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and 1ts institutions, their opinions on membership of the EC and the Single Market, their
attitudes towards European issues, including identity and citizenship and their

behavioural intentions conceming their European franchise.

Additionally, there has been a small number of independent surveys. Bordas and Giles
Jones carried out a study entitled “Students’ attitudes to Europe”, reported in Montané
and Bordas (1993, pp. 89-111). Questionnaires were administered to 834 pupils between
the ages of eleven and nineteen in eight EC countries. The pupils did not represent a
random sample, since the schools selected were ones in which participants in a teacher
training module were carrying out their teaching practice or were likely to be employed
in the future. Patterson and Sahm evaluated a survey entitled “Choices for Britain ~
Avon Pilot Evaluation”, which was reported in the Jndependent on 11 July 1994 by
Public Voice International (PVI), a Bristol-based research organisation. This study was
restricted to English students, with 2000 pupils in the county of Avon being asked what
kind of future they wanted for Britain. Although the focus of this study was the future
choices for Bntain rather than Europe or the EU, some questions provided data and
insights which are of relevance to the present discussion. The CRMLE research project
(1997) was a much larger, empirical study, which reported the detailed views of 1337
pupils from twenty-five secondary schools in six EU countries. [8] Finally, the
Runnymede Trust carried out a youth survey entitled “Young People in the UK:
Attitudes and Opinions on Europe, Europeans and the European Union” (1998). 505

British young people, aged between fourteen and twenty-five, were surveyed in street

Interviews.
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Similar questions to the ones posed in the Eurobarometer surveys were asked in the four
independent studies and a number of common themes emerge. These are: attitudes to
further European co-operation and integration, including opinions as to where decisions
should be taken and to which decisions should be dealt with at what level; perspectives
on European and national identities; and aspects of citizenship, especially knowledge
about the EU and 1its institutions. These themes will now be discussed, with examples

from individual surveys as appropriate.

Attitudes to European co-operation and further integration were explored through a
series of questions pertaining to closer European unity or working more closely with the
European Umnion. Generally, across all the surveys, the young people were not overly
positive or enthusiastic in their attitudes and opinions. For example, closer European
unity as a cause worthy of nisk-taking or sacrifices, was perceived only by a small
majority in the Eurobarometer surveys (8% in 1982, 8% in 1987 and 12% in 1990). The
results in the PVI survey showed that a majority (31% of the pupils) envisaged a Euro-
Britain, where Britain had much closer ties with the rest of Europe even if this meant
some loss of independence. When asked to identify from a list their perception of the
three greatest threats to Britain, 9% of respondents highlighted Britain getting left out of
a United Europe, 13% selected the war in the former Yugoslavia spreading to other
countries in Europe and 20% opted for extreme or racist parties getting stronger in
Britain and in the rest of Europe. When asked if they thought that Britain should work
more closely with the rest of Europe, even if it meant losing some of their national
Identity, students were more or less evenly divided between those in favour (32%), those
not in favour (36%) and those who did not know (32%). In the Runnymede Trust

survey, 69% said they thought of Britain as being part of Europe. However, further
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analysis revealed that the respondents *‘seem to see Britain as part of Europe in a

geographical sense rather that a social, cultural or economic sense” (Key Findings, p.2).

Further questions in the surveys probed the nature of decision making, whether it should
be at national or EU level, and which of a range of issues should be dealt with at a
European or national level. In the1982 Eurobarometer survey, 40% of the young people
surveyed would have favoured decisions in important areas being taken at a European
and not at a national level. The CRMLE survey explored certain issues of closer
European unity in greater depth. From a list of fourteen issues, respondents were asked
whether they thought they should be dealt with by the national government or by the
European Community. For eight 1ssues, over 50% of respondents thought they should be
dealt with at EC level: Bosnia (85.4%), the third world (84.6%), race relations (68.7%),
immigration (67.3%), drugs (61.2%), equal opportunities (58.3%), pollution (56%) and
terrorism (54.2%). The 1ssues receiving less support for EC level intervention were
defence (46.4%), crime (38.9%), health education (35.1%), justice (32.5%),
employment (25.5%) and the family (16.6%). The Runnymede Trust report found that
the respondents did not express interest in European issues generally and did not believe

that decisions made at European level affected them.

The second common theme found in the surveys of young people’s attitudes to Europe
was that of identity. Questions probed the respondents’ feelings towards their nationality
and possible European identity. In the 1982 Eurobarometer survey, 65% of young
Europeans said they were very or quite proud of their nationality. 15% of the same

cohort often thought of themselves as European citizens. In the Bordas and Giles Jones

survey, 40% of the pupils questioned thought of themselves as both European and a
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citizen of their own country. In the CRMLE study, in response to the question ‘Do you
think of yourself as European?’ 43.9% of young people answered ‘yes, totally’, 34.3%
‘only partly’ and 21.7% ‘not at all’. In the Runnymede Trust survey, 60% of respondents
saw British people as European, but at the same time 61% rarely or never thought of
themselves as European. 30.5% did occasionally think of themselves as European,
however. Whilst caution should be applied in the interpretation of these statistics, 1t is
true that for some adolescents “there are degrees of affective attachment to Europe
which may play some part in influencing their attitudes..” (Convery et al, 1997, p. 26).

The concept of identity is discussed 1n depth later in chapter eleven.

Aspects of citizenship were explored in the third common theme found in the surveys of
young people’s attitudes to Europe. Questions centred on knowledge of the EU and its

institutions, on how well informed respondents felt and whether they wanted to know

more about Europe. In the Eurobarometer 1990 survey, for example, only 16% of young
people felt well-informed about the EC, whereas 72% wanted to know more. In the
Bordas and Giles Jones survey, 50.5% said they did not know much about Europe and
85.5% wanted to know more. Of the CRMLE respondents, 54.7% felt quite well-

informed and 67.4% wanted to know more. 62.2% of young people questioned by the

Runnymede Trust stated that they did not know much about the EU.

The data presented in this section reveal that the majority of young people in the UK and
across the EU are not yet committed to further European integration, although there are
a number of 1ssues where they envisage decisions being taken at an EU level.
Additionally, young people are beginning to think of themselves as having both a

national and a European identity, though they are not yet a majority. Encouragingly,
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young people are becoming more well-informed about Europe, and importantly express
the desire to be better-informed. These results raise the questions of how teachers can
respond to this desire for better information, and whether the initial training of teachers
prepares them to adequately respond to the needs of their young learners.

The discussion thus far has outlined the studies carried out in the area of young people’s
attitudes to Europe and to various aspects of the European dimension in education. The
major 1ssue emerging from this literature survey is the paucity of research. This point

has been highlighted by other writers.

This paucity of empirical data concerning the attitudes of the younger generation
towards Europe, especially in the form of research carried out independently of official
European structures is emphasized by several writers. Ken Fogelman (in Edwards,
Munn and Fogelman, 1994) calls for research to be carried out due to urgent concerns
with young people who may be “politically ignorant, cynical, distrustful of politics and
politicians, and whose loyalties are tribal” (p. 14). He outlines the need for research into
the “current state of political and social knowledge, beliefs, attitudes and values” of
young people, adding that there are “some individual countries where research to answer
such questions is in hand, but their value would be multiplied if there were some
coordination to provide international comparability and comparisons” (p. 14). Dekker

finds that there is “a strong need for more research with respect to European citizenship,

socialization and education” and concludes that “finding out why socialization for
European citizenship in general and education for European citizenship in particular
have a limited effect and how to improve the quality of actions in this field would be in
the interest of both the EC-elites and individual citizens and in the interest of popular

democracy as well” (Montané¢ and Bordas, op. cit. p. 52). From a slightly different angle,
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Prucha finds that “empinical studies are necessary to compare factual knowledge,
attitudes and values shared by students in particular countries” (in Endt and Lenaerks,
op. cit. p. 29). Prucha also suggests that research be carried out to describe an “attitude
profile” of pupil and student populations for the qualities of European awareness. In

conclusion, Fogelman (in Edwards, Munn and Fogelman, op. cit. p. 20) identifies the

need for “national and international surveys of the knowledge, beliefs and activities of
young people” together with “longitudinal studies of how these develop”. It was

precisely this need for more research that my study sought to address by focusing on the

attitudes of student teachers to Europe.

Summary

After all the official documents, legislation and discursive arguments have been read and
digested, where does this leave the reader in terms of an understanding of the European
dimension? What steps should now be taken? Are the official pronouncements having
an effect at grass roots level? The review of the literature on Europe and the European
dimension reveals the inherent difficulties in arriving at a commonly held
understanding. Perhaps this is not even desirable? What is clear is the distinction
between the texts which tell us what we should be doing and those in which the

emphasis 1s more on discovery and interaction. Certainly, the ‘in, about and for Europe’

definition seems to be a very helpful one, especially when linked to the idea of European

knowledge, skills and attitudes.

There is no doubt that the Resolution of 24 May 1988 has had far-reaching effects, both

in the member states' responses and in the literature which has appeared since then.
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However, the question must be reiterated: At which levels are the pronouncements being
effective? Are young people in Europe gaining the knowledge, skills and attitudes
necessary to help them assume their European citizenship? There is currently a paucity
of research to answer such questions. Such as there is appears now to be dated or not to
be on a large-enough scale to be convincing. Several writers have made strong pleas for

further research to be carried out, and it would appear that the time 1s now apposite for

this to happen.

The main body of this chapter details the climate, background and context against which
the empirical research for this thesis took place. In view of the calls for international
comparability studies into the knowledge, skills and attitudes of young people in
Europe, this study is a timely response and should provide valuable empirical evidence
to address some of the questions raised here. It is intended that, from the data and
evidence collected, a more informed evaluation of what the European dimension means
to young people, 1n particular student teachers, can be offered. Being informed about
what young people think and know about Europe will help policy makers to judge the
effectiveness of their policies and may challenge the perceived wisdom of current

approaches to the European dimension in the curriculum.

The review of the literature enabled a conceptual framework of key 1ssues to emerge
from the macro level of the European Union, see figure 2.1. The research questions were
informed by my personal and professional background and reinforced by the

examination of the literature. This conceptual framework demonstrates the link between
the concepts which emerged from: the historical and political contexts of the study,

outlined earlier in chapter one; the literature and official documentation reviewed in this
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chapter; and the research questions, as originally stated in chapter one. Betore
examining how these i1ssues influenced the research design, 1t 1s first necessary to

discuss the theoretical approaches which underpinned this study:.
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NOTES

. This discussion 1s informed in part by my chapter “Understanding the Rhetoric:
Policies, Theories and Resolutions™ in Pupils’ Perceptions of Europe, Convery et al.

1997.

. The European Policy for Schools of the Metropolitan Borough of Knowsley

(Liverpool) 1s undated.

. See for example, Commission of the European Communities (1993) Green Paper on
the European Dimension of Education, Luxembourg; and Council of Europe, CDCC

(1993) A Secondary Education for Europe, Intermediate Report. DECS/SE/Sec

(93)7.

. Seg, for example, Endt and Lenaerts (eds) (1993) ‘The European Dimension in
Education’. Report on the 4" International Symposium. Netherlands: National
Institute for Curriculum Development (SLO) and the Report of the R.I.F. ~ European

Symposion *93 of the Network of Teacher Training Institutions.

. Personal telephone call to the Department for Education and Employment (DfEE),
formerly the Department for Education (DFE), in May 1992, in an attempt to seek

official clarification of the term prior to delivering the PGCE European dimension

lecture, referred to in chapter one.
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6. This quotation was taken from a booklet entitled “Teacher Education in Europe”, a
report published by the European Trade Union Confederation (ETUCE). No
conventional publication details are given, although a note in the text indicates that

the date of publication was 1994.

7. The traditional standard Eurobarometer (EB), established in 1973, is a survey of
public opinion in the European Union carried out between two and five times a year
by face to face interviews with approximately 1000 representatives per member
country. Web site accessed on 4 July 2001 at:

http://europe.eu.int/conmmm/del O/epo/ore. htinl

8. The Collaborative Research in Modern Languages Education (CRMLE) group’s

research into adolescent perceptions of Europe is reported in Pupils’ Perceptions of

Europe, Convery et al. 1997.

65



Chapter Three: Theoretical Frameworks

Discussion in the opening chapters raised a number of issues concerning Europe:
student teachers’ attitudes to European co-operation and integration, the role of the
European dimension in education, European identity and European citizenship. These
draw on, and can be further 1lluminated by consideration of a range of theoretical
perspectives. A close examination of approaches to learning and human development
is important in providing a theoretical understanding of student teacher development.
The purpose of the current chapter, therefore, 1s firstly to arrive at an understanding of
the terms ‘learning’ and ‘human development’, and secondly to present a range of
theoretical perspectives for consideration. Thirdly, the choice of Bronfenbrenner's
Ecology of Human Development, as providing the most appropriate framework and

basis on which to establish and explore the research problem, will be discussed and

justified in depth.

Learning and Human Development

Before examining theoretical approaches in detail, it is useful to clanfy the terms

‘learning’ and ‘human development’, since they are both central to the discussion in
this chapter. These two terms occur frequently in the literature of learning theory and
cognitive development. By offering a working definition of both terms, 1t will be
possible to make a distinction between them which will illuminate the ensuing

theoretical discussion. Learning is a process in which changes take place based on an
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individual’s particular life experiences. The Campaign for Learning defines it as

follows:
“Learning is a process of active engagement with experience. It is what people
do when they want to make sense of the world. It may involve an increase in
skills, knowledge, understanding, values and the capacity to reflect. Effective
learning leads to change, development and a desire to learn more.” [1]

Bigge and Shermis are in agreement with this definition, additionally acknowledging

the importance of inherited factors:

“Learning...is an enduring change in a living individual that is not heralded
by genetic inheritance. It may be considered a change in insights, behavior,
perception, motivation, or by a combination of these; learning always involves
a systematic change in behavior or behavioral disposition that occurs as a
consequence of experience in some specified situation” (1999, p.1).
Following these defintions, learning by student teachers in this study could involve
them gaining knowledge about Europe, changing their attitudes to, for example,
European integration and reflecting on the nature of their identity, based on their

experiences during the PGCE course.

Human development, as opposed to learning, has a wider perspective encompassing

the complete spectrum of changes that individuals undergo during the life span,

including the spheres of health, education and life style. According to Berk, human

development is:

“An interdisciplinary field of study devoted to understanding all changes that

human beings experience throughout the life span” (1997, p.4).
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The United Nations Development Programme describes human development as a
concept which:
“denotes both the process of widening people’s choices and the level of their
achieved well-being. The most critical ones are to lead a long and healthy life,
to be educated, and to enjoy a decent standard of living...The concept
distinguishes between two sides of human development. One is the formation
of human capabilities, such as improved health or knowledge. The other is the
use that people make of their acquired capabilities, for work or leisure."” [2]
The two notions of forming and using capabilities referred to in the above description
are useful 1n relation to the human development of student teachers on the PGCE
course. This could be conceived as firstly the way in which they perceive, or learn
(form their capabilities), during their training experiences and secondly the way in
which they deal with their training experiences (make use of their capabilities). In
other words, the total sum of the changes which they undergo during their training to
become newly-qualified teachers (NQTS), including those due to their learning on

specific 1ssues.

Drawing on the work of Lewin, Vygotsky and Bruner for the purposes of this study,

learning 1s perceived as being embedded in development. Learning must take place

first, in order for development to follow. Having established these principles, 1t is now

apposite to examine a number of theories of learning and development, 1n order to

select a theoretical basis for this thesis.
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Theories of Learning and Human Development

The field of child development became a legitimate field of enquiry in the mid-
twentieth century, although it had its roots in earlier centuries. A proliferation of
theories has gradually emerged, leading to a number of different perspectives on how
and why children become the way they are (Berk, 1997). Two broad perspectives are
the behaviourist approach and the cognitivist approach, and both approaches have
generated a number of learming theornies. The former school of thought emphasizes
directly observable behaviour rather than thinking and the unseen workings of the
mind, and is concerned with learning as a result of stimulus and response connections

(Child, 1993). The main proponents of this approach are the Americans, Watson

(1931) [3], Hull (1943) [4], Skinner (1953) [5] and Bandura (1970) [6]. Conversely,
the latter school of thought places importance on learning as a process of gaining or
changing insights, outlooks, expectations or thought pattems (Bigge and Shermis,
1999). The main proponents of cognitivism are mainly Europeans, Piaget (1971),
Lewin (1936), Bruner (1996), Vygotsky (1962) and Bronfenbrenner (1979). Both the
behaviourist and cognitivist perspectives are scientific approaches to the study of
human behaviour. Although there are certain principles of behaviourism, for example,
reinforcement and modelling, [7] which may be of interest in a study of student
teacher development, the approach offers too narrow a view of important
environmental influences (Berk, 1997). Much of the experimental work of the

behaviourists was carried out in scientific laboratories, with the subjects of the
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research divorced from their natural environment. The two approaches therefore differ
in one major respect that 1s fundamental to this study:
“the behaviouristic assumption [is] that human beings are passive or reactive
and the cognitive-interactionist assumption [1s] that they are interactive in
relationship with their environments” (Bigge and Shermis, op cit. p. 44).
It is for this reason, namely, the significance of the environment in the interactivity of
human development, that the cognitive-psychological approach lends itself to this
study as an appropriate theoretical perspective within which to address the research |
questions outlined in chapter one. In order to explore the attitudes of student teachers
to the European dimension within a cognitive-psychological framework, Europe could
be interpreted as one of the environments in which they operate. It is therefore
apposite to examine the central ideas of the cognitivist approach and to consider the

main theories of the chief proponents as they might inform the research problem of

this thesis.

Cognitive Theories

There 1s a range of differing interpretations of the term ‘cognitive theory’ and a
diversity of approaches by cognitive psychologists working and researching within the
field. However, there are some key ideas that are commonly understood to be of
fundamental importance to the cognitivist perspective. One tenet 1s that the
intervention of human thinking has a substantial influence on motivation, so that a
person’s awareness of what 1s happening, and his or her ability to perceive, process
and use information from the environment will impact on present and future

behaviour (Child, 1993). This is an important principle in relation to the study of

70



student teacher development. The ability of student teachers to observe, analyse,
evaluate and reflect upon others’ and their own performance will be of crucial
importance to their own developing practice. A second key idea for cognitive-
psychologists is the understanding of the term ‘environment’. Here, it is not simply
the physical environment that is important, but also the psychological environment.
This can include impressions of parts of the physical environment, and also memories
and anticipations (Bigge and Shermis, 1999). The significance of the concept of the
environment for this study has already been referred to. The student teachers operate
within a physical environment during their training course (seminar rooms,
classrooms), but also within their own psychological environment, as they develop
their thought processes and reflect upon their practical experiences. Piaget made a
major contribution to the cognitive-psychological approach, and it is therefore

appropriate to consider the relevance of his work to this study.

Piaget’s Theory of Cognitive Development

Jean Piaget was an eminent Swiss psychologist who developed a descriptive analysis
of the stages in child development, in which children actively construct knowledge as
they manipulate and explore their world. They move through four main stages, or

periods, identified by Piaget as the sensorimotor, preoperational, concrete operational

and formal operational stages. [8] Piaget believed that children had to experience and
pass through the stages in a given sequence in order to acquire knowledge and to
develop the ability for <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>