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Abstract

This thesis examines the attitudes to Europe of student teachersduring 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 researchquestions.
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 everwidening 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 addressthe 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 researchtools used
were pre- and post-course questionnaires
and semi-structured interviews, which generatedlarge amounts of rich quantitative
and qualitative data.
An in-depth and detailed analysis of the data resulted in the emergenceof 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.
[ I] It is 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 seatsof 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
Government
in
June
2000
"Stop
the
throwing away
read,
newspaper advertisement
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 multimillionaire 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 espouseda policy of
closer ties with Europe. [4] The most recent European issue of significance for the UK
is the controversy surrounding the question of the introduction of the euro. Thus there
are polarised feelings expressedby 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

particularcountrywhen a newsitem happensto hit the headlines?Do schoolsand
teachershave a role to play in presenting a more balanced view of the European
debate?It should not be assumedthat young people hold the same views on Europe as
2

those of their parents' generation. The small number of independent researchprojects
that have been carried out into adolescentattitudes to Europe (Bordas and Giles Jones,
1993; Patterson and Sahni, 1994; Convery et al, 1997; The Runnymede Trust, 1998)
in
issues,
interested
European
that
and
are
a
significant
of
young
number
people
reveal
in fact wish to be better informed. The question for teachersis, `How can the
European question be presented effectively to engagethe 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-taughtcourse, or through a crosscurricular permeation model, or a combination of the two. Teaching approachesthat
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
hand,
ice;
talking to them about social priorities,
the
cut
not
much
on
other
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 sensethe contemporary context of the main themes of
the study, the remainder of this chapter will serve to:
(i)

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

(ii)

raise the specific issuesto be explored through the thesis and the nature of the

study;
(iii)

introducekey conceptsanddefineterminology;

(iv)

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 researchis value-free; I am a committed
European, intent on exploring the legitimacy and role of education in
promoting `Europeanness',or a common senseof European identity. In order
to trace my own development through the course of this research,I include a
`Personal Vignette' in selectedchapters, in which I capture a key moment in
my personal and professional development as a researcherin relation to the
contents of the chapter. The vignette is situated in the relevant chapters at a
point appropriate to the discussion.
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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) assertsthat "there is something unique and
shared about Europe's history, and that events and ideas in its past still affect our
ideas 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 11
of
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 Renaissanceat the end of the
Middle Ages, there was a great deal of movement, which included the exchangeof
ideas, as scholars and merchants traded in art, architecture, music, literature and
scientific ideas. 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 idea
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'etre' of the
European ideal was a responseto 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,
in
it
indeed
Council
did
Europe
this area.
the
the
work
early
most of
was
and
of
which
[7]

In the later stagesof 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 in 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 increaseby 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 it is 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 it is therefore appropriate at this juncture to consider the educational

perspectiveof the Europeandimension,sincethe move towardsEuropeanintegration
is reflectedin the developmentof educationallegislation.

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
issued a Resolution, in which young people were to be prepared to "take part in the
economic and social development of the Community" by having strengthenedin 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 stateswere required
to make an individual responseto 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 responseto 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 responseby the then Conservative government. Some dilution of the strength

of the language of the original document has been remarked upon: "The phrase
`strengthen in young people a senseof European identity' becomes `promoting a sense
of European identity"' and "the phrase `make clear to them the value of European
civilization' becomes `encouraging awarenessof 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 referencesto 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 is not, in the UK as
in other parts of Europe, a mandatory part the National Curriculum. [ 10] The
of
European dimension has therefore not found its way into the daily repertoire of most
teachers and is not on the inspection schedule for Ofsted (the Office for Standardsin
Education, a non-Ministerial Government Department responsible for the regular
inspection of schools, colleges, teacher training, LEAs, nursery education and youth
provision in England). [11] However, there are increasing instancesof good practice,
where individual schools have taken advantageof additional funding provided
through the various strands of the EU SocratesProgramme, 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 international opportunities for linking and professional
development, with Europe being part of that framework.

9

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 stages3 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 assessmentof it) advisory group involves the
setting up of a statutory entitlement to citizenship in the curriculum, to cover
"an understanding of democratic practices
both
local
institutions
and
and
national, including the work of parliaments, parties, pressure groups and
voluntary bodies, and the relationship offormalpolitical

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
stages3 and 4. [13]
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Historically, education has not been included in European legislation until relatively
recently. It was originally 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 discussedin greater detail in
chapter two. (The full text
of Article 126 is found in Appendix Q.

According to the Prime Ministers of the member stateswho were signatories of this
Treaty, this piece of legislation should have resulted in a massive change in the way
European issues are covered in schools, since it implies that the European dimension
will become part of their national curricula. This clearly has implications for inservice training and also serious implications for those involved in the training of
teachers, since new teacherswould 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 disappearedfrom the UK government's requirements for teacher
training. [15] This is a point which will be discussedmore fully later in the thesis.
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The brief review of the historical and educational context of this researchhas raised a

numberof important,broadissues.At the presenttime, world leadersandordinary
citizens alike are preoccupied with a range of issues concerning Europe, such as:

"

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

"

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

"

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

opportunitiesavailableto 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)secondarystudentteachers.I approachedthis taskwith enthusiasm.My life
experiencesto datehad led me to becominga committedEuropeanandI rather
naively assumedthat 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 awarenessthat 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 aggressiveand hostile questioning from the students. I was accused
of being euro-centric and ignoring the rest of the world. It seemedthat 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 teachersof disciplines other than modern
foreign languages,but there was quite probably a degree of subjectivity involved here.
At that point I had to stand back and reflect. Why had such extreme reactions been
provoked? Had I appearedeuro-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 (it was one week before the end)?

As a lecturer in education concerned predominantly with the training of student
teachersof modern languages,it was assumedthat I 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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languagesare 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 languagesfluently, 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 becauseof 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 in a foreign language?

The issue 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 sessionon 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 teachershad 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 neededto 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 embeddedin the course, in a more integrated
way, to reduce the shock factor of having important issues foregrounded at a point in
the training course when it was almost over? Could it be that the process of discovery
or awareness-raisingwas more important than the final outcome?

It was these thorny issueswhich prompted me to engagein empirical research and
which formed the basis of this study. I strongly felt the need at this point to carry out
some researchto 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 researchertoday. Literature and internet searches
have not revealed any examples of empirical researchcarried 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
issues of identity, citizenship, racism, xenophobia and general awarenessof other
cultures within a European context. It is against this background that the following
central question for my researchwas 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 identity and European citizenship. Added to this,
my earlier experience
raised a number of questions for me, all relating to teacher education, which helped
shapethe emerging subsidiary researchquestions:
Do student teachers' attitudes to Europe
change during the course of the initial
training 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 bepromoted through the school curriculum?
The researchquestions are further explored in a number of areasthroughout 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 questionnaires and a major European survey, involving six
countries. However, at this juncture it is 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 senseof 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 engagein, at least in a tentative manner. For me, the following experience
captures the essenceof 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 in a beautiful setting, on a mountainside in the Vosges. The
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 entranceto the camp.An eeriesilencepervaded.It is difficult to expressin wordswhat
I experienced 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 peacebetween the
people of Europe. Although the politics and economic processescontinue 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.

This study is thus a research-basedinvestigation, 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 teachersand the education of young
people to fulfil their 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

historicalbackgroundandpolitical context,referredto earlierin this chapter:
"

Europe refers to the whole of the continent, or spatial landmass, in terms of a
geographical definition, stretching from the Atlantic seaboardin the west to the

Ural mountainsin the east.
9

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
awarenessand understanding.

"

European Integration refers to Britain accepting decisions made at a supranational,
political level by a greater European communal authority, in matters of specific
legislation, where Europe sets the agendafor change and where the needsof 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 researchsought 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
develop
from
the
European
education
a
perspective, where young people can
knowledge, skills and understanding which enable them to be aware of their rights
and opportunities, whilst at the same time it encouragespositive attitudes to
people in the wider continent of Europe and the rest of the world. Thus
basis
broader
issues
from
for
a
specific
examples
considering
and
opportunities
than that of the national context give a wider perspective to questions, for
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example, a pan-European approach to studying the effects of acid rain is more
illuminative than merely focusing on the UK problem.
"

European identity is 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.

"

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
areasof 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
eleven 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 researchproject and
explained the relationship between my professional and personal motivation, which
led to the emergenceof the main researchquestion and subsidiary questions. More
immediately, the principle concepts of the researchwill be explored in greater detail in
the literature review which follows.
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NOTES

1.

"71 % of British voters want a referendum on our continued membership of the
European Union", was a slogan employed by the British 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 expressedan opinion
were in favour of leaving the EU.

2.

From the Daily Telegraph, 12 June 2000.

3.

Quotation from the Referendum Party's web-site:
htttr//c, ri.bbc.cu.uk/election97/backround/issues/ref
htni accessed on 16 November
1998. It made interesting reading, inciting readers to "wage a relentless war of
ideas against the Euro elite" and used a militarist
`liberate', `battle', `conflict'

and `guerilla-like

vocabulary, such as

in
Heath,
Sir
Edward
a
army'.

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
European
is
institutions
through
gain
over
us
might
equivalent only to the
in
"
that
turn
them.
gain
we
over
sovereignty
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4.

The Labour Party's policy on Europe is integrated in its global policy, entitled

"Britain in the world", and statesthat "Labour will leadreform in Europeto
ensure that it better servesthe interests and concerns of the citizens of Britain
and Europe. We will do this by:
"

Working for a Europe of social justice

"

Promoting a people's Europe

9

Making Europe a source of prosperity and growth

"

Working for an inclusive Europe for the 215ECentury

"

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."

Web-site accessedon 5 June 2000, at: htrý:ýýýtýýý
lahour.or
.

5.

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

6.

SusanBasnett, 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 assumedthat 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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7.

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 seeBeddard (1980).

8.

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.

9.

For example, seeMinisterio de Educacion y Ciencia (1990) Ley Organica de
Ordenacion General del SistemaEducativo (LOGSE). Madrid: Centro de
Publicaciones and Kulturministerkonferenz (1990) Europa im Unterricht.
Bonn.

10.

The only acknowledgement of the European dimension in the first National

Curriculum occursin the non-statutoryNCC Curriculum GuidanceNo.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).

11.

See Office for Standardsin Education (Ofsted) (1995) Guidance on the
Inspection of Secondary Schools. London: HMSO.

12.

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

group initial report,QCA, March 1998.
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13.

The KS3 Programme of Study for Citizenship statesthat "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.i).
The KS4 Programme of Study for Citizenship has two referencesto 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.fl 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.i).

14.

The Maastricht Treaty (1992) details this development.

15.

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

16.

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) andBarking andDagenhamLEA (CILT, 1998)found that
modern languageswas one of the least favourite subjects amongst secondary

schoollearners."Modern languagesreceivedan overall ranking of sixth out of
seven when compared with six other selected subjects" (p. 50). The other
in
subjects the comparison were mathematics, English, science, geography,
history and technology.
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Chapter Two: The Literature Review

The overarching theme to emergefrom the discussion in chapter one is that of the
European dimension in education. Within this main theme, issuessurrounding young
people's (including student teachers') attitudes to Europe and the conceptsof European
co-operation and integration, Europeanidentity and Europeancitizenship 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 establisha conceptual
framework which will allow an examination of the researchquestionsoutlined in
chapter one. In turn, this will help to illuminate the empirical researchproject described
in the ensuing chaptersof this thesis.

Although education has only latterly come into the European
equation (Council of
Europe, 1950), it is steadily assuminga more important
position, appearingin all the
most recent legislation and documentation,the Maastricht Treaty (1992) being a casein
point. It is 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 developmentof
the Europeandimension. Monnet's reflection, briefly referred to in chapter one,
emphasisedthe role that education can play in helping to bring people together, for by
reviewing his life's work, he was able to identify a meansof moving forward. Just as
Monnet was led to a realisation that educationwas the way forward to his goal of a
united Europe, here I intend that a review of the themes,ideas and opinions of writers
about Europe and the Europeandimension will help inform the content and shapeof the
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macroto a micro perspective,asfollows:
a

The wider continent of Europe;

The EuropeanUnion, official guidelinesandlegislation,includingtheMaastricht
Treaty;
The Europeandimension in education, including issuespertaining to schools,
European identity and Europeancitizenship; and
Researchinto young people's attitudes to Europe. [1)

The wider continent of Europe

An examination of the various definitions of Europe and the Europeandimension in
education is essentialin order to understandwhat it is schools are being askedto
promote. Making a plea for clarity and understanding,Coulby and Jonesassertthat,
"... a Europeanframework may be regarded as desirable only if it is clear what this
is,
European
In
Europe
know
is,
it
important
is
who
a
to
and
means. other words,
where
before the schools can teach anything sensible on this theme to children and young
people" (1995, p. 42).
In order to understandbetter the term "European dimension", it is first necessaryto
examine the idea of Europe itself.

The question of defining Europe is problematised by the inability of writers and
commentatorsto agreeon a common definition of Europe. Neave refers to the
interpretations
"there
Europe
that
of
are
almost
many
as
controversiality of
and states
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what `Europe' was, is and ought to be as there are interests arguing about such matters"
(1984, p. 3). Shennandiscussesthe problems of trying to answerthe question "What is
Europe?" She summarisesthe 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 geographicalterms as a spatial landmass,with
systematically describeddelineations following the nineteenth century scientific
perspective.Writers have not, however, been in agreementover the positioning of the
boundaries and borders. Coulby and Jonesargue 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 landmassas "the continent of Europe", the question arisesas to where
the easternboundary lies. Prior to 1989, the presenceof the Iron Curtain meant that most
of our knowledge was focused on Western Europe and the countries of the EU, but the
emergenceof the easternbloc countries has led to a reappraisalof what constitutes
Europe. Shennan,referring to "the limitations of a rigid geographicaldefinition",
suggeststhe notion of a dynamic and diverse Europe, whose people share"common
beliefs, values and ways of life" (op. cit., pp. 25-26).

Writers 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
EuropeanUnion. Tulasiewicz points out that "confining the EuropeanDimension to the
European Community (EC) may help to present a more compact whole, but it is also
open to the accusationthat it ignores the rest of the world" (in King and Reiss, 1993, p.
241). This view is expressedeven more forcefully by Sultana (1995). The dangerof
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having a eurocentric focus, or "fortress Europe" approachis mentioned by several
European
being
the
the
to
of
and
objectives
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writers as
dimension. For example, an EMIEINFER report of 1991 puts it this way: "European
Awareness should not mean for our young people a replacementof `Little
Englanderism' by `little Europeanism'. It should be the first step towards an
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the context of a polity. However, Tulasiewicz, adopting an inclusive approach,goesa
stage further when he statesthat Europe should also represent"all those recent
Europeanswho live in Europe but whose roots are in Morocco, Bangladeshor Turkey'
(op. cit., p. 241).

It is clear that there is a lack of conceptualclarity in the understandingof the term
`Europe', and this is reflected in the EuropeanPolicy for Schools,published by the
Metropolitan Borough of Knowsley [2]. The idea of perception as opposedto reality is
introduced in the opening paragraphof the policy:
"A European entity is not easily defined by commonly acceptedcriteria.
Whateverlines are drawn on the political map, thefact remains that it is the
".
It
is
defines
"European
an
the
a
reality which
perception as much as
driven
by
intentions
its
is
more
and
own
which
philosophy
of
political
area
importantly by the willingness of people to seethe horizon as something to
be crossedrather 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,

centralistand divergent."
By highlighting the importance of people's attitudes to the horizons and boundariesin
the above quotation, the document appearsto have captured the true essenceof Europe
in the last decadeof the twentieth century. It is the issue of attitudes to Europe and the
European dimension in education that I hope to explore in the empirical researchof this
study.

The European Union

The impetus for a greaterunderstandingof what is meant by the term "European
dimension" came from a Resolution adoptedby the Council Ministers of Education
of
on 24 May 1988, referred to in chapter one. A seriesof measuresto be carried out at

both memberstateslevel andcommunitylevel was launchedwith a view to
the Europeandimensionin education.Thetext of theResolution
strengthening
objectives can be found in Appendix A.

As a follow-up to the Resolution, member stateswere required to publish their own
policy statementson the Europeandimension 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 September1991, which summarizesthe action
taken by the member statesand by the European Community, and contains a follow-up
and assessmentof the action taken. The document is central to the discussion of the

conceptualandpracticalinterpretationof the Europeandimensionin education,andis
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levels.
Here, the macro, broad implications are explored and in a later
two
on
analysed
section the specifics of implications for practice in the member statesare examined.
Broadly speaking,this report reveals similar findings acrossthe member states
(Tulasiewicz, 1993, op. cit. ) but different aspectsare stressedby different states.Three
ideas which are pursuedby all member statesare the Community ideal, a humanist ideal
and an international perspective.Each theme will now be examined in more detail,
drawing examples from the government responsesof a range of member states.This
will be followed by a discussion of the member states' responsesand an evaluation of
their respective commitment to the Europeandimension in education.

The Community Ideal

The Community ideal entails a range of assimilative notions such as belonging,
citizenship, identity and integration, and is essentially concernedwith living and
working in the EU. In the Dutch Government'sresponse,for example, published in
April 1989, which is "primarily intended for the European Community and its member
states", it is claimed that "the expectedgoals of the Resolution are to actively prepare
the citizen for life in Europe after 1992." The German Government'sresponse,from the
Kulturministerkonferenz (KMK), was issued in December 1990 and is entitled "Europe
in the Classroom". In it is representedthe idea of the harmonisation of common social
and economic policies of member states,so that "Europe's citizens are increasingly
coming to experience and understandEurope as a common house in which vital
developmentsconcerning their lives are taking place... a housewhich they have to build
and maintain together". Furthermore, the role of education is to "arouse young people's
awarenessof a European identity. This also involves preparing young people to fulfil
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their tasks as citizens in the European Community." The Spanishgovernment's
response,also issued in 1991, includes in its policy aims the need to "explore the
Europeandimension of our cultural roots". Indeed the preamble to the new reform of the
Spanisheducational system (LOGSE 1990) setsthe whole enterprisewithin the
framework of a "common Europeanhorizon". The UK Government'sresponse,
published in February 1991, almost three years after the Resolution, doesnot explicitly
refer to the notion of citizenship, but insteadtalks of "preparing young people to take
part in the economic and social development of Europe" and of "promoting a senseof
Europeanidentity. "

The Humanist Ideal

The humanist ideal of the member states'responsescentreson the values and attitudes of
peace,human rights, freedom, democracy and understanding,and is essentially
concernedwith an overarching value system. The German responsedetails a Europe "in
which all countries and peoples will be able to achieve self-determination in freedom".
Furthermore, "a comprehensivedialogue is taking place on questionsof human rights...
and disarmament." The Spanishresponselists the "internal market, social justice,
human rights, and political and democratic structures" as thematic areasfor coverage
through the European dimension. The French Government'sEducation Act of July 1989
statesthat the Europeandimension "must help to develop a knowledge of other
cultures", whilst the UK statementrefers to "helping pupils and studentsto 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'responsesis that of an
international perspective,basedon multi-culturalism, solidarity and intercultural
education, and is essentially concernedwith Europe's position in a global context. The
Dutch policy statesthat "we would like to seea Europe which is broader than its trade
barriers" and furthermore, "we would internationalise by exchanging teachertrainers
and forging international links. " The German statementmakes the strongestappealin
this respect, challenging Europeansto "appreciate other people'sperspectives,to be
tolerant, to expresssolidarity and to practise coexistencewith people who speak
different languagesand have other customs.Europeansmust recognisethe responsibility
for freedom, peace,justice and social balanceplaced in their hands above all with
regard to the developing countries." The Spanish Government'spolicy refers to the
necessityof "showing solidarity with countries of EasternEurope or countries having
specific characteristicse.g. Atlantic and Mediterranean", whilst the Italian policy calls
for a Europe "working to consolidate a culture of communication and developmentto
make the Europe of the cultures transcendthat built on economy and trade". The UK
policy reflects an outward-looking perspectiveby "promoting an understandingof the
EC's interdependencewith the rest of Europe, and with the rest of the world".

Member States' responses

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

that the responses
rely on the commitmentandgoodwill of the individual governments
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to carry them out. The responsesmust, therefore, be appraisedbearing that fact in mind.
The question then arises, `Are the responsesto be judged separatelyor as a whole?' The
report on the member states'responsesreferred 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 aspectsmay
have been stressedto the detriment of others", then it may be that lack of a commonly
acknowledged and sharedvision could be counter-productive. The speedwith which the
individual responsesto 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 responseappearedin April 1989, less than a year after the
publication of the Resolution, and the French responseappearedin July 1989. The
German responseappearedin December 1990,
although this report was basedlargely on
a previous document of 1978, and the Germanscould claim to have been aheadof the
field by at least a decade.The Germanswere
also preoccupied from November 1989to
October 1990 with unification. The December 1990 document contains views from all
sixteen Bundesländer,including the five newly acquired ones. The UK response
appearedin February 1991. The timing of the various responsesalone indicates the
priority given to, and commitment placed upon the issuesby, for example, Germany and
the Netherlands, in contrast with the UK.

Taking the responseof 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 languagehas taken place in the UK government'sresponse.The phrase
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"strengthen in young people a senseof European identity" becomes"promoting a sense

of Europeanidentity." In addition,the phrase"makeclearto themthe valueof European
civilization" becomes"encouraging awarenessof the variety of Europeanhistories,
geographies,and cultures." Again, the positive mention of "advantagesand challenges"
becomesa more reserved"opportunities and challenges" in the UK document. Other
subtle differences can be perceived and it must also be statedthat there is more
concentration on the idea of living in and taking advantageof the opportunities
representedby Europe, than on the values and attitudes enumeratedby other member
states.The Resolution promotes the "safeguarding of the principles of democracy,social
justice and respect for human rights", an aspectof Stobart's"for Europe" definition,
whereasthe 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

frequentlyandpersuasivelyvoicedin themedia.Thequestionof how far this is proving
to be an obstacle to the way forward in UK educational spheresis one which is still to be
addressed.

Since the member states'governments'responsesare interim statementsonly, the
following questionsmust be asked: What has happenedsince 1991?Has development
taken place? Have the interim reports been updated?As far as the UK is concerned,
there have been no further developmentsin terms of Europeandimension educational
policy. The guidelines remain non-statutory and have been supersededby 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 EuropeanUnion level, and the
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most recent one in terms of the Europeandimension in education,has been the
ratification of the Maastricht Treaty in 1993.

Legislation - The Maastricht Treaty

This is a major piece of community legislation in which education has appearedfor the
first time, as a new areaof 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 in
the Resolution of 24 May 1988. These include the Europeandimension, the mobility of
studentsand teachers,co-operation between educational establishments,the exchangeof
information and experiencebetween member states,the development of youth
exchangesand the development of distance education.Recognition of diplomas and
periods of study between member statesis also to be encouraged.It is interesting to
remark that thesepoints are primarily concernedwith living in and being a part of
Europe and that there is no mention here of the principles such as democracyand human
rights, which were important in the Resolution of 24 May 1988. Theseissuesare
referred to in other parts of the Treaty, but are not specifically linked to the education

chapters.It is alsosignificantthat the teachinganddisseminationof the languagesof
the member statesis 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
competencein other European languages." It would appearthat the education chapters
are functional and practical in focus, with little referenceto the humanist ideals and
principles which characterisedthe Resolution and succeedingmember states'responses.
The international perspectiveof the Commission document SEC (91) 1753,which
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raised the issuesof multiculturalism, solidarity and intercultural educationis not found
here, either.

This would appearto 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 greaterEuropeanintegration 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 agendain educationalterms has been lost.

Thus, the Maastricht Treaty has provided the Europeandimension 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
stateswill still prevail. It will be interesting to observeover the coming years,therefore,
exactly how the spirit of the Maastricht Treaty is put into practice acrossthe EU. In the
UK, for example, a full eight years after the ratification of the Maastricht Treaty, there is

still no statutoryprovisionin theNationalCurriculumfor developinga European
dimension. The focus of the discussionwill now move to examine the European
dimension in education and the issueswhich 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 commentarieson the subject of the Europeandimension in education. Many
writers have attemptedto define it as a concept and to illustrate their definitions with
examples of good practice (Shennan, 1991). The literature can be seenas representing
different perspectivesand vested interests.On the one hand, Europeaninstitutions such
as the Council of Ministers of Education and the Council of Europe have produced
official documents and statementsof aims and objectives, requiring responsesfrom
individual member states'governments,in an attempt to take forward the processof
integration. [3] On the other hand, teachers,lecturers and other professionalsworking in
the field have respondedwith a myriad of casestudies of successfulpractice and
examples of teaching materials, illustrative of a participative approachto Europe
(Hapgood and Fennes, 1996; Montane and Bordas, 1993). In addition, comparative
studies exist which examine different systemsand practices acrossthe member states
(Brock and Tulasiewicz, 1994; Hopkins, 1994). Reports of Europeanconference
proceedingshave been published [4] and finally, and perhapsmost importantly, a
number of texts deal with the philosophical and theoretical debatewhich continues to
rage around the subject of the Europeandimension (Coulby and Jones, 1995; Mulcahy,
1991).
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Definitions of the European dimension

If, as has been shown, there is difficulty in defining the term "Europe", there is no less
difficulty in explaining what is meant by the European dimension. Two approachesto
the European dimension can be distinguished, according to the literature review. Firstly,
a "prescriptive" approachof the kind found in policy statementsand official documents
issuedby European,national and local bodies and secondly, a more `explorative'
approachfavoured by writers and researchersin the fields of education and social
science.

Mulcahy (1991) in his aptly named article, "In Searchof the EuropeanDimension in
Education", tracesthe idea and understandingof the term from its conception in the
1977 Community policy statement"Towards a EuropeanEducation Policy", up until the
landmark Resolution of the Council of Ministers of Education, of 24 May 1988, and the
individual member states'policy statementswhich followed. Mulcahy refers to the
progressmade by the Community in having "its own ideal of the kind of education
neededto 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,languageteaching,
international schools, teachermobility and teachertraining all gained recognition.
According to Mulcahy, "teaching about Europe and about the Community was being
conceived in cross-disciplinary and experiential terms", characterizedby a "boldness
and freshnessof approach" (ibid., p. 216).
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In the 1990s,the level of debateof the Europeandimension increased,in tandem with
the increasein the move towards further integration within the EU. As new directives
and policy statementswere issued, so the understandingof the term changedand
developed. Maitland Stobart (as cited in Shennan,1991) seesthe 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 themesof community,
humanism and the international perspectivewhich emergedfrom the member states'
responsesto 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 approachto the European dimension is significant, and correspondswith the
idea of education for Europeancitizenship being basedon `thinking, feeling and doing'
(Starkey, 1995). By linking the two ideas, `education in Europe' is representedby doing;
`education about Europe' is representedby thinking; and `education for Europe' is
frame
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preparing all young people for international contact and mobility on a major scale for the
purposesof work, study and leisure in the wider community of Europe and the rest of
the world. It can be seenas a dynamic, evolving, multi-faceted concept involving
political, economic, social and cultural aspects." The integrationalist perspectiveof this
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somewhatgeneraland `broadbrushstrokes'approach.

Feneyrou (1993) outlines a temporal perspectivewhen considering the European
dimension, or `significant aspectsof Europe', namely: "the past - historic ties between
member countries, their community of origin, the present- the current ties, the economic
future
Europe,
(our
the common
the
of
and
cultural
community
and
political
present)
interests of the member countries" (as cited in Montane and Bordas, 1993,pp. 31-39).
Feneyrou also discussesthe conceptsof nationality and identity, both national and
European and asksthe reader to consider if there is indeed a Europeancultural identity?
A striking, though perhapsunderstandable,feature of much of the literature in this field
is the writers' propensity to ask questions.As many questionsare 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 Europeandimension.
She draws an interesting distinction between Europeanperspective and European
dimension. The former is seenas a processof sensitisationto different cultures,
attitudes, behaviours and beliefs in order to develop a Europeanidentity, whereasthe
latter is defined as "an attitude of mind basedon a set of principles, guidelines or
values" to "help us all towards an understandingof unity in diversity and of our
responsibilities as citizens of Europe" (as cited in Endt and Lenaerts, 1993,p. 33). The
Europeandimension, as defined by McGhie, is clearly being closely linked with the
notion of citizenship, and the obligations that it entails. This suggestionmay be
problematic in that it does not appearto fit with the inclusive approachadvocatedby
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some writers. Unless there is a consensusof opinion as to who exactly are the `citizens
of Europe', this approachmay lead to certain groups feeling excluded from the process.

For Brock andTulasiewicz(1994),the Europeandimensionconsistsof European
knowledge - for pupils to be better informed about the continent of Europe; European
skills - linguistic, communication, social, negotiation, travel; and Europeanattitudes enabling pupils to confirm a commitment to Europe. This idea reflects Stobart's `in,
about and for Europe' definition, with Europeanknowledge 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 scopeof the
European dimension, which includes "disparate elements,such as knowledge, skills,
(as
headings"
different
different
taught
times
at
and under
attitudes and commitments
cited in King and Reiss, 1993, p. 244).

Shennan(op. cit., p. 21) regardsthe Europeandimension 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 EuropeanPolicy for Schools, the principles of which are
ideas
in
here,
language
themes,
the
and
encapsulates accessible
many of
reproduced
conceptsalready referred to in this chapter:
"

"The European dimension should be an integral part of the curriculum.
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As
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Europe.
such the
called
political and geographical
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dimension should reflect the variety ofpolitical, social, economic,
cultural, racial and religious characteristics in Europe.

It is essential to provide opportunitiesfor 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 deepeningyoung
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 opportunitiesfor 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 meansof 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 recognisedin the Knowsley principles.
`In Europe' is reflected in the third statementabout young people being enabledto
participate in the community of Europe. `About Europe' links to the secondand fourth
principles quoted above and the notion of `for Europe' is found in the fourth and fifth
principles. In 1992, a spokespersonat the Department for Education, London, referred to
the European dimension as "a phrasecloaked in mystery"! [5] It would appearthat, in
Knowsley's Europeanpolicy, an attempt has been made to dispersethe mystery
and to
provide a working definition of the Europeandimension. This forms a sound basis for
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understandingby 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 `Europeandimension'. A review of the
literature has revealed a number of featureswhich are appropriateto be included in a
definition of the Europeandimension, such as dynamism, diversity, commonality,
inclusion, mobility, participation, attitudes, integration and outward-looking. Although
find
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hard
features
in
field
different
in
have
to
the
these
combinations,
writers
used
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
features
by
Industry
by
ETUCE,
writers,
an
mentioned
other
various
was published
Committee within the framework of the EuropeanTrade Union Confederation (ETUC):
"... the European Dimension is a concept which, applied to education, meansthat
students and teachersmust be consciousof both their common cultural base and the
rich national and regional diversity they share, and have accessto 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 suppressthe distinctive characteristics of individual cultures
representedthroughout Europe, nor exclude a wider international perspective. " [6]
The quotation from ETUCE, whilst not formally presentedas 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 substantivetheme 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 Europeandimension has thus

of eitherterm
revealeda wide rangeof approaches,
althoughno clearconceptualisation
is evident.This explorationhelpedinform my own understanding
of the European
dimension, which I defined, as statedin 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 encouragespositive 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
in
identified
in
Resolution
May
1988,
24
to
to
the
and
perspective)
responses
referred
of
preceding paragraphs,member states'policies also commentedon: school curricula and
educational systems;teaching materials; and the mobility of pupils and teachers.These

be
briefly reviewed,againdrawingexamplesfrom a rangeof
now
areaswill
governmental responses.

School Curricula and Education Systems

All the memberstateswerein agreementthat the Europeandimensionshouldnot be
delivered through a separatecourse,but that it should be integrated into appropriate
curricular areas,and the ideas expressedfall 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 Europeandimension". The document then goes on to
enumerateall the subjects in the curriculum (and it is virtually the whole curriculum)
which offer "opportunities for specialist work or work transcendingtraditional 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 repeatedby the other countries, who mostly
view the European dimension as being appropriately consideredthrough geography,
history and modem languages.French policy emphasizesa gradual raising of awareness
of Europeanmatters, through cultural, literary and socio-economic aspects.Spanish
policy makes referenceto an explicit coverageof the Europeandimension and cites the
problem of ethics in natural sciencesas an example. Italian policy rejects the idea of
teaching only facts about Europe and prefers an approachwhich is "a dynamic process
involving the quest for methodological and teaching strategy and subject matter already
sharedthroughout the European culture." The Dutch policy states"we do not wish to set
up Europe as a separatesubject", whilst it is the UK government'sview that
"appreciation and understandingof the Europeandimension cannot best be achieved
through a discrete European studies course in the curriculum. "

Teaching Materials

All member stateswere in agreementas to the importance of incorporating a European

dimensionin schools,andthat this would manifestitself in thecurricula.In the German
for
is
in
to
teaching
materials made a seriesof recommendations
policy, reference
further development: " Improvement of basic information on Europe, Europeancooperation and integration and on Europeaninter-relationships in all specialist teaching
and educational material intended for both the teacherand 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 statementreferred 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 documentationwas
noted. Similarly, in the UK, "there is no central control of teaching material. Where the
Europeandimension forms part of the National Curriculum subject or is otherwise
included in the school curriculum, the text books and other teaching materials for the
subjectsconcernedwould also reflect the Europeandimension." Again, the ideas
expressedfall 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 schoolshave made interesting initiatives
such as educational projects which are combined with exchanges",whilst in Germany,
"the exchangeof pupils and teachersis important. This should be practised with as
many European countries as possible." One of the recommendationsfor further
development involves "improvement of teachers'and pupils' motivation to deal with
European questionsby gathering their own first hand experienceof Europe (increased
participation in bilateral exchanges,encounters,project measuresand foreign language
practice.)" Furthermore, school partnershipsare to be encouraged,with Central and
EasternEurope 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 exchangetradition is 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 Europeancountries." The Central Bureau is also responsible for
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organising study visits, short coursesand teacherexchangeschemes,as well as a foreign
languageassistantprogramme. These ideas are clearly representativeof Stobart's `in
Europe' notion.

This review of school curricula and education systems,teaching materials and the
mobility of pupils and teachersreveals that all member states' governmentsare
committed, to a greater or lesserextent, to the practical aspectsof integrating a European
dimension into the curriculum. What is striking is the degreeof commitment shown by
Germany, with its whole-hearted embraceof every aspectof the Europeandimension.
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 responsecould be termed luke-warm or even tokenistic, an
expressionof its reluctanceto become further integrated in Europe. Part of the move
towards an integrated Europe is the encouragementof a senseof Europeanidentity and
citizenship. The following sections introduce a discussion (to be developed further in
chapter eleven) of theseissuesand how they relate to schools and education.

European Identity

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 senseof 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 agreementthat it is a
complex and problematised area.

It is necessaryto 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
identity of an opposing group, and this has historically sometimes been the case,
especially in 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 consensusand 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 (Morin,
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). 1 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) is 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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heritage, sharedhistory, the development of ideas and the pursuit of universal values and
the more rational concept of a Europeanpolitical construct, basedon 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
idea 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
A key moment for me in terms of understandingthe notion of identity was my discovery of
Nigel Grant's seminal article in Comparative Education (Volume 33 No. 11997, pp. 9-28),
entitled "Some Problems of Identity and Education: a comparative examination of multicultural
education". In it, Grant offers the concept of `markers of identity' - nationality, citizenship,
religion, tribe, language,culture and others, and presentsthe notion of multiple identity. This
article crucially brought together all that I had been thinking in a tentative way about the issues
surrounding identity and nationality, and presenteda coherent and convincing caseof how
living in a pluralist society can be an opportunity rather than a problem for both majority and
minority groups.

I have subsequentlyused Grant's ideas in my work with student teachers,in two different ways.
Firstly, in my own department at the University of Nottingham, I havejointly facilitated a

workshopon citizenshipaspart of our PGCEProfessionalStudiescourse,in which issuesof
identity were explored as an introduction to the topic. I played a recording of interviews carried
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out with a year 7 pupil and a local secondaryteacher,who were discussing their personal

identitiesandwhat the term identitymeantto them.Secondly,in my role asco-ordinatorof an
EU-funded SocratesIntensive Programme, entitled "Educating for European Citizenship in the
21stCentury", I have run workshops in Leipzig (May 1998), Vienna (May 1999) and Groningen
(May 2000) with student teachersfrom Austria, France, Germany, Hungary, Macedonia, the
Netherlands, Portugal and the UK, in which we have attempted to answer the questions,"What
is European identity?" and "What does being a citizen of Europe mean?"

If I had to selectjust one item from amongstthe 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 understandingof my personal identity.

European Citizenship

The idea that the Europeandimension is about more than facts was put forward by
Neave, who arguesthat teaching is not enough,unless it includes "the notion of
educating for `Europeancitizenship' 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 governmentunder Tony Blair
making education for citizenship a priority in the revised National Curriculum, from
September2002, 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 88d, seeAppendix E2). The notion of citizenship can be linked back to the first of the
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three themes (community, humanist and international perspective) which were identified
by the writers of the Commission document SEC (91) 1753 (seepage 21). This
Community ideal picks up the assimilative discoursesof integration, belonging and
identity which had been raised by severalof the member states.

Although European identity has often been representedin the UK media as posing a
threat to national identity, the new concept is not intended to weaken national identities.
It is intended to createnew rights and benefits, and to work towards the whole process
of integration. Thesenew rights will enablecitizens to vote and stand as candidatesin
local and European elections in EU countries other than their own, permit them to take
complaints to a new EU ombudsmanand finally to receive wider diplomatic protection
outside the EU.

The concept of Europeancitizenship 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 Europeandocumentation
and at summits, conferencesand other meetings. In the sameway as the terms "Europe"
and "European dimension" have been discussedand defined, so too has the term
"European citizenship". As referred to earlier in this chapter, some writers seethe notion
of citizenship being firmly situated within the Europeandimension (Neave, McGhie op.
cit.). Dekker (in Montane and Bordas, op. cit. ) analysesthe concept of European
citizenship, tracesthe development of the concept over thirty years through EC policy
reports and other official pronouncementsand examines some of the data available
through EC commissioned surveys and researchconcerning the opinions and attitudes of
young people to various aspectsof Europeancitizenship. He concludes, "the long-term
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survival of the present EuropeanCommunity and the development of a yet more
integrated `EuropeanUnion' will only be possible if the majority of the citizens possess

knowledgeabout`European'matters,areconvincedof the intrinsic importanceand
value of an integrated Europe, are preparedto identify themselveswith such a Europe
and are prepared and willing to contribute to its realization" (pp. 41-56). Starkey (in
Bell, 1995, p. 21) draws the sameconclusions, expressedmore simply: "citizenship
implies feeling committed to the community as well as simply knowing about it.
Education for Europeancitizenship has to be basedon thinking, feeling and doing".

Research into young people's attitudes to Europe

Although much has beenwritten on the subject of the Europeandimension in education
from a theoretical point of view, the views of the younger generationwith 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 thepasttwentyyears,a numberof official surveysandstudieshavebeencarried
out on behalf of the EuropeanCommission and published in the Eurobarometerseries.
[7] 1have selectedfour such studies,namely "The Young Europeans(1982)", "The
Young Europeansin 1987", "The Young Europeansin 1990" and "The Young
Europeansin 1997". Each study was basedon data collected in ten, twelve or fifteen
member statesfrom between 3,867 and 7,600 young people, aged between fifteen and
twenty-nine. Questionswere askedbasedon the young people'sknowledge of the EC
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and its institutions, their opinions on membership of the EC and the Single Market, their
attitudes towards Europeanissues,including identity and citizenship and their
behavioural intentions concerning their Europeanfranchise.

Additionally, there has been a small number of independentsurveys.Bordas and Giles
Jonescarried out a study entitled "Students' attitudes to Europe", reported in Montane
and Bordas (1993, pp. 89-111). Questionnaireswere administeredto 834 pupils between
the agesof eleven and nineteen in eight EC countries. The pupils did not representa
random sample, since the schools selectedwere ones in which participants in a teacher
training module were carrying out their teaching practice or were likely to be employed
in the future. Pattersonand Sahni evaluateda survey entitled "Choices for Britain
Avon Pilot Evaluation", which was reported in the Independent on 11 July 1994 by
Public Voice International (PVI), a Bristol-based researchorganisation. This study was
restricted to English students,with 2000 pupils in the county of Avon being askedwhat
kind of future they wanted for Britain. Although the focus of this study was the future
choices for Britain rather than Europe or the EU, some questionsprovided data and
insights which are of relevanceto the presentdiscussion.The CRMLE researchproject
(1997) was a much larger, empirical study, which reported the detailed views of 1337
pupils from twenty-five secondaryschools 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, Europeansand the EuropeanUnion" (1998). 505
British young people, agedbetween fourteen and twenty-five, were surveyedin street
interviews.
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Similar questionsto the ones posed in the Eurobarometersurveys were asked in the four
independentstudies and a number of common themesemerge.These are: attitudes to
further Europeanco-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 aspectsof citizenship, especially knowledge
about the EU and its institutions. Thesethemeswill now be discussed,with examples
from individual surveys as appropriate.

Attitudes to European co-operation and further integration were explored through a
seriesof questionspertaining to closer Europeanunity or working more closely with the
European Union. Generally, acrossall the surveys,the young people were not overly
positive or enthusiastic in their attitudes and opinions. For example, closer European
unity as a causeworthy of risk-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) envisageda EuroBritain, where Britain had much closer ties with the rest of Europe even if this meant
some loss of independence.When askedto identify from a list their perception of the
three greatestthreats to Britain, 9% of respondentshighlighted Britain getting left out of
a United Europe, 13% selectedthe war in the former Yugoslavia spreadingto 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, studentswere more or less evenly divided between those in favour (32%), those
not in favour (36%) and those who did not know (32%). In the RunnymedeTrust
survey, 69% said they thought of Britain as being part of Europe. However, further
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analysisrevealed that the respondents"seem to seeBritain as part of Europe in a
geographical senserather that a social, cultural or economic sense"(Key Findings, p.2).

Further questions in the surveysprobed the nature of decision making, whether it should
be at national or EU level, and which of a range of issuesshould be dealt with at a
European or national level. In the1982 Eurobarometersurvey, 40% of the young people
surveyedwould have favoured decisions in important areasbeing taken at a European
and not at a national level. The CRMLE survey explored certain issuesof closer
European unity in greater depth. From a list of fourteen issues,respondentswere asked
be
dealt
thought
they
they
with by the national government or by the
should
whether
European Community. For eight issues,over 50% of respondentsthought 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 issuesreceivinglesssupportfor EC level interventionwere
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 respondentsdid not expressinterest in Europeanissuesgenerally and did not believe
that decisions made at European level affected them.

The secondcommon theme found in the surveys of young people's attitudes to Europe
was that of identity. Questionsprobed the respondents' feelings towards their nationality
and possible Europeanidentity. In the 1982 Eurobarometersurvey, 65% of young
Europeanssaid they were very or quite proud of their nationality. 15% of the same
cohort often thought of themselvesas Europeancitizens. In the Bordas and Giles Jones
survey, 40% of the pupils questionedthought of themselvesas both Europeanand a
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citizen of their own country. In the CRMLE study, in responseto 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 sametime 61% rarely or never thought of
themselvesas European. 30.5% did occasionally think of themselvesas European,
however. Whilst caution should be applied in the interpretation of these statistics,it is
true that for some adolescents"there are degreesof affective attachmentto Europe
26).
influencing
"
(Convery
1997,
in
their
p.
attitudes..
some
et al,
which may play
part
The concept of identity is discussedin 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. Questionscentred on knowledge of the EU and its
institutions, on how well informed respondentsfelt and whether they wanted to know
16%
Europe.
In
Eurobarometer
1990
for
the
of young
only
about
more
example,
survey,
people felt well-informed about the EC, whereas72% wanted to know more. In the
Bordas and Giles Jonessurvey, 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 wellinformed and 67.4% wanted to know more. 62.2% of young people questionedby the
Runnymede Trust statedthat they did not know much about the EU.

The data presentedin this section reveal that the majority of young people in the UK and
acrossthe EU are not yet committed to further Europeanintegration, although there are
a number of issueswhere they envisagedecisions being taken at an EU level.
Additionally, young people are beginning to think of themselvesas having both a
national and a Europeanidentity, 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 questionsof how teacherscan
respond to this desire for better information, and whether the initial training of teachers
preparesthem to adequatelyrespond to the needsof 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 aspectsof the Europeandimension in education.The
major issue 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 researchcarried out independently of official
European structuresis emphasizedby several
writers. Ken Fogelman (in Edwards,
Munn and Fogelman, 1994) calls for researchto 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 researchinto
the "current stateof political and social knowledge, beliefs, attitudes and values" of
young people, adding that there are "some individual countries where researchto 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 researchwith respectto Europeancitizenship,
socialization and education" and concludesthat "finding out why socialization for
European citizenship in general and education for Europeancitizenship 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" (Montane and Bordas, op. cit. p. 52). From a slightly different angle,
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Prucha finds that "empirical studies are necessaryto compare factual knowledge,
attitudes and values sharedby studentsin particular countries" (in Endt and Lenaerks,
op. cit. p. 29). Prucha also suggeststhat researchbe carried out to describe an "attitude
profile" of pupil and studentpopulations for the qualities of Europeanawareness.In
conclusion, Fogelman (in Edwards, Munn and Fogelman, op. cit. p. 20) identifies the
beliefs
international
knowledge,
for
"national
the
and activities of
surveys
of
need
and
young people" together with "longitudinal studies of how these develop". It was
precisely this need for more researchthat my study sought to addressby focusing on the
attitudes of student teachersto Europe.

Summary

After all the official documents,legislation and discursive
argumentshave been read and
digested,where does this leave the reader in terms
European
the
of
of an understanding
dimension? What stepsshould now be taken? Are the official pronouncementshaving
an effect at grassroots level? The review of the literature on Europe and the European
dimension reveals the inherent difficulties in arriving at a commonly held
understanding.Perhapsthis 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
emphasisis more on discovery and interaction. Certainly, the `in, about and for Europe'
definition seemsto 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'responsesand in the literature which has appearedsince then.
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However, the question must be reiterated: At which levels are the pronouncementsbeing
effective? Are young people in Europe gaining the knowledge, skills and attitudes
necessaryto help them assumetheir Europeancitizenship? There is currently a paucity
of researchto answer such questions. Such as there is appearsnow to be dated or not to
be on a large-enoughscaleto be convincing. Severalwriters have made strong pleas for
further researchto be carried out, and it would appearthat the time is now appositefor
this to happen.

The main body of this chapter details the climate, background and context againstwhich
the empirical researchfor 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 responseand should provide valuable empirical evidence
to addresssome of the questionsraised here. It is intended that, from the data and
evidence collected, a more informed evaluation of what the Europeandimension means
to young people, in particular studentteachers,can be offered. Being informed about
what young people think and know about Europe will help policy makers to judge the
effectivenessof their policies and may challenge the perceived wisdom of current
approachesto the Europeandimension in the curriculum.

The review of the literature enabled a conceptual framework of key issuesto emerge
from the macro level of the EuropeanUnion, seefigure 2.1. The researchquestionswere
informed by my personal and professional background and reinforced by the
examination of the literature. This conceptual framework demonstratesthe link between
the conceptswhich emergedfrom: 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 researchquestions, as originally statedin chapter one. Before
examining how these issuesinfluenced the researchdesign, it is first necessaryto
discussthe theoretical approacheswhich underpinned this study.

62

r.
te
C

` Mib"
i. `
ý"es., fir
.+
.
'ice

t

r.
G

=

cw
0

.

CU

6

" VJ

U

'C

ýSY.

0

=l'

0m

"CU

WE
rn

b

w

O

<

CC'T

b

Ü

vý

cl
2=

C

O

to

a
cd

cad

°'

Uc

E

"

eO+,

1.. a . a

O
W

pC
OUy

4)

m^

00

00

U

0
O
d

00

-p

cd

O>

.-

U
ci.

r".
4., O
U 'v'

.U

U

t'

cd C'"

...

O. ý

w

C r-.

r.

C's 0

.F

p

pOU

c.. 9

n .EG

pt

WO

p 1
O\

U
4=

0

.b

w"0 p

00

cd

tn
--

U
O

.C
U

LLl

cl.

O `r

vý

&

Qon

-,

G

c«.
0

0

`
-

u

' `-i

m
Oi

äu

cd

En

t-

Oa

W..,

.ýC
3U

p

ýn

. ýd

cd cd

OOU
-v
W

v= N
V
eý

-aý

G in,
r"'' °n}

cd NE

UpO

"d

3Ilt
e,
C1"i'.
s.
n5yÄ
}e"

I.

U

M. ý

pN

U
C). 0
O 'b

pWU
w

a)

rn [ý

N

Up

0
p

c-, cd I..
U
pp
U

r. -v

0
0

.C
0p

N

00
C,

CL)
C
pOb
ON

rn

C)
h
" E0 0

ON v

`ý

G

O

..

o'

ö
Gý

0

O 'C

..

el

O

Ö

GN

4) . . r

4)

W

V

c,.,,
0

pý
(ON

/

W

GJ

w%=

* "0

0

u 'C
ctý

Ü

2

O'

yOWO

Cý,U

0

Zs,

C

OO

U

0
'..

'b

y

b
Fý b
O.
-Ir
U

M
10

t4

Cd

M
bA

G

bD

w
w"4 ýrxäFý7i+tt'r
-r+

'ýf4'i

'C)

1ýýh1+

14,

än'' _ j'
r at

rr

;ii `ý" b ý`ý
v
sw.",ýý0
,.

Fmk

ý jy ii
6 k xk
3icy ""ýti

L

Wc

tsý

l.

C% cz
O
1.
}"

F
ý
Vý

i
" ý3w 4Aý.äý

ýV

UdC

wO6

,C

C

N

CC

C

C)

c
"r

C

ar

{"

r_,
FYI

Cý

ý

=

NOTES

1. This discussion is informed in part by my chapter "Understanding the Rhetoric:
Policies, Theories and Resolutions" in Pupils 'Perceptions of Europe, Convery et al.
1997.

2. The EuropeanPolicy for Schools of the Metropolitan Borough of Knowsley
(Liverpool) is undated.

3. Seefor example, Commission of the EuropeanCommunities (1993) Green Paper on
the European Dimension of Education, Luxembourg; and Council of Europe, CDCC
(1993) A SecondaryEducationfor Europe, Intermediate Report. DECS/SE/Sec
(93)7.

4. See,for example, Endt and Lenaerts (eds) (1993) `TheEuropean Dimension in
Education'. Report on the 4thInternational 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.

5. Personaltelephone 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 Europeandimension
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 EuropeanTrade 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 standardEurobarometer(EB), establishedin 1973, is a survey of
public opinion in the EuropeanUnion carried out between two and five times a year
by face to face interviews with approximately 1000 representativesper member
country. Web site accessedon 4 July 2001 at:
http: //europe.eu.int/conim/diz10/epo/org.html

8. The Collaborative Researchin Modem LanguagesEducation (CRMLE) group's
researchinto adolescentperceptionsof Europe is reported in Pupils' Perceptions of
Europe, Convery et at. 1997.
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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 illuminated by consideration of a range of theoretical
perspectives. A close examination of approachesto learning and human development
is important in providing a theoretical understanding of student teacher development.
The purpose of the current chapter, therefore, is 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 researchproblem, will be discussedand
justified in depth.

Learning and Human Development

Before examining theoretical approachesin detail, it is useful to clarify 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, it will be
possible to make a distinction between them which will illuminate the ensuing
theoretical discussion. Learning is a process in which changestake 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 engagementwith experience. It is what people
do when they want to make senseof the world. It may involve an increase in
Effective
knowledge,
to
the
reflect.
capacity
understanding, values and
skills,
learning leads to change, development and a desire to learn more. "[11
Bigge and Shermis are in agreementwith 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,
by
or
a combination of these; learning always involves
perception, motivation,
a systematic change in behavior or behavioral disposition that occurs as a
consequenceof experience in some specified situation" (1999, p. 1).
Following these definitions, learning by student teachersin 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, basedon their
experiences during the PGCE course.

Human development, as opposed to learning, has a wider perspective encompassing
the complete spectrum of changesthat individuals undergo during the life span,
including the spheresof 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 theformation
health
human
improved
such
as
capabilities,
or knowledge. The other is the
of
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 in relation to the human development of student teacherson the PGCE
firstly
be
This
the way in which they perceive, or learn
as
could
conceived
course.
(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 changeswhich they undergo during their training to
become newly-qualified teachers(NQTs), including those due to their learning on
specific issues.

Drawing on the work of Lewin, Vygotsky and Bruner for the purposes of this study,
learning is perceived as being embedded in development. Learning must take place
first, in order for development to follow. Having established these principles, it is now
apposite to examine a number of theories of learning and development, in 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 midtwentieth 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 approacheshave
generateda number of learning theories. The former school of thought emphasizes
directly observable behaviour rather than thinking and the unseenworkings of the
mind, and is concerned with learning as a result of stimulus and responseconnections
(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 patterns (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 approachesto 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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divorced
from
differ
The
their
two
therefore
natural
approaches
research
environment.
in one major respect that is fundamental to this study:
"the behaviouristic assumption [is] that human beings are passive or reactive
and the cognitive-interactionist assumption [is] that they are interactive in
Shermis,
44).
(Bigge
"
their
op
cit.
and
p.
environments
relationship with
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 addressthe 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 researchproblem of
this thesis.

Cognitive Theories

There is a range of differing interpretations of the term `cognitive theory' and a
diversity of approachesby 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 is that the
intervention of human thinking has a substantial influence on motivation, so that a
person's awarenessof what is 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
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student teacher development. The ability of student teachersto 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 cognitivepsychologists 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 teachersoperate
within a physical environment during their training course (seminar rooms,
classrooms), but also within their own psychological environment, as they develop
their thought processesand 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 stagesin 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 stagesin a given sequencein order to acquire knowledge and to
develop the ability for abstract thinking. His original training was in the scientific field
of biology, and he thus gives more emphasis to psychobiological developmental
factors than to cultural learning factors:
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'Psychogenesis represents an integral part of embryogenesis (which does
...
not end at birth but on reaching the stage of equilibrium which is the adult
state) and the intervention of social factors affects in no way the correctness of
this statement,for organic embryogenesisis also partly a function of the
milieu" (Piaget, 1971).
Piaget was predominantly concerned with the mental development of the child from
birth to adolescence,and more preoccupied with biological factors than environmental
ones. However, two key processesin his belief in biological adaptation to the
environment that are apposite to this study are assimilation and accommodation.
Assimilation is "the faltering or modification of the input from the environment " so
that "new knowledge mesheswith the child's existing insights" (Bigge and Shermis,
op.cit. p. 18). Accommodation is "the effort to fit the behaviour of the organism to the
environment" (Donaldson, 1987, p. 132). These two points emerging from Piaget's
work are explored later in greater detail, but at this juncture it is useful to consider
how the work of other cognitive psychologists might inform the present study.

Lewin's Concept of Life Space

Kurt Lewin was a German pioneer of cognitive-field interactionist psychology, who
drew on the Gestalt family of learning theories. [9] He stressedthe importance of the
individual as a highly complex biological organism interacting in a cultural or social
environment. His concept of `life space' is a paradigm that encompassesthe learning
that takes place when a person and his or her psychological environment come
together in a psychological field (Bigge and Shermis, 1999). The interdependency of
the relationship is stressedas follows:
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"In the interactive process a person and that person 'spsychological environment are
construed as interdependent variables. One is neither dependent upon, nor
independent of, one's environment. Likewise, a person's environment is neither made
by, nor independent of, the person " (op. cit., p. 174).
Unlike Piaget's theory of cognitive development, where an individual's concept
attainment is influenced by genetic, maturational and hierarchical factors (Child,
1993), Lewin's theory of learning is a complex process through which a person gains
new insights by being in mutual interaction with his or her environment.

Bruner's Cultural Psychology

Jerome Bruner actively developed his theory of instruction in the 1960s and was
influenced by both Piaget (already referred to in this chapter)
and Vygotsky (whose
theoretical approach will be examined in the next section). According to Wood,
Bruner's theory standsbetween those of Piaget and Vygotsky:
"Like Piaget, Bruner emphasizedthe importance of biological and
evolutionary constraints on human intelligence. At the same time, and more in
sympathy with Vygotsky, he laid stress on the way in which culture forms and
transforms the child's development, and he gave a more central role than
Piaget did to social interaction, language and instruction in theformation of
mind" (1998, p. 39).
Bruner himself, writing in 1996, articulated the interaction between biology and
culture by stating that we must:
"learn to understand the subtle interplay of biology and culture. Culture is
probably biology's last great evolutionary trick. It frees 'Homo sapiens' to
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construct a symbolic world flexible enough to meet local needsand to adapt to
a myriad of ecological circumstances. I have tried to show how crucial is
man's capacityfor intersubjectivity in this cultural adaptation. In doing so, I
hope I have made it clear that, although the world of culture has achieved an
autonomy of its own, it is constrained by biological limits and biologically
determined predispositions" (p. 184).
Bruner therefore shared with Piaget a belief in the importance of biological influences
on human development, and this led him to develop his own stagedtheory of the
representation of knowledge [10]. However, Bruner rejected Piaget's view that
development of symbolic thinking is constrained by logical, maturational stages.He
believed rather in the importance of instruction and of providing support, or
scaffolding, during the period of instruction. Thus the role of language and
communication are vital tools in the development process.

Furthermore, drawing on Vygotsky's work, Bruner placed great emphasis on "the role
played by culture and its system of symbols (e.g. its languages, sciences, books,
diagrams, pictures and other artifacts) informing the child's intelligence" (Wood,
ibid., p. 17). Bruner makes explicit the link between culture and learning in human
development:
"Culture, then, though itself man-made, both forms and makespossible the
workings of a distinctly human mind. On this view, learning and thinking are
dependent
in
upon the utilization
always situated a cultural setting and always
of cultural resources" (1996, p. 4).
This is a point of particular relevance to this study, since the initial training of teachers
is intrinsically linked to a defined cultural setting, and the development of the student
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teacherstakes place within that setting. Unlike Piaget and Vygotsky, who both based
their theories of human development on children, Bruner was interested in how adults,
who already have well-formed concepts, expand on these in order to acquire more
elaborate concepts (Child, 1993). This study will explore the development of student
teachers' concepts of Europe and the European dimension, within the defined cultural
settings of the University of Nottingham PGCE course, the British teacher education
system and the European Union. Adult cognition will therefore be an important
element in this thesis.

Vygotsky's Sociocultural Theory

Lev S. Vygotsky was a Russian psychologist who developed a theory of concept
formation linking thought and language, taking into account the social influences of
the culture in which the child was living. At the beginning of the text, "Mind in
Society", Vygotsky poses the question, "What is the
relation between human beings
and their environment, both physical and social? " (Vygotsky, ed. Cole et al., 1978, p.
19). A key aspect of Vygotsky's work is that of the inter-relationship between the
developing individual and his or her environment.

According to Vygotsky, human development embracesboth intellectual development
(cognitive processes)and cultural development (social processes),as Bruner has
highlighted:
'for 'education' implies for Vygotsky not only the development of the
individual's potential, but the historical expression and growth of the human
culture from which Man springs " (cited in Moll, 1992, p. 1).
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Vygotsky placed language and thought at the core of human development (Wood,
1998) and focussed on the growth of concept formation. For this to happen, he
referred to the 'zone of'proximal development' (ZPD), a new concept which he
defined as:
"the distance between the actual developmental level as determined by
independentproblem solving and the level of potential development as
determined through problem solving under adult guidance or in collaboration
with more capable peers" (Vygotsky, op. cit., p. 86).
Vygotsky stressedthe importance of situating instruction for the developing individual
within the ZPD. The teacher, or adult, should set appropriately challenging tasks that
the child can achieve with guidance and support. This guidance is known as
`scaffolding', a framework which supports the developing individual. The scaffolding
can be representedby the social environment or by the psychological environment, as
it creates the appropriate conditions for the development of new concepts and
competences(Bigge and Shermis, 1999). For Vygotsky, therefore, learning always
preceedsdevelopment. The ZPD is a supportive framework within which learning
takes place, which in turn allows the individual to develop.

Vygotsky's theory lends itself well to a consideration of student teacher development
and the European dimension. The ZPD is a relevant concept with which to examine
the development of student teachers,as mentors and tutors provide the necessary
scaffolding for the acquisition of pedagogical concepts, through discussions,
evaluations and reflections following lesson observations and during weekly meetings.

Vygotsky's belief in the importanceof the nature,evolution andtransmissionof
human culture, within the historical and cultural development of a society, is also a
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helpful framework which would lend itself to an examination of the attitudes of
student teachers to the European dimension for the purposes of this thesis. Building on
this position, it is proposed at this juncture to examine Bronfenbrenner's Ecology of
Human Development.

Bronfenbrenner's

Ecology of Human Development

The ecology of human development is, according to Urie Bronfenbrenner, a process of
mutual accommodation between the human organism and its surroundings. These
surroundings are referred to as the ecological environment and are conceived as a set,
or sequence,of nested, concentric structures. Bronfenbrenner uses the image of a set
of Russian dolls, each one situated within the next and becoming proportionally larger
from the innermost to the outermost doll, to illustrate his conception of the ecological
environment. This conception includes both physical and psychological aspects.
Bronfenbrenner's principle hypothesis concerns the evolving interaction between the
developing person and the environment, which he defines as:
"the progressive, mutual accommodation between an active, growing human
being and the changing properties of the immediate settings in which the
developing person lives" (1979, p. 21).
This has much in common with the work of Vygotsky, referred to earlier in this
chapter.

Bronfenbrenner considers the individual not only as a dynamic and thriving entity
capable of restructuring the milieu in which s/he resides, but also as someoneon
whom the environment exerts its influence, hence the term 'mutual accommodation'.

77

This draws on and develops further Piaget's key process of accommodation, referred
to earlier in this chapter. Whereas for Piaget, accommodation was concerned with the
individual changing his/her behaviour to fit the environment, Bronfenbrenner sees
accommodation as an interactive, two-way process, between the individual and the
environment, characterisedby reciprocity.

In this research the developing individual is the student teacher. The 'progressive,
mutual accommodation' occurs as the student teacher proceeds through the training
course in a series of settings and interacting with a number of significant others,
professionals, peers and pupils. The development of the student teacher results from
both interactions within the differing environments (physical and psychological) in
which s/he is placed and from the influences exerted by those environments on
him/her. The main theme of the researchis the impact and significance of the
European dimension and I intend to explore whether a student teacher'sdevelopment
can be linked to a heightened awarenessand understanding of the European
dimension. For this reason, Bronfenbrenner's concept of nested environments is
particularly apposite, since it can encompassthe various situations in which a student
teacher develops during the initial training course, including the European Union.
Table 3.1 on the following page summarises the main theoretical concepts of the
cognitive psychologists reviewed in this chapter and illustrates why Bronfenbrenner's
Ecology of Human Development was chosen as the most appropriate theoretical
framework for this research.
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Relevance of Bronfenbrenner's

theoretical framework

Although Bronfenbrenner's theory dates back over twenty years, I consider that it is
still an appropriate one on which to base my own research, as detailed in the
discussion in this chapter. The fact that he had an original and significant contribution
to make to the understanding of human development theory has since been recognised
by a number of writers (Wertsch, 1985, Sameroff, 1991, Robson, 1993) who comment
on his influence in advancing understanding of the characteristics of the environment
and their interplay with personal characteristics in the area of human development.
Much of the work carried out in the field of human development has been with young
children, and Bronfenbrenner's theory was evolved with kindergarten or primary aged
children in mind. The originality of my researchis two-fold: firstly, in the application
of Bronfenbrenner's theory to older subjects, ones whose psychological or cognitive
development might be considered to be, if not complete, then
certainly wellestablished; and secondly, in the interpretation of the macro-system as the European
Union. It is now apposite to analyse the different
systemswithin the ecological
environment.

The ecologicalenvironment

Bronfenbrenner refers to the nested structures which form the ecological environment

asmicro-, meso-,exo- andmacro-systems,
andthey canbe conceptualizedthus:
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Micro-system

The immediate setting containing the

developingperson
Meso-system
Exo-system

The relationships between settings
Settings in which the individual is not
present but in which events occur that affect
his/her immediate environment
Common, overarching patterns of
interconnected systems

Macro-system

Micro-system

The innermost level, or micro-system, is the immediate setting containing the
developing person, for example the home, the school, the classroom, the playground.
Bronfenbrenner defines the micro-system as:
"a pattern of activities, roles, and interpersonal relations experienced by the
developing person in a given setting with particular
physical and material

characteristics"(ibid. p. 22).

In the micro-system, the importance of face to face interactions is stressed,as is the
interconnectednesswithin the settings. Bronfenbrenner refers to the 'building blocks'
of the microsystem as activities, roles and interpersonal relations. The activities
undertaken by an individual within a setting, the roles assumedby that individual and
the interpersonal relations between the individual and others within the setting are all
factors which contribute to the psychological development of the individual in a given
context. The properties of the external physical environment are only significant when
viewed together with the context of the psychological environment as perceived by the
individual. Bronfenbrenner here draws on the predominantly phenomenological

approachof the work of Lewin (1936)who concentratedon the way in which the
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environment was perceived by the human beings who react within and with it (as

describedearlierin this chapter).

My research is concerned with the immediate settings in which the student teacher
finds him/herself, of which there is an ongoing series throughout the training year, and
the different activities, roles and interpersonal relations involved. As such,
Bronfenbrenner's theory is an appropriate theoretical position in which to explore the
School
University
PGCE
Nottingham,
In
the
the
of
of
course
at
problem.
research
Education, the immediate settings for the student teacher can be divided into three
categories:
(i)

in the School of Education - for example, the tutor group, the subject method
group, the cross-curricular professional studies seminar group, the whole
course lecture group

(ii)

in schools - for example, classrooms, the staff room, the department office or
base

(iii)

in other areas- for example, social settings, home/lodgings

In the abovelist, the first two areasare the oneswhich are the focusof this research,
but that is not to underestimate the importance and significance of the third category,
where developments can take place between friends and acquaintancesduring
discussions and disagreementson a daily basis. Bronfenbrenner has stressedthe
importance of interconnectednesswithin the settings, and this is amply demonstrated
by the Partnership model set up by the School of Education, in which the

approximatelyninety secondaryschoolsreceivestudentteacherson placementfor
their twenty-four weeks of school-basedwork (DFE Circular 24/89). It is vital that
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strong links are established in order for the settings to be meaningful for the student
teachers, so that they can realise the importance of the relationship between theory and
practice and understand how the different strands of the course are interconnected.

The activities in which the student teacher takes part, some in the training institution
and some in schools, are numerous and varied, and include learning, listening,
observing, role playing, micro-teaching, evaluating, reflecting, practising, modelling,
experimenting and many more. Whilst moving through the interconnected settings,
the student teacher also assumesa number of different roles, which may include
teacher, professional colleague, peer supporter, counsellor, tutee, mentee, learner and
friend. It is important, too, that the professionals working with the student teacher also
have clearly defined roles. These are set out in the University
of Nottingham
Partnership Handbook (pp 22-23), and are interpreted and reinforced through ongoing
mentor and coordinator inservice training. Underpinning the activities and roles of the
student teacher are the interpersonal relations which s/he establishes.Bronfenbrenner
stressesthe importance of face to face interactions, and in this researchit is the quality
of those interactions with, for example, the tutor, the mentor, the school coordinator,
other teachers,peers and pupils which count. Without a well-developed network of
relationships the student teacher would struggle to be successful in the various
activities and roles.

Meso-system

Bronfenbrermer highlighted the complexity of the micro-system and the factors which
contribute to the psychological development of the individual in a given context. The
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second level in Bronfenbrenner's ecology is the meso-system, or system of microsystems, which is formed or extended whenever the individual moves into a new
setting. He postulates the need to examine the relationships between single settings
(interconnections), which can be as decisive for development as events taking place
within a given setting. The meso-system is defined as:
"the interrelations among two or more settings in which the developing person
actively participates" (ibid. p. 25).
Examples of such a system might be home/school relations, where the individual will
be an active participant in both settings, and where his or her behaviour in one setting
can be affected by events in the other setting. A further example would be
family/workplace relations.

In this research the interconnections between the settings in which the student teacher
is participating and the importance of key individuals in these
settings may play a
significant role in the student teacher's development. Interconnections can occur
between settings within the training institution, settings in schools and settings
between the two. This meso- system, or
system of micro-systems, in which the student
teacher is an active participant, has been supported by the Partnership arrangements
referred to earlier in this chapter, and is extended as s/he progressesthrough the
training course. A pattern of school-basedplacements is arranged, commencing with a
primary school, followed by a secondary school and finishing with one or more
placements in other schools or educational establishments. [11] Bronfenbrenner again
underlines the importance of key individuals in these settings, who are the tutor, the
mentor, the school coordinator, the class teacher and so on, as before. The
phenomenon of ecological transitions, which occur when the student teacher
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undergoes a change in role, with associatedexpectations of behaviour, are found at
this level. A common example is the student teacher who has difficulty adapting from
the role of student to the role of professional trainee, with all the expectations of
behaviour that the new role entails, namely, attendance,punctuality, participation,
support, confidentiality and other professional requirements.

Exo-system

A third level of the ecological environment concerns the hypothesis that a person's
development is profoundly affected by events occurring in settings in which the
person is not even present. This is what Bronfenbrenner calls the exo-system, which
he defines as:
"one or more settings that do not involve the developing person as an active
participant, but in which events occur that affect, or are affected by, what
happens in the setting containing the developing person" (ibid. p. 25).
External influences can play a critical role in defining the meaning of the immediate
situation to the individual, for example, the conditions of parental employment (or
unemployment) can seriously affect how a young child understandshis or her role
within the family.

The exo-system in terms of this thesis is composed of the settings in which the student
teacher is not present, but where events occur, or decisions are made which affect
his/her immediate environment. These will include both general education policies
and policies specifically pertaining to the European dimension in education. General
policies are generated at national level, at university level and within the School of
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Education itself. For example, a national curriculum pertaining to teacher training is
being introduced, together with legislation on career entry profiles and national
standardsfor assessment,and these will greatly affect the content and organisation of
individual training courses. [12] At university level, the policy regarding staff-student
ratios has a profound effect on the quality of support which individual tutors can offer.
In the School of Education, University of Nottingham, policy relating to mentor
training has ensured that an overwhelming majority of student teachersreceives the
entitlement in terms of lesson observation and feedback. [13] These are but three
examples of many where events have occurred, or decisions made, in which the
student teacher plays no active part, but which nevertheless bear great influence on the
setting containing the developing individual.

Specific policies or decisions relating to the European dimension are also made both
locally and nationally. In 1993, the UK government had to make a national response
to the EC Council of Ministers of Education statement on the European dimension
(Department of Education, 1992). As mentioned earlier in chapter one, the fact that
the European dimension does not form a statutory part of the National Curriculum for
England and Wales has meant that it has not become an obligatory part of the teacher
education syllabus, either. Here we can reflect on the lack of influence assertedby an
exo-system on the developing student teacher, and I will consider further the
implications of this in chapter 11. Within the School of Education, decisions have
been made concerning the content and delivery of the European dimension on the
PGCE course, and these will be explored further in chapter 4.
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Macro-system

The final level in Bronfenbrenner's ecology is the macro-system, which brings
together common, overarching patterns of interconnected systems and deals in
ideologies and values. He defines the macro-system as referring to:
"consistencies in theform and content of lower-order systems (micro-, meso-,
and exo-) that exist, or could exist, at the level of the subculture or the culture
as a whole, along with any belief systemsor ideology underlying such
consistencies" (ibid. p. 26).
The macro-system level involves generalisedpatterns of ideology and institutional
structure characteristic of a particular culture or subculture. Public, social policy is a
part of the macro-system determining the specific properties of exo-, meso-, and
micro-systems that occur at the level of everyday life and steer the course of behaviour
and development. There has been very little research carried out, or recognition of the
fact that environmental events/conditions outside
a person's immediate setting can
have a profound influence on behaviour and development
within the setting. Such
external influences can play a critical role in defining the meaning of the immediate
situation to the person.

At the macro-level, consistent patterns of similarity are found within a culture, but
consistent patterns of differentiation are found between societies. There are also intrasocial contrasts, due to variables such as social class, religious beliefs, ethnicity and
others. Bronfenbrenner also considers macro-system patterns that could exist,
reflecting the vision of society's political leaders, social planners, philosophers and
others. Public policy has the power to affect the well-being and development of
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human beings by determining the conditions of their lives. Concern with public policy
by researchersis essential for progress in the scientific study of human development.
The interpretation of Bronfenbrenner's ecology of human development employed in
this thesis envisagesthe macro-level being representedby Europe, or the European
Union. Patterns of similarity and differentiation are found within and between cultural
groups and nationalities of the geographical landmass that is the continent of Europe.
The European Union, on the other hand, is a multinational construct attempting to
impose laws and policies on the member states.Yet is there a set of sharedvalues?
Are the citizens of the European Union of one ideological mind? These are some of
the broader questions underpinning my area of study and which will be considered in
chapter 11.

Critique of Bronfenbrenner's

theory

Here I think it important to provide a critique of Bronfenbrenner's theory and its
applicability to my study. My understanding and application of the Ecology of Human
Development goes beyond the original framework, and extends and develops it
further. Bronfenbrenner's image of the ecological environment being a sequenceof
nested structures, like a set of Russian dolls now seems,more than twenty years since
it was first proposed, too neat and tidy. It is too static and does not convey strongly
enough a senseof the movement and dynamic that must occur within and between the
layers. Griffiths finds the notion of moving into ever-widening circles to be
misleading:
"Wider society makes its presencefelt from the beginning, in the simplest of
individual connections" (1994, p. 87).
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This is true, although a young child is only conscious of events in the immediate
surroundings at this early stage. Griffiths believes that a person can belong to a
number of different groups from birth and that the
"...complexity of the connections increases as a person movesfrom babyhood
to adulthood, because the number of ways in which groupings can be made
increases" (ibid. p. 86).
She uses the image of a multiplicity of threads making up webs of different shapes
and sizes to describe the process of self-awarenessand self-identity. This image
conveys the complexities of the evolving interaction between the developing person
and the ecological environment more convincingly than the concentric circles image.

My intent is to modify and extend Bronfenbrenner's theory in order to take into
account the societal, cultural and linguistic tensions and changes that are characteristic
of the late twentieth and early twenty-first centuries. I prefer the image of a pebble
being dropped into a pond, so that the ripples created are in a state of continual
movement. This representsmore forcefully the multi-directional interactions of the
current reality that is the European Union than Bronfenbrenner's consensualmodel,
which fails to reflect the tensions which occur within and between the layers. For
example, a child born into a family where both parents come from different cultures
will already from an early age be aware of differences and tensions due to cultural
interpretations, either between the parents or between the parents and other members
of society.
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However, Bronfenbrenner's analysis of the environment into micro-, meso-, exo- and
macro-systems still seemsto me to be a relevant and helpful theoretical model on
which to base my research,provided that:
(i)

the tensions (which may be cultural, linguistic, racial, religious, political and
so on) occurring at individual and societal levels are recognised, and

(ii)

the multi-directional interactions within and between the systems are seen as a
dynamic phenomenon.

Thus we are moving beyond an ever-widening pattern, or Russian dolls image, of
human development to one which is in a state of continual flux, and which is
characterised by a complex pattern of movement between inter-related and
overlapping systems.

PERSONAL VIGNETTE
Finding an appropriate theoretical framework to support my researchhas been the most
problematic area and has causedme the most worry during my period of doctoral research.
The manner in which I discovered the work of Urie Bronfenbrenner has also causedme to
learn the meaning of the word `serendipitous'! By chance, whilst discussing my work with
a research-fellow colleague in the department one day [14], and showing her some notes, I
was despairing of the fact that my work lacked theoretical credibility. She looked at the
model of concentric circles I had drawn to represent the way I conceptualized how a child
might understand his/her place in society and the world. "But this is a theory, it's
Bronfenbrenner's Ecology of Human Development", she said, and everything began to fall
into place.
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Summary

This chapter has examined the terms `learning' and `human development' and
reviewed the theoretical perspectives of a number of cognitive psychologists, in order
to shed light on the issuesraised in the researchquestions. They included Piaget,
Lewin, Bruner, Vygotsky and Bronfenbrenner. Bronfenbrenner was identified as the
theorist whose work has most relevance to this study and his Ecology of Human
Development was discussed in depth. The chapter concluded with a personal
perspective on how I came acrossthe work of Bronfenbrenner and began to recognise
its significance for my own work, together with a diagrammatic representation of the
theoretical model (see p. 92). In the following chapter the discussion focuses on the
design.
research
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isrontenurenner's

01 human

".. is a pattern of activities, roles and
interpersonal relations experiencedby the
developing person in a given setting with
particular physical and material
characteristics"

'l
heoretical
-

Critique

the immediate setting containing
the developing person eg. home,
classroom, playground, daycare
centre. Conception of
development - how the
environment is perceived by the
individual as well as its objective
properties.
Interconnectednesswithin
settings.
Importance of activities, roles
and interpersonal relations.
Progressivemutual
accommodation.

Image of nested structures
(Russian dolls) appearstoo static
and does not convey the tensions
inherent in the systems.
Nor does it convey the
complexity and movement
within and between systems.
Bronfenbrenner refers to the
importance of interconnections
but the model is essentially
consensualwith all development
taking place in an outward
moving direction, as if
organically, growing naturally.
Griffiths finds the notion of everwidening circles misleading. She
prefers to use the image of a web
as a key to understanding selfidentity. Her theory is that the
individual "is constrainedby
overlapping, various
communities, eachof which is
itself changing"

Mesosystem
"..comprises the interrelations among two or
more settings in which the developing person
actively participates (such as, for a child, the
relations among home/school/neighbourhood
peer group; for an adult, among
family/work/social life)"

The relations between settings
Interconnections
A system of microsystems is
formed or extendedwhen the
individual moves into a new
setting
Settings in which the developing
individual actively participates
An individual's behaviour in
more than one setting

Exosystem
"..refers to one or more settings that do not
involve the developing person as an active
participant, but in which events occur that
affect, or are affected by, what happensin the
setting containing the developing person"

Settings in which the individual
is not present but in which events
occur that affect his/her

Macrosystem
"..refers to consistencies,in the form and
content of lower-order systems(micro-, mesolevel
that
the
exo-)
exist,
at
of the subculture
,
as a whole, along with any belief systemsor
ideology underlying such consistencies."

Model

Descriptors

Definitions
Microsystem

Development

immediateenvironment

Can have a profound influence
on behaviour and development
within that setting
External influences can play a
critical role in defining the
meaning of the immediate
situation to the person
Common, overarching patterns
of interconnected systems
Ideology/values
Organisation of social
institutions common to a
particular culture or subculture
Generalisedpatterns
Contrasts within and between
societies
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NOTES

1.

Campaign for Learning web-site accessed on 7 January 2002, at:
/leariidef.htm
htttr//www camnaien-for-leaniin!ore uk/aboutlearnin<_=.
-,.

2.

United Nations web-site accessedon 7 January 2002, at:
hM2://www. tindp. or-,/hdro/anatools. htni

3.

Watson (1931) furthered Pavlov's theory of classical conditioning and
concluded from experiments carried out with an eleven month old child and a
white rat, that adults could mould children's behaviour in any way they
(Berk,
1997).
by
carefully
controlling
stimulus-response associations
wished

4.

Hull (1943) developed his drive reduction theory in which individuals can
acquire a wide range of responsesin order to satisfy their primary
physiological needs. He also believed that primary drive reduction was the
only way to get children to learn.

5.

Hull's theory was rejected by Skinner (1953), who used a wide variety of
reinforcers, such as praise, positive body language and small rewards, to
has
been
behaviour.
His
theory
conditioning
operant
encouragepositive
in
in
in
developed
order to
a
of
ways
classrooms
and applied
number
widely
behaviour
(Child,
1993).
disruptive
and
anti-social
modify
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6.

Bandura (1970) developed a social learning theory by postulating that
children acquire large units of behaviour through watching and imitating
others. This so-called `modelling' requires a cognitive factor, and implies that
individuals gain understandings of themselves and their environments through
the interaction of behaviour, cognition and the environment (Bigge and
Shermis, 1998). Bandura's work combines elements of both behaviourist and
cognitive psychology.

7.

Within the context of an initial teacher education course, reinforcement can
operate, for example, when certain features of a student teacher's classroom
practice receive positive feedback from a mentor or tutor, so that s/he is
encouraged to repeat the behaviour. In terms of modelling, Child (1993) states
that it is worth considering "the extent to which the student teacher's style is
modelled on others she or he has seen as teachers" (p. 109). Some student
teachers start teaching in the way that they themselves were taught, for
example, which is not always relevant to the contemporary educational
context. The importance of good role models for student teachers should not
be underestimated.

See Beard (1977) and Donaldson (1987) for helpful descriptions and analyses
of Piaget's levels.

9.

The Gestalt School of Psychology was founded in Germany in the first part of
the twentieth century by psychologists such as Wertheimer, Koffka and
Köhler, and deals with theories of how individuals establish
perceptions. The
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theories emphasisethe ability of individuals to perceive patterns (Gestalt) as
wholes (Child, 1993).

10.

Bruner outlined three modes of representation (insights or understandings):
enactive, iconic and symbolic. The enactive mode is manipulative in character
and deals with concrete objects or sets of actions. The iconic mode is based
is
images
The
that
mode
upon
and graphics
represent a concept.
symbolic
based upon abstract or arbitrary systems.

11.

A new course structure was introduced in 1998, to meet the requirements of
the DFES Circular 1/98, and following recommendations of the 1997 Ofsted
report. The primary placement disappeared,and was replaced by a serial, more
substantial placement in a secondary school, called the Autumn Term School
Experience (ATSE). The main teaching practice remained the same,but had to
take place in a different school to the ATSE, and the final placement, usually
in a third school, became the School-Based Inquiry (SBI).

12.

DFES Circular 1/98

13.

The Quality Assurance Evaluation of Teaching Practice questionnaire has
consistently recorded over 95% of mentors as giving at least the minimum
entitlement of 6 lesson observations with written feedback. Equally, over 95%
of students are either satisfied or very satisfied with the support received from
mentors.
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Chapter Four: Methodology and Research Design
The purpose of this chapter is to review theoretical perspectives on research
methodology in general, in order to explain the choice of methodology appropriate to
the main and subsidiary research questions. Social science researchdraws on a variety
of approachesand methods, but traditionally, researchershave worked within two
main paradigms, the positivist, or scientific paradigm and the naturalist, or antipositivist paradigm. This discussion will focus on the approach to the research
questions, outlined in chapter one, which helped shapethis study, and from which the
final research design emerged. The main aim here is, therefore, to discuss and justify
the choice of methodology against the range of approachesavailable. Accordingly,
this chapter will focus on: the choice of methodology; a discussion of quantitative and
qualitative researchmethods; epistemological and ontological considerations; the
research design; the specific methods and techniques employed; methodological and
ethical concerns; and finally the participants in the study.

Choice of methodology

The aim of a methodology is to help the understanding of the researchprocessby
providing a framework for the enquiry and attempting a critical justification of the
is:
Kaplan
(1973)
the
that
methods employed.
aim of a methodology
stated
"to describe and analyse these methods, throwing light on their limitations and
resources, clarifying their presuppositions and consequences,relating their
potentialities to the twilight zone at thefrontiers of knowledge" (cited in Cohen
and Manion, 1994, p. 4).
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Bronfenbrenner's theoretical perspective, the ecology of human development, as
outlined in chapter three, concerns the evolving interaction between the developing
person and the environment. This consists of overlapping and interacting systems of
social experience. These systems are analysed in terms of micro-, meso-, exo- and
macro-levels, as described in detail in the previous chapter. Bronfenbrenner's theory,
which underpins my research, offers an understanding of the participant's point of
view within the context in which he or she is operating, where development
constitutes a lasting change in the way in which that individual deals with the
environment.

Informed by the main and subsidiary research questions and Bronfenbrenner's
theoretical perspective, I chose to adopt a mixed-model approach to my researchin
which both quantitative and qualitative techniques were used, in order to benefit from
the strengths of both approaches.The mixed-model approach, or `qualitativequantitative interactive continuum' (Newman and Benz, 1998), allowed me to collect
both large amounts of quantitative data from complete cohorts of student teachers,as
well as smaller amounts of detail-rich qualitative data or `empirical materials', from a
small, selected group of student teachers (Denzin and Lincoln, 1994). This is
consistent with Newman and Benz who argue that "the research question was even
morefundamental than the paradigm onefelt allegiance to " (ibid. p. 1). As such, the
choice of a methodological approach combining techniques and strategies from both
the positivist and naturalist paradigms was a natural one, given the kinds of questions
I wished to investigate in this study.

98

Before exploring in greater detail the methodological principles of this research,it is
firstly important to discuss the contrasting, and sometimes apparently conflicting
theoretical frameworks which exist, namely the debate between the positivist
approach and the naturalist approach, referred to earlier. These two approachesderive
from different philosophical assumptions and to a large extent, both helped shapethe
methodology employed in this study.

Briefly, the positivist approach is usually regarded as starting with theory, from which
in
hypotheses
Data
(Bryman,
1988).
deduced
then
are
gathered an
specific
are
empirical enquiry, in order to test the hypotheses,which are then either confirmed,
disproved or modified in relation to the original theory. The positivist approach is
sometimes associatedwith quantitative methods, such as experiments and surveys
(Hitchcock and Hughes, 1989). In contrast, the naturalist or interpretive approach is
hypotheses
in
that
the
theories
the
so
one which
research,
and concepts arise out of
inductive
Also,
be
data
the
will
generated as a result of
collection and analysis.
theoretical development, as a result of data interpretation, is taking place at this stage.
This approach includes qualitative methods, such as casestudies and participant
observation (Glaser and Strauss, 1967, Cohen and Manion, 1994, Miles and
Huberman, 1994).

The use and development of the two approacheshas led to a period of extreme
polarisation in the first half of the twentieth century:
"Taking a multi-method stance involving the collection of both qualitative and
be,
data,
is,
that
the
regarded as a
claiming
whole
quantitative
or should
and
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scientific enterprise is also likely to antagonise those of both scientific and
humanistic persuasion. There are strongly held views that the divide between
qualitative and quantitative represents an ideological divide and that that
particular twain should never meet" (Robson, 1993, p. 6).
However, the debate has become more wide-ranging over the last fifty years, and
more recently, researchersof a more pragmatic disposition have drawn attention to
the artificiality of the divide. For example, Miles and Huberman, in an article
discussing the debate found that:
" if one looks carefully at the research actually conducted in the name of one
or another epistemology, it seemsthat few working researchers are not
blending the two perspectives " (1984, p. 20).
Hammersley, in a paper entitled "Deconstructing the Qualitative and Quantitative
Divide" (BERA Conference, 1991), assertsthat "the distinction is.
in my
-misleading
view because it obscures the breadth of issues and arguments involved in the
methodology of social research. " Similarly, Newman and Benz refer to this as "the
notion of a false dichotomy" (1998, p. 115).

According to Robson, "The task of carrying out an enquiry is complicated by thefact
that there is no overall consensusabout how to conceptualize the doing of research "
(1993, p. 18). This lack of'overall consensus'can work to the advantageof a
researcherwho is not committed to either of the two traditions and who can draw on
methods from both, in an eclectic way. As such:
"a multi-disciplinary approach which in turn leads to the eclectic and catholic
use of any and all research designs which might prove helpful in answering the
questionsposed" (Hakim, 1987, p. 172).
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From my point of view, I am in agreement with Robson (1993) who, in his book
"Real World Research" declares a preference for multi-method approaches,since all
methods have their strengths and weaknesses.A particular theme in his writing is
"that several methods of enquiry are likely to be better than any single one in
shedding light on an issue" (p. xi). He feels that it is important for the researcherto
choose the most suitable approach to the research questions. The following vignette
summarises how I was influenced by Robson's stance:

PERSONAL VIGNETTE
Whilst taking a week out in a cottage in a Devon village in November 1998 in order
to pursue my research uninterrupted by distractions, I started to read Colin Robson's
"Real World Research " (1993). This proved to be another key moment in my
development as a researcherand helped to slot a further major part of my researchjigsaw into place. Up until that point I had struggled with the positivist/anti-positivist
debate, feeling that as I had a large quantity of statistical data, I should be working
within a quantitative framework.

Robson writes in a refreshingly direct and highly readable way, which helped to
convince me that I, too, was a `real world researcher' who had chosen a range of
methods of enquiry, from both sides of the debate,to illuminate her subject. From that
point I can date my confidence in myself as a bone fide member of the research
community. This helped contribute to my understanding of my identity as a
researcher.

Interestingly, Bryman (1988) statesthat:
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"the suggestion that quantitative research is associated with the testing of
theories, whilst qualitative research is associated with the generation of
theories, can... be viewed as a convention that has little to do with either the
practices of many researchers within the two traditions or the potential of the
methods of data collection themselves" (p. 172).
He goes on to assert that there are situations and topics which "will be even better
served by a marriage of the two traditions" (ibid. p. 173). In my own empirical
research, such a `marriage' was deemed to be most relevant, since I was seeking to
gather as much data as possible using different methods, to obtain a broader picture of
the issues. As Miles and Huberman maintain:
"qualitative data are useful when one needsto supplement, validate, explain,
illuminate, or reinterpret quantitative data gathered from the same setting"
(1994, p. 10).
This view is most appropriate to my research,since I had gathered a vast amount of
quantitative data which I then supplementedwith qualitative data `gathered from the
same setting'.

Having discussed and justified the choice of researchparadigms, it is now important
to consider in more detail the quantitative and qualitative methods from which the
research techniques employed in this study are drawn. According to Cohen and
Manion, research methods are:

"that range of approaches used in educational research to gather data which
are to be used as a basisfor inference and interpretation, for explanation and
prediction " (1994, p. 38).
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Quantitative research methods

Earlier in this chapter, a link was made between the positivist paradigm and
quantitative research methods. A characteristic quantitative methodology commences
with a statement of theory from which researchhypotheses are derived. An
experimental design is then established to test the hypotheses, drawing on the
measurement of dependent and independent variables. Data are generatedfrom a
series of statistical tests, which, when analysed can confirm or counter the original
hypotheses. This is turn leads to theory revision or enhancement(Robson, 1999).
Quantitative research designs usually involve large, random samples,where control of
variables and valid and reliable methods are required, and where generalisation from
the sample to the population is the aim (Newman and Benz, 1998). These procedures
are largely deductive and statistical in nature, and occur at the conclusion of the data
collection (Bogdan and Biklen, 1992).

It has already been stated that a number of the researchquestions of this study were
capable of generating quantitative data. As an initial step in terms of gathering
information to addressthese research questions, it was decided to use a questionnaire
in order to obtain a general picture from all the student teachersat the beginning and
end of their initial training course. A questionnaire is a quantitative tool which can
generate large amounts of statistical data when distributed to a wide audience, and this
was deemed appropriate for gaining accessto the views of a large group of people.
From the data generatedby this method, a statistical analysis can be carried out and
conclusions drawn, giving as wide an overview as possible. Thus, the questionnaire
would be distributed to all the student teachersin each subject specialism offered on
the PGCE course. By adopting an inclusive approach and including all the student
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teachers in this way, it was hoped that the ensuing statistical analysis would yield
sufficient data to provide answers to the aforementioned research questions, thereby
testing some of the original hypothesesregarding their attitudes to Europe.

Having decided upon a mixed-model approach for the research,the aim was to obtain
focus
basis
data
tool,
then
through
the
and
on
wide
of
statistical
use
of
a
quantitative
a
individual experiences, using qualitative researchmethods in order to obtain depth of
understanding of the issues involved.

Qualitative research methods

The link between the naturalist, or anti-positivist paradigm and qualitative research
methods has already been stated. In contrast with quantitative methodology, a typical
qualitative approach starts with data collection and some initial analysis, which may
lead to further data collection and analysis, a cycle which can be repeated.Hypothesis
generation and theoretical development (grounded theory) occurs during or at the end
of the process (Robson, 1999). Qualitative researchis concerned with understanding
and interpreting the different realities of the subjects being researched.The researcher
must adopt the type of exploratory approach suited to the complex nature of the social
world, and suspendhis or her own assumptions in order to seethe world from other
people's points of view (Miles and Huberman, 1994). Qualitative researchersplace an
emphasis on the use of verbal data in order to carry out a detailed investigation of
social processesas they occur in natural situations (Hitchcock and Hughes, 1989).
Qualitative researchmethods are largely inductive in nature, and generally involve
much smaller samples than quantitative researchprocedures.
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Employing qualitative research methods for part of this study was a natural choice,
given the kinds of questions that were to be investigated. I wanted to examine the
lives of teacher training students within the context of their training course, and to
develop the study over a number of years. As I was living and working in close
proximity to them, as a lecturer and tutor, I was ideally placed to be able to offer an
"interpretive understanding of human experience" (Denzin and Lincoln, 1994, p.4).
Although many writers have offered a variety of definitions of the term 'qualitative
is
helpful
that
to
me,
research', a commonly acceptedversion, and one which seems
the subjects are studied in their natural settings, in order to make senseof, or interpret,
different phenomena in terms of the meanings held by the subjects themselves.The
way that people's perspectives of the world shapetheir actions, and the diversity of
such perspectives is acknowledged as a fundamental element of this philosophical
is
is
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It
interpretation
"qualitative"
this
that
the
term
employed
stance.
with
mind
throughout my enquiry. I therefore decided to use the qualitative tool of the semistructured interview to gather additional data, in order to further illuminate the
findings from the questionnaires.

Epistemological and ontological considerations

The positivist/naturalist debate described earlier in this chapter draws on underlying
philosophical issues concerning the nature of knowledge and the essenceof social
reality. "The searchfor knowledge (or "truth ") is the purpose of research "[1],
which has been described by Kerlinger (1970) as the "systematic, controlled,
empirical and critical investigation of hypothetical propositions about the presumed
relations among natural phenomena " [2]. Traditionally, research in the social
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scienceshas sought to examine the construction and interpretation of the social world
by using methods and approachesfrom the natural sciences,in order to discover
universal laws which regulate and determine individual and social behaviour. A more
recent approach has been to consider research in the social sciencesas separatefrom
the natural sciences, in that it emphasizeshow individuals differ from inanimate
natural phenomena and from each other (Cohen and Manion).

The two approaches,positivist and naturalist, are based on very different underlying
epistemological and ontological assumptions. In positivist terms, knowledge can be
acquired and communicated to others in a "hard", objective and tangible form. In the
naturalist tradition, knowledge has to be personally experienced and is "soft",
subjective and based on personal experience and insight (Burrell and Morgan, 1979).
Similarly, two opposing views exist of social reality, according to the two approaches.
Positivists consider the social world as being external to individuals, as being a
"common reality on which people can agree" (Newman and Benz, 1998, p. 2).
Conversely, naturalists, conceptualise social reality as the product of individual
consciousness,as a "social construct" capable of being interpreted differently by
individuals, all equally valid (Newman and Benz).

Unlike some researcherswho clearly position themselves within one or other of the
two traditions, I have chosen a mixed-model approach as a framework for my
research. Some writers such as Robson (1999) have adopted a pragmatic approach,
since "several methods of enquiry are likely to be better than any single one in
shedding light on an issue" (p. xi). In his book "Real World Research", he details his
development from a "virtually unquestioned assumption that rigorous and
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worthwhile enquiry entailed... the statistical analysis of quantitative data obtained
from carefully controlled experiments " to a 'fundamental reconsideration of the style
and approach to enquiry which are appropriate if one wants to say something
sensible about ... field' settings"(schools and hospitals) (1999, p. x). A more
philosophical approach is advocated by Newman and Benz (1998) in their elaboration
of a qualitative-quantitative interactive continuum, who deny the existence of
qualitative and quantitative dichotomy in terms of scientific research.This is a
is
in
identify
I
this
the
project
position with which
and on which
empirical research
based, namely that "research is a holistic endeavor" (p. 88).

Added to the debate recently is the work of Newman and Benz, who postulate a new
integrated
interactive
`qualitative-quantitative
the
an
continuum',
so-called
paradigm,
perspective which "builds the research method on the researcher's question of
interest" (1998, p. 114). The model combines both qualitative and quantitative
both
building
testing
theory
theory
playing an
methodology on a continuum, with
and
important part, and feedback loops facilitating theory revision (Newman and Benz).
This is an innovative conceptualisation within which my research can be situated.
Having provided a context in which to explore issues of methodological choice, it is
now apposite to examine in detail the researchdesign of this study, and to describe the
specific research tools, and how they were formulated.

Research design

Given that the major aim of this study is to explore the complex nature of the evolving
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development of student teachersduring their initial training course in relation to the
European dimension, and the interactions which take place within the environments in
which they operate, it was deemed necessaryto obtain an understanding of the student
teachers' points of view. As the researcher,I had a direct professional interest in, and
concern for, the setting under investigation. The researchfocus was on people, carried
out in the 'real world', with a view to not only describing their circumstancesbut also
to evaluating their situation and looking at issues of change. Out of a wide range of
possible methods and procedures, the use of a questionnaire and semi-structured small
group interviews were considered to be the most appropriate strategiesto use in order
to collect data that were both quantitative and qualitative in nature.

Research tools employed in this enquiry

1. The questionnaire

Construction of the questionnaire

The construction of the questionnaire was based initially on theoretical
considerations, which had emerged through a study of the literature and an
examination of the previous researchin the area. It was also influenced by my early
experiences of working with student teachersand by my ongoing research into
adolescent attitudes to Europe (the Collaborative Research in Modern Languages
Education, or CRMLE, researchwas detailed in chapter two). The literature review
led me to an understanding of the importance of the role of the European dimension in
education, together with the notions of European cooperation, integration, identity and
citizenship. Examination of the previous research in the area revealed that very little
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research had taken place to ascertain student teachers' views on Europe. As a key
group which would form the future teaching force in the UK, and elsewhere, and who
could be responsible for the delivery of a European dimension in the curriculum, it
was therefore vital to probe the student teachers' attitudes to these issues in the
questionnaire. Any information gathered in such a way could, if appropriately
disseminated, help shapethe decisions of policy makers, curriculum planners, teacher
trainers and other professionals in the field.

The first step was to design a questionnaire to administer to PGCE students at the
beginning of the academic year in September 1992, following my controversial
European dimension lecture of May 1992, described in chapter one. This was a fairly
tight time-scale for the development of an effective researchtool, but I considered that
it was essential to obtain the students'views at the start of the training course, before
they could be influenced by any input or experiencesof the course.

Having successfully administered the questionnaire in September 1992, the idea of
administering a post-course questionnaire, identical or similar to the pre-course one,
began to evolve. The notion of comparing students' attitudes to Europe over the
course of their initial training was a powerful one, since it would allow me to
investigate the effects of the training course and to draw possible conclusions based
on developmental changesover time. This idea was supported by my understanding
in
in
detail
described
human
Bronfenbrenner's
development,
of
which, as
ecology of
chapter three, is concerned with the evolving interaction between the developing
individual (student teacher) and his or her environment. Thus the development of a
longitudinal study, involving pre- and post-course questionnaires, was strongly based
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on theoretical considerations, which in turn influenced the format of the questions
posed.

Format of the questions

The first part of the pre-course questionnaire consisted of three sections of specific
statementswith fixed alternative responses,which required participants to decide to
what extent they agreed or disagreed with the statements.The first section was
concerned with European cooperation, for example:
"I believe that Britain and other European countries should cooperate...politically".
The second section explored issues surrounding further European integration, for
example:
"Britain and other European countries should agree to bring their practices into line

with regard to the legal system".
The third section examined the role of the European dimension in education:
"European awarenessshould permeate all subjects in the curriculum ".
The aim of these statementswas to encouragethe respondentsto make informed
responseson a specific area, which could then be analysed statistically.

The second part of the pre-course questionnaire was designed to probe the life
experiences of the participants, either living or studying in another European country
(section four), working in another European country (section five) or travelling and
speaking foreign languages (section six). In these three sections there were a number
of questions requiring a yes/no answer, for example:
"Have you ever lived in a household in another European country? "
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Participants were then invited to add further details, such as specific examples, in
their own words if they had answeredpositively. It was not necessaryto repeat this
full
The
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text of
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part of
pre-course questionnaire
post-course
the pre-course questionnaire is to be found in appendix D.

The first part of the post-course questionnaire consisted of the three sections of
specific statementswith fixed alternative responsesrepeated in an identical format
from the beginning of the pre-course questionnaire. This was to enable a comparison
to be made between the two sets of responsesand for the results to be analysed, to see
if the respondents' attitudes had changed over the training period.

The second part of the post-course questionnaire consisted of two sections designed to
explore the participants' experiences of the European dimension over the course of
their initial teacher training (section four) and their views on any future involvement
with the European dimension (section five). In these final sections there were again a
number of questions requiring a yes/no response,for example:
"Have you had the opportunity to consider the European dimension during the course
of your teacher training? "
and also some completely open-endedquestions, designed to build a rapport with the
respondents, to facilitate the collection of rich, in-depth information and specific
examples:
"To what extent do you intend to include any aspects of the European dimension in
your future teaching? Please specify how. "

Whilst it is clear that both of the pre- andpost-coursequestionnairesgenerateda vast
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appendix E.

Psychometric properties of the questionnaire

A fundamental requirement of all empirical research is that the methods used are
consistent and measure what they are intended to measure.This is what makes the
enquiry believable and trustworthy, and will enable the findings to be taken seriously
(Robson, 1999). "Reliability is the extent to which the measure will give the same
response under similar circumstances" (Howitt and Cramer, 2000, p. 34). There are
two approachessuitable for exploring the reliability of quantitative data. The testretest reliability approach is not applicable to this research, since it is neither possible
nor appropriate to "compare results obtainedfrom applications of a test on two
different occasions " (Youngman, 1979, p. 179). However, an internal consistency
approach is appropriate, and a Cronbach's alpha test will be used to check how well
correlated the individual items are in the first three sections of the questionnaire. The
results of these tests are reported in chapters five (main survey) and nine (European
survey). Additionally, the fact that most of the questions require set responses,are
easy to fill in, that there is less chance of bias occurring and that the relative
anonymity means that respondentswill answer with a high degree of honesty are
characteristics of the questionnaire used in this study that will increase its reliability.

The period between the design and administration of the questionnaire was too short
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to allow for it to be piloted with student teachers.Instead, senior colleagues with vast
amounts of experience in quantitative research design were invited to scrutinise the

questionnaireto determinethe degreeof consistencyof the questions.[3] Thusit can
be argued that an inter-coder reliability check took place.

Additionally, this scrutiny by colleagues ensured that the face validity of the
questionnaire had been addressed. "Validity refers to whether a measure actually
measures what it is supposed to measure" (Howitt and Cramer, op. cit. ). It was not
necessary to make any amendmentsto the draft questionnaire before it was
administered in September 1992. Since the student teachersdid not raise any queries
either during or after completion of the pre-course phase,it was not deemednecessary
to change the fixed responsesection for the post-course phase, either.

Administration

of the questionnaire

In 1992 the pre-course questionnaire was administered to the whole of the PGCE
cohort at the same time, at the end of a lecture, in the education lecture theatre of my
department. I explained the purposes of my research,that it was being carried out as a
result of the reactions of the previous year's cohort and that I needed to know what
they thought about various issues to do with Europe, in order to make improvements
to the way the European dimension was delivered within the course. Copies of the
questionnaire were then distributed and students completed them before leaving the
lecture theatre. This system proved rather lengthy and difficult to administer to such a
large cohort, so for the three successiveyears of the study, the pre-course
questionnaire was administered through individual subject groups (English,
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geography, history, mathematics, modern foreign languagesand science) by the
respective subject tutors, during the first week of the course. The subject tutors each
received a briefing paper, including the rationale for my researchand instructions for

completionof the questionnaire,in orderto ensurethat all groupsreceivedthe same
information andinstructions.

I chose to administer the post-course questionnaire by mail, for two main reasons.I
firstly wished the respondentsto have time to reflect on the issues involved, at the end
of what had been a busy and often stressful year. In the early years of the study, the
European dimension aspectwas delivered at the end, in the final, "Short Course
phase" of the PGCE course, and I was therefore keen that the students be allowed
some thinking spacebetween experiencing it and being asked to complete the postcourse questionnaire. The second reason for distributing the questionnaires after the
end of the course was the lack of appropriate time to do so within the busy end of
term, when students were tired and probably lacking in motivation to fill in 'one more
piece of paper'. The questionnaire was therefore posted to them approximately one
week after the end of the PGCE course, together with a covering letter (see appendix
F for the text of the letter) and a pre-paid reply envelope.

The European questionnaires

Having collected data from British student teachersover three years, I decided to
widen the scope of the study in the fourth, and final year of data collection, by
collecting information from student teachersin other European Union countries. I
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wanted to find out if they had the same attitudes, and had had the same experiences,
as their British counterparts. I had been working in a collaborative network called the
European Teacher Training Programme (ETTP) since the early 1990s,within the
framework of the EU-funded Socrates(Erasmus) programmes. I therefore had wellestablished links with colleagues in our partner institutions: the Pädagogische
Akademie, Vienna, I'Institut Universitaire de Formation des Maltres (IUFM), Nancy,
the Universität Leipzig, the Hanzehogeschool (Pabo), Groningen and the
Universidade de Lisboa. It was a logical move, therefore, to approach them and ask
them to collaborate in my study, since we shared a professional interest in the
development of student teachers.I also felt that this would add a genuine European
dimension to my own research. Conceptually, the decision to expand the role of the
research fitted into the final level of Bronfenbrenner's ecology, the macro system,
ideologies
deals
interconnected
systems,
which
with common, overarching patterns of
and values. By collecting information from other countries I hoped to be able to draw
conclusions concerning the similarities and differences between British student
teachers and their counterparts in Austria, France, Germany, the Netherlands and
Portugal. I also hoped to gain further insight into the issues of European cooperation,
integration, the European dimension in education, identity and citizenship and to be
able to construct meaning within different social educational contexts.

The practical problems surrounding the administration of the questionnaire in five
other countries had to be considered and resolved. Access to students for the
completion of the questionnaire was an issue, due to the differences in course
structure and length. It was therefore decided to combine the pre- and post-course
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versions into one questionnaire which could be administered to a cohort of students
when my colleagues had accessto them. Although this would not provide me with
it
felt
information
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time,
the
would
any
concerning
students' attitudes over
generate enough data to present a snap-shot of their views at a given time, to enable a
comparison to be drawn with the views of the British students in the same year.

It was at this point that a question specifically relating to identity was added to the end
of the questionnaire, since I had not included anything on identity before. Through my
reading and experiences as a teacher trainer working in a European context, I had
become increasingly aware of the importance of having an understanding of one's
personal identity before feeling comfortable with other identities (Grant, 1997). Thus,
a question requiring a yes/no answer:
"Do you feel European rather than Austrian? " or
(French/German/Dutch/Portuguese)? followed by an open-endedquestion
requiring a more detailed response:
"Ifso, what does it mean to be European? "

These questions were also appendedto the post-course questionnaire for the final
British cohort who completed their PGCE in July 1997. The intention was that this
would enable me to include the views of the British studentswhen comparing the
views of the 'European' cohort.

Another issue to be considered from an administrative point of view was the selection
of the student cohort to whom the questionnaire would be given. The courses run by

our partnerinstitutionswere of differing lengths,asshownin table4.1:
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Institution and country

Length of course

PädagogischeAkademie, Vienna, Austria

3 Years

1'Institut Universitaire de Formation
Maitres Nancy, France
Universität Leipzig, Germany

des 2 Years
7 Years

Hanzehogeschool, Groningen, the Netherlands 3 Years
Universidade de Lisboa, Portugal

5 Years

University of Nottingham, UK

1 Year

Table 4.1: Partner institutions and length of teacher training course

In consultation with my ETTP colleagues, it was decided that they would each select
a group of student teachers from across a range of subject specialisms who were in
their final year of training, and who would, to all intents and purposes, be taking up
their first teaching posts at the beginning of the following academic year. This
seemed to be the best way to achieve comparability with the cohort of British
students. Colleagues agreed to aim for a group of forty students in each country, thus
giving an approximate 'European' total of two hundred.

Then began the task of preparing the questionnaires, which had to be translated into

Germanfor the Austrian and Germanstudents,into Frenchandalso into Portuguese.
The questionnaires were initially translated from English by colleagues based in
each country and then double-translated, in order to ensure validity and reliability of
the data, by myself and colleagues in the modem languagesPGCE department. The
Dutch students were deemed capable of understanding and completing the
questionnaire in English. The questions were adjusted to fit each country's national
context. For example, basic adjustments were made, such as in question one, relating
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to the country and origin of the participants, recognising that it may not be British
(see appendices G, H, I, J and K). The questionnaires were then distributed to
colleagues in the five countries concerned and duly returned to me for analysis. The
results from the 'European' questionnaires and the comparisons with the British
results will be reported in chapter nine of this thesis, and discussed in chapter ten.

2. The semi-structured

interviews

After collecting data via the questionnaires over a period of four years, I decided that
it was necessaryto collect further in-depth information by following up and exploring
in more detail some of the issuesraised in the questionnaires. A triangulation of
methods was therefore envisaged.Many researchershave commented on the use of
triangulation as a means of increasing validity (Denzin, 1994; Lincoln and Guba,
1985). According to Robson, "Similar patterns of findings from very different
methods of gathering data increase confidence in their validity "( 1999, p. 69). Using
student teacher participants in interviews and questionnaire completion would allow
me to "check the perceptions of the same actors in different contexts" (Deem and
Brehony, 1992, p. 11). As this researchis informed by a mixed-model paradigm, it
seemeda natural step to try and obtain contextualised, in-depth information
concerning the phenomena being investigated. The reliability and validity of the
research would be enhancedby employing a variety of sources of information, since
"The multiple data collection methods diminish bias by increasing the wealth of
...
information available to the researcher" (Sherman and Webb, 1988, p. 131). Thus in
the final year of the study, a series of semi-structured interviews was carried out with
a representative sample of PGCE students during the last phase of their training
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course.

The interview questions, (the full text of which can be found in appendix L), were
designed to probe in more depth some of the issues raised by the questionnaires. As
with the construction of the questionnaire, the interview questions were similarly
based on conceptual and theoretical considerations that had been raised in earlier
chapters, and were discussed and checked with a colleague. Although the theme of the
European dimension in education had been explored in the questionnaire, in the
interviews I asked more specifically:

"What do you understand by the term 'European dimension '? "
However, I was more concerned to try and ascertain how the students felt that they
had changed over the course of the training year:
"Have your attitudes to the European dimension changed during the course of the
PGCE year? How? Why?"
and to explore in greater detail some of the areasthat I thought had not been well
covered by the questionnaires:
"How important do you think it is to prepare pupils to be citizens of Europe? "

It was decidedthat eighteenwould be an appropriatenumberof British studentsto be
interviewed, in order to provide the kind of rich and in-depth qualitative data required
for the further illumination of the issues under consideration. Of the eighteen students
selected, only sixteen actually took part, since two had job interviews at the same

time. Additionally, a groupof elevenErasmusstudentteachersfrom the samepartner
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institutions mentioned earlier, who were working in the School of Education at the
time the interviews were carried out, were also invited to take part. This meant that
their perspective could be added to that of the British students, which would also
complement the questionnaire data received from the other European students. A total
of twenty-seven student teacherswere therefore interviewed in June 1997.

The representative sample of British studentswho were invited to take part in the
interviews was selected according to a number of criteria: their attitude to Europe
(based on composite scores from the first three sections of the pre-course
questionnaire), age, gender and subject specialism. A balanced selection was made,
four
being
in
first
in
four
bands
the
to
the
with students
place
corresponding
grouped
point answer scale from the questionnaire: strongly agree, agree, disagree and
strongly disagree. There were no students in the strongly disagreeband, so the
number of bands was reduced to three. Within the three bands the groups were
checked to ascertain if there was a balance of age groups (20-22,23-26,27 and over)
and that gender and subject specialisms were represented,if appropriate. If there was
only one student within a particular band of a particular group, then that student was
automatically selected for the interviewing process. The remainder of the students
were selected anonymously at random by a third party.

Once the selection process had taken place, the students were invited to take part in
the process by a letter (see appendix M), which explained to them the reasons for the
research. I had decided to interview the students in small groups of 2 or 3 for several
reasons:in order for the process to be less threatening, in order to generatea
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discussion between the students and in order for my role as interviewer to be minimal.
I intended to restrict my role to one of posing the questions, as I did not wish to
influence the discussion in any way, and therefore decided to passno comments
whatsoever during the interviews, to allow only the participants' voices to be heard. A
real threat to validity in the interviewing process is causedby bias:
"The sources of bias are the characteristics of the interviewer, the characteristics of
the respondent, and the substantive content of the questions " (Cohen and Manion,
1994, p. 281).
By reducing my role in the interviewing process to a minimum and by submitting the
questions to a face validity check, I had addressedthe issue of bias. To enable me to
have a complete record of the interviews, I decided to record them, and to transcribe
them at a later date.

Methodological and ethical concerns

In choosing to carry out my research with student teachers,I had to ensure that they
fully understood the purposes of the project and were willing participants. There was
no obligation to complete the questionnaire. They were free to make an informed
decision about whether or not to participate, and some did not do so. I also ensured
that they were fully aware of the confidentiality of the data collected, and that their
anonymity would be guaranteed.Although I asked them to write their names on both
the pre- and post-course questionnaires, this was for matching purposes only. The
students clearly understood and trusted my explanation on this issue, since only one or
two questionnaires were returned nameless in any given year.
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The students who took part in the interviews, on the other hand, were all willing to be
named in the acknowledgements at the beginning of this thesis. Complete
confidentiality and anonymity regarding individual views is maintained in the text,
however. They all expresseda wish to be informed of the outcomes of the research,
and will receive a summary of the main findings after the end of the project. [4]

Participants

The total number of participants in my research was 1234, which included four
different, large cohorts of British student teachers,small cohorts of student teachers
from Austria, France, Germany, the Netherlands and Portugal and a small group of
Erasmus students from the same countries, who were studying at the University of
Nottingham in June 1997. The reasonsfor carrying out this researchproject with
teacher training students have already been referred to in chapter one. I wished to
investigate, through a carefully constructed researchproject, the attitudes towards and
beliefs about the European dimension, of students on the point of entering the
teaching profession. I had been disturbed by what I perceived as strongly negative
reactions regarding our European involvement the previous year, and I wished to try
and obtain empirical data to support and/or explain these sentiments. I also saw it as a
means of evaluating and improving my own practice, and therefore helping inform
my philosophical understanding.

The participants in the first phase of the researchwere one-year post-graduate teacher
training students on the PGCE course at the University of Nottingham. The course in
question was a large one, which meant that the researcherhad accessto a total number
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of 1029 students over four years for the purpose of the pre-course questionnaire. The
actual total number of students registered on the coursesat the time the pre-course
questionnaires were administered was 1171, which means that an 87.9% responserate
was achieved overall. Biographical details of the sample used in the quantitative and
qualitative stages of the project were collected according to the variables of gender,
age and subject specialism. Ethnicity did not figure as a key issue in the biographic
breakdown of the sample, because,in keeping with many departments of teacher
education in the UK at the time of data collection, 5% or less of the total student

cohort at the Schoolof Education,University of Nottinghamwerenot of white, UK
ethnic origin. [5]

Gender

Femalestudentsoutnumberedmale studentsby a ratio of approximately3:2, as shown
in table 4.2 below:

Year

Total number of
students

% of female
students

% of male students

1992-3

253

63

37

1994-5

276

56

44

1995-6

260

60

40

1996-7

240

57

43

Table 4.2: Student numbers and % gender breakdown of successive cohorts

123

The figures on the previous page illustrate the consistency in size of the successive
pre-course cohorts, and the consistent gender balance between the four years. [61
Although it should be noted that the proportion of male students rose slightly over the
four years, female students remain convincingly in the majority. It is a wellestablished fact that the majority of teachersare women (DfEE 1998), and that fact
was certainly mirrored in my study. (The difference that gender makes to the results
of the questionnaire is explored later in chapter 5). The figures also reflect the
national pattern of recruitment to teacher training courses,which rose steadily to a

peakin 1995,and droppedin 1996(DfEE 1998).

Age

The age range of the total group at the commencement of their training course
extended from 20 years at the lower end to 53 years at the upper end, with the mean
age for the group being 24 years and 8 months. For the purposes of analysing the data,
the students were grouped according to age, as shown in table 4.3 below:

Student age range

% of total group

Group 1: 20-22 years

43

Group 2: 23-26 years

31

Group 3: 27-53 years

26

Table 4.3: Student agesshown as percentagesof total group
Group I was intended to include the students who had started the PGCE course
immediately upon completion of their three or four year undergraduatedegree course,
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and whose experiences would have been limited to the time spent at school and
university, with less opportunity for extended travel, periods abroad or other work
experience. Group 2 was intended to include those students who had taken a year-off
prior to becoming an undergraduate, or who had entered another profession or
perhaps carried out a period of voluntary work before undertaking a PGCE course.
The experiences of this group could be considered to be wider than that of group 1,
and this might have a bearing on their attitudes. Group 3 was intended to include all
the mature students, who had worked in other professions or raised a family, amongst
other things, before deciding to undertake teacher training. This group could be
regarded as having had wide-ranging experiences,one of which might be a period
spent working or living abroad.

Subject specialism

This was considered to be an important variable in order to investigate the influence a
student's subject specialist background might have on his/her attitudes to the
European dimension. Students from the whole range of subjects offered on the PGCE
course at the University of Nottingham were therefore included in the research.Those
subjects are English (including drama), geography, history, mathematics, modem
foreign languages (French, German, Spanish, Russian and Japanese)and science
(physics, chemistry and biology). For the first year of the research only, (1992-1993),
there was a small cohort of classics students,before the subject was discontinued.
Table 4.4 on the following page shows the percentage breakdown according to subject
specialism of the total group:
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Subject

% of total group

Classics

0.8

English or English/drama

18.6

Geography

9.1

History

11.5

Mathematics

17.9

Modern foreign languages

20.1

Science

22

Table 4.4: Subjects shown as percentages of whole group

It can be seen from the above table that science and modem foreign languagesformed
the biggest groups, followed by English and mathematics. In the case of modem
foreign languages,most undergraduatecoursesrequire their students to follow a

compulsoryyear abroad,either following coursesat a universityor teachingEnglish
as an 'assistant' in a secondary school. Such studentshave often spent a greater
percentage of their time abroad, and it was therefore considered important to create
two further sub-groups for the purposes of statistical analysis. These were (i) language
students and (ii) non-language students, as shown in table 4.5 below:

Subject

% of total group

Language students

20

Non-language students

80

Table 4.5: Student percentages shown according to languages/non-languages subjects
It is evident from table 4.5 that students of foreign languagesformed a fifth of the
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total group. When the data is analysed later in chapter five, the extent to which the
foreign languages students have significantly different views from those of the nonlanguages students will be explored. However, it should be noted that these figures do
not take account of any non-languages studentswho may be bi-lingual, or who may
have spent time as Erasmus students, or who may simply be fluent in a language other
than their mother tongue, and who may have reasons for holding similar views to the
languages students.

The design of this researchproject permitted the main and subsidiary research
questions, outlined in chapter one, to be addressed,using data generatedby the
quantitative and qualitative researchtools employed. Table 4.6 shows the relationship
between the research questions, the type of data generatedand the researchtools
employed:
Research question
What are the attitudes of student
teachers to Europe?
Do student teachers' attitudes to Europe

Type of data
Quantitative

Research tool

changeduring the courseof the initial

Quantitative

Questionnaire

Quantitative

Questionnaire

Qualitative

Semi-structured
interview

trainin
ear?
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

Questionnaire

Semi-structured

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?
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Qualitative

interview

Qualitative

Semi-structured
interview

Quantitative

Questionnaire

Is there such a concept as "European
identity "?
How can European citizenship be

Quantitative

Questionnaire
Semi-structured

Qualitative

promoted through the school

interview

curriculum?
Table 4.6: Relationship between the research questions, type of data and
research tools

I have shown how the specific research design took shape,explored the choice of
research methodologies and demonstratedhow the researchquestions were addressed
through data generation and analysis. However, it is also important to consider how
Bonfenbrenner's ecology of human development as a theoretical model supports the
notion of the developing individual (student teacher) in relation to the European
dimension. The table on the following page demonstratesdiagrammatically which of
the data sourcesprovided information to interpret Bronfenbrenner's theory:
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Bronfenbrenner's

Ecology of Human Development - Data Interpretation

The developing individual is the student teacher
I want to explore how the European dimension affects the student
teacher

Data sources
Information regarding the student teacher's
development in relation to the European

dimension
Immediate settings for the student teacher:tutor group, subject group,
cross-curricular group, classrooms,social areas,home
Activities - learning, role playing, reflecting, practising, modelling,
experimenting
Roles - student teacher, fellow professional, peer supporter,tutee,
mentee
Interpersonal relations - tutor, mentor, other teachers,peers,pupils

Questionnaire sections4,5,6,7,8,9
Interviews with student teachers

Interconnections between the settings in which the student teacher is
participating eg. between home/training institution/ schools/social
contexts
Importance of key individuals in thesesettings eg.
tutor/mentor/school coordinator/class teacheretc.
Mesosystem is extended throughout PGCE course via Primary
school, TP school, WIS schools etc.
Ecological transitions occur when the s.t. undergoesa changein role,
with associatedexpectationsof behaviour

Interviews with student teachers

Settings in which the student teacher is not present,but where events

Official documentation:

occur/decisions
madewhich affectst'simmediateenvironment.

local

eg. general policies in School of Education, University, at national
level etc.
specific policies on European dimension - local, national and EU level

national
EU

Continental Europe and the EU are seenas macrosystemsin this
research.
The continent of Europe is characterisedby divergence,yet has a
sharedcultural heritage. It is a multicultural entity " are there shared
cultural values?

Questionnairesections 1,2,3

The EU is a multinationalconstruct,still in courseof formation,

which attempts to impose laws and policies on the member states,
with differing amounts of success.
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Interviews with student teachers

Summary

This chapter has provided an overview of researchparadigms, leading to the choice of
methodology and research tools in my study. The specific research design and
connections with the theoretical model of Bronfenbrenner are also highlighted. I
located the researchproject within a mixed-model paradigm, demonstrating the need
to draw on a variety of methods, both quantitative and qualitative in nature, in order to
adequately explore the topic. I have provided justification for the choice of
methodology and described the tools employed with reference to the specific research
is
The
framework
The
theoretical
chapter
next
questions.
was also made explicit.
focuses
first
data
from
the
on
analysis
my project, and
concerned with
stage of
statistical data from the questionnaires.
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NOTES

1. Newmanand Benz, 1998,p. 11.

2. Cited in Cohenand Manion, 1994,p. 4.

3.1 am indebtedto Dr M Youngmanand Dr J Muckle for their help in this respect.

4. Arrangements for dissemination of the findings were made in order to feed back to
participants and collaborating colleagues, in an appropriate format.

5. The University of Nottingham, School of Education, PostgraduateCertificate in

EducationStatisticaland PerformanceIndicators, Volume 6: 1988-1996,
December1996.

6. The statisticaldetail in this chapterhasbeenvalidatedby JaneRestorick, data analyst
in the Schoolof Education,University of Nottingham.
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Chapter Five: Quantitative Results
The first four chapters of this thesis provided context, a literature review, theoretical
perspectives and the researchdesign. Here, the discussion moves to details of the data
collection and analysis, along with consideration of the reliability of the research
instruments. The chapter concludes with a summary of the main quantitative findings.

Data collection

In chapter four the research tools (questionnaire and semi-structured interview) were
described in detail. The first stage of the empirical research for this thesis involved the
four
the
of
years to
course
administration of pre- and post-course questionnaires over
student teachers on the one-year PGCE course at the University of Nottingham, School
in
The
Education.
started
the
of
administration of
pre- and post-course questionnaires
the academic year 1992-93 (Year 1), and continued in September 1994 (Year 3),
September 1995 (Year 4) and September 1996 (Year 5).

As detailed earlier in chapter four, the same statementswere put to the student
teachers in the first three sections of the pre- and post-course questionnaires (see
appendicesD and E). Section one was concerned with attitudes to European co(changing
integration
European
two
operation, whereas section
was concerned with
policies and practice). Section three was concerned with education and the role of the
European dimension in the curriculum. Having explained the process of data
collection, the focus moves next to the reliability of the questionnaire.
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Reliability of the questionnaire

General issues of reliability were discussedin chapter four. Here, the focus is on the
specific details in relation to the quantitative data. There were fifteen different items
in the first three sections of the pre- and post-course questionnaires, designed to
measure the attitudes of student teachersto Europe. It was necessaryto carry out a test
to check the reliability of the questionnaire. In this case,the reliability is about
consistency in responseto slightly different measuresof the same thing at the same
time, referred to as `inter-item' reliability (Howitt and Cramer, 2000). A Cronbach's
alpha test was carried out for each section of the questionnaire, pre- and post-, to test
the reliability of the questionnaire data. This was essentially measuring how well
Cronbach's
The
in
the
the
section
correlated
questions were each
of
questionnaire.
for
0.75
data
for
for
0.7
the posttest
the
and
score
pre-course
alpha
section one was
for
0.84
data.
for
The
Cronbach's
the pretwo
test
was
alpha
score
section
course
for
data
0.89
for
Cronbach's
data.
test
The
the
score
alpha
course
and
post-course
The
data.
for
for
0.77
0.7
data
three
the
the
was
post-course
pre-course
section
and
range of the figures obtained, from 0.7 to 0.82, demonstratesvalidity (Youngman,
1979). Although high values (<0.8) are desirable, "Cronbach assertsthat internal
180).
(ibid.
be
interpretable"
be
for
to
test
p.
consistency need not
perfect
a

The statistical analysis

During the course of this researchproject, a great deal of quantitative data was
generated. In order to present it in a clear and helpful way, it was decided in the first
instance to take a year-on-year approach, to seeif the views and attitudes of the
different cohorts of student teacherschanged over the four years in which the data
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were collected. Secondly, the three sections, detailed earlier, and the individual
questions in each section will be examined to see if any trends emerging from the
year-on-year results are consistent here, according to the independent variables of
gender, age, subject, number of countries visited and number of foreign languages
spoken. Thirdly, the significance of individual questions will be scrutinised according
to the same independent variables.

I

Pooled overall data (between-section analysis)

A preliminary analysis of variance test was carried out on the mean score (dependent
variable) for each section (European co-operation, European integration and the
European dimension in education) to determine 1) if there was any change in views
during the course of each year from pre- to post- (within group differences). An
analysis of variance was also carried out over the four years of the study (between
group differences) as a function of 2) gender, 3) age, 4) subject, 5) number of
countries visited and 6) number of foreign languagesspoken (independent variables).

Year on year

In chapter one, European co-operation was defined as "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". On the pre-and post-course questionnaires,
section one probed the student teachers' attitudes to European co-operation by asking
whether they believed that "Britain should co-operate with other European countries
politically, economically, culturally and with regard to social legislation ". Figure 5.1
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shows the overall results for each year group in responseto section one (European cooperation) of the pre- and post-course questionnaires:
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Figure 5.1: Overall results for each year group, pre- and post-, in response to
section one of the questionnaire (European co-operation)

It can be seen that, with regard to co-operation between Britain and other European
countries, there was a noticeable increase in positive agreementin years one, three
and four of the survey, but that the rise was much less in year five. A two-way
analysis of variance, including year (levels 1,3,4 and 5) and time (pre- and post-) as
independent variables and section one (European co-operation) results as dependent
variable was carried out. The interaction year-by-time was found to be significant
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(F=5.39, p=0.01). Time was also shown to be a significant factor, (F=39.82, p=0.000),
but the overall effect by year showed there to be no significance (F=0.63, p=0.596).
The pre-course mean score rose each year chronologically, apart from that of year
four, which had the lowest mean score. This, however, rose over the course of the
training year to become jointly the highest post-course mean score, with year three.
Year one and year three rose over time similarly, but year four rose from pre- to postmore dramatically, whereas year five hardly rose at all over time.

Earlier in chapter one, European integration was defined as "Britain accepting
decisions made at a supra-national, political level by a greater European communal
for
legislation,
Europe
in
the
change
where
agenda
authority,
matters of specific
sets
and where the needs of the community as a whole are placed before national
interests ". On the pre-and post-course questionnaires, section two probed the student
teachers' attitudes to European integration by asking whether they believed that
"Britain should agree to bring its own practices into line with other European
countries with regard to the electoral system, the legal system, health and national
insurance, educational qualifications, employment law and equal opportunities
legislation ". Figure 5.2 shows the overall results for each year group in responseto
section two (European integration) of the questionnaires:
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Figure 5.2: Overall results for each year group, pre- and post-, in response to
section two of the questionnaire (European integration)

The picture presented here is quite different from that of section one results. Years
three, four and five fell similarly over time, but year one rose slightly from pre- to
post. With regard to European integration, there was a marked decreasein agreement
in years three, four and five, with both the pre- and post-course mean scores being
similar. However, students in year one, although starting off with a significantly lower
pre-course mean score than all the other years, increased their support during the year.
However, the post-course mean score was still not as high as the pre-course mean
scores for years three, four and five. The interaction year- by-time was found to be
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significant (F=4.51, p=0.004). Time was also shown to be a significant factor,
(F=15.66, p=0.000), but the overall effect by year showed there to be no significance
(F=0.13, p=0.944).

The European dimension in education was defined earlier in chapter one as "an
approach to education from a European perspective, where young people can develop
the knowledge, skills and understanding which enables them to be aware of their
rights and opportunities,

whilst at the same time encourages positive attitudes to

".
Europe
The questions
in
the
the
the
wider
people
continent of
and
world
rest of
probed student teachers' attitudes to the curriculum, foreign language learning and
opportunities

for studying abroad. Figure 5.3 shows the overall results for each year

group in response to section three (European dimension in education) of the
questionnaires:
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Figure 5.3: Overall results for eachyear group, pre- and post-, in responseto
section three of the questionnaire (European dimension in education)

There is here again a different picture from sections one and two. Mean scoresrose
for years three and five, remained static for year four and fell slightly for year one, but
it was only a slight fall. However, it should be noted that the pre-course mean scores
for this section started higher up the scale than they did for the previous two sections.
The post-course mean scores for all four years were very close together and the minor
differences may be due to chance alone. A two-way analysis of variance, including
year (levels 1,3,4 and 5) and time (pre- and post-) as independent variables and
section three (European dimension in education) results as dependent variable, was
carried out. This test showed no significant difference for effect of year-by-time, of
year or of time.
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To summarise the findings of the year-on-year analysis, it can be seenthat student
teachers in each year of the researchproject became more positive about European
co-operation between the beginning and the end of the PGCE course. Surprisingly, a
reverse picture emergeswith respect to European integration. The results show that
student teachers' attitudes became more negative over time, with the exception of
those in year one, who becamemore positive. In terms of the role of the European
dimension in education, student teacherswere already positive in this respect as they
began their course, and they either became even more positive about it by the end of
the course, or they stayed as positive as they were at the beginning.

2

Gender

Figures 5.4(a), 5.4(b) and 5.4(c) illustrate the pre- and post-course results for sections

one,two andthreeof the questionnaire:
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Figure 5.4(a): Overall results for section one (European co-operation) according
to the independent variable of gender
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Figure 5.4(c): Overall results for section three (European dimension in
education) according to the independent variable of gender

What is immediately striking is the difference between the responsesof the men and
the women. Women were clearly more positive in all three sections, as in each case
both their pre- and post-course mean scoreswere higher than those of the men. The
mean scores for both men and women rose during the course of the training year for
sections one and three, whilst the mean scores for both fell in section two, which
largely mirrors the pattern for the year on year comparison described above. It is also
noticeable that the pre- and post-course mean scores rose and fell almost in parallel
for both sexes,but there was an increase in polarity between the sexesover time in all
three sections. An analysis of variance test was applied to assessthe effects of gender
and time (independent variables) on the mean scores for sections one, two and three
(dependent variables). For section one, the interaction sex-by-time was not found to
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be significant, but the main effects for gender (F=3.71, p=0.055) and time (F=33.14,
p=0.000) were significant. For section two, the interaction sex-by-time was not found
to be significant, but the main effects for gender (F=3.64, p=0.057) and time
(F=14.42, p=0.000) were significant. For section three, the interaction sex-by-time
was not found to be significant, and neither were the main effects for time, but the
main effects for gender were significant (F=16.12, p=0.000).

To summarise the findings of the analysis according to gender, a clear pro-European
disposition in the females was evident, in all three sections of the questionnaire. (The
issue of gender difference will be discussedin depth in chapter six. ) Findings for each
section mirror those of the year-on-year analysis in that attitudes becamemore
positive over time for European co-operation and the European dimension in
education, and less positive towards European integration.

3

Age

Figures 5.5(a), 5.5(b) and 5.5(c) illustrate the pre- and post-course results for sections
one, two and three of the questionnaires:
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Figure 5.5(a): Overall results for section one (European co-operation) according
to the independent variable of age
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Figure 5.5(b): Overall results for section two (European integration) according
to the independent variable of age
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Figure 5.5(c): Overall results for section three (European dimension in
education) according to the independent variable of age

What is apparent here is that the older the students, the more positive they were in
their attitudes and views, generally speaking. Students in the third age group (26 and
over) had the highest pre- and post-course mean scores in all three sections of the
questionnaire, with the exception of the post-course for section three, which, perhaps
surprisingly, dropped slightly, as the two younger age groups rose. It is noticeable that
the mean scores for all three age groups rose during the course of the training year for
sections one and three (with the exception of the third age group in section three, just
referred to), whilst the mean scores for all three fell in section two. This again reflects
the pattern being established in the year on year and gender sections above. A oneway analysis of variance was carried out to examine the effects of difference between
the age groups (group one. 22 and below, group two: 23-25, group three: 26 and over)
on the mean scores for section one. For the pre-course test, the main effects for age
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were found to be significant (F=4.55, p=0.0108). It was therefore necessaryto
pinpoint which of the differences between particular pairs of means were contributing
to this overall difference:
"The Scheffe test is probably the most 'conservative' (i. e. giving the most
stringent criteria for significance" (Robson, 1999, p. 356).
A post-hoc Scheffe test was used to find out the significant pairs, and it was found
that group one (22 and below) versus group three (26 and above) was significant. The
main effects for age were not found to be significant for the post-course test. A similar
one-way analysis of variance was carried out to examine the effects of difference
between the age groups on the mean scores for sections two and three, but the main
effects for age were not found to be significant, either for the pre- or post-course test.

To summarize the findings of the analysis according to age, it is clear that the mature
student teachers (over 26) were more favourably disposed to European co-operation
and integration than their younger fellow students. In terms of the European
dimension in education, although the older students started the PGCE being more
positive than the younger ones, their attitudes became slightly less positive during the
year. However, they did finish the year feeling more positive than the youngest
students (22 and below).

4

Subject

Figures 5.6(a), 5.6(b) and 5.6(c) illustrate the pre- and post-course results for sections
one, two and three of the questionnaires:
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Figure 5.6(a): Overall results for section one (European co-operation) according
to the independent variable of subject
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Figure 5.6(c): Overall results for section three (European dimension in
education) according to the independent variable of subject

The main effect here was the gap between the two groups according to subject
(linguists and non-linguists), with the two lines being a long way apart in each
section. An analysis of variance test was applied to assessthe effects of subject and
time (independent variables) on the mean scores for sections one, two and three
(dependent variables). For section one, the interaction subject-by-time was not found
to be significant, but the main effects for subject (F=35.77, p=0.000) and time
(F=27.21, p=0.000) were significant. For section two, the interaction subject-by-time
was not found to be significant, but the main effects for subject (F=15.82, p=0.000)
and time (F=8.49, p=0.004) were significant. For section three, the interaction
subject-by-time was not found to be significant, and neither were the main effects for
time, but the main effects for subject were significant (F=88.66, p=0.000).
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To summarize the findings of the analysis according to subject, a striking difference is
apparent when the independent variable of subject is applied. The linguists were
clearly more positive then the non-linguists. Both their pre- and post-course mean
scores started and finished higher up the scale than those of the non-linguists. As has
been noticed in other categories, the mean scores rose over the training year for
sections one and three, but fell over the training year for section two. This
phenomenon is particularly clear-cut when the independent variable of subject is
applied. It is also noticeable that the pre- and post-course mean scores rose and fell in
parallel for both subject groups.

5

Number of countries visited

Tables 5.7(a), 5.7(b) and 5.7(c) illustrate the pre- and post-course results for sections
one, two and three of the questionnaire:
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Figure 5.7(a): Overall results for section one (European co-operation) according
to the independent variable of number of countries visited
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Figure 5.7(b): Overall results for section two (European integration) according
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Figure 5.7(c): Overall results for section three (European dimension in
education) according to the independent variable of number of countries visited
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A one-way analysis of variance was carried out to examine the effects of difference
between the number of European countries visited for holiday and leisure purposes
(group one: 2 and under, group two: 3-6, group three: 7 and over) on the mean scores
for section one. For the pre-course test, the main effects for the number of countries
were found to be significant (F=5.42, p=0.0146). A post-hoc Scheffe test was used to
find out the significant pairs, and it was found that group one (2 and below) versus
both
(7
(3-6)
three
three
two
group
were
group
and above) and group
versus
significant. The main effects for the number of countries were not found to be
significant for the post-course test. A similar one-way analysis of variance was carried
out to examine the effects of difference between the number of countries on the mean
scores for section two, but the main effects for the number of countries were not
found to be significant, either for the pre- or post-course test. Again, a one-way

between
difference
the
to
the
out
effects
of
analysisof variancewas carried
examine
numberof countriesvisited on the meanscoresfor sectionthree.For the pre-course
test, the main effects for the number of countries were found to be significant
(F=12.90, p=0.0000). A post-hoc Scheffe test was used to find out the significant
pairs, and it was found that group one versus group two, group two versus group three
for
The
the
three
effects
main
and group one versus group
were all significant.
number of countries were also found to be significant for the post-course test (F=4.42,
it
find
A
Scheffe
the
to
test
and
significant pairs,
p=0.0125). post-hoc
out
was used
was found that group one versus group three was significant.

In short, the findings of the analysis according to the number of European countries
visited revealed that the student teacherswho had visited the most European countries
(group 3) were the most positive in their views and attitudes, both pre- and postcourse, with the exception of the post-test for section two, where their mean score
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dropped slightly below that of group two, who had visited between three and six
countries. All three groups of students increased their mean scores over the course of
the training year for sections one and three of the questionnaire, but decreasedtheir
mean scores over the year for section two, repeating the pattern established by the
preceding independent variables.

6

Number of foreign languages spoken

Tables 5.8(a), 5.8(b) and 5.8(c) illustrate the pre- and post-course results for sections
one, two and three of the questionnaire:
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Figure 5.8(a): Overall results for section one (European co-operation) according
to the independent variable of number of foreign languages spoken
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Figure 5.8(b): Overall results for section two (European integration) according
to the independent variable of number of foreign languages spoken
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First, considering only the pre-course means, it is evident here that there was a very
strong relationship between positive attitudes to Europe and the number of foreign
languages spoken. This relationship was equally evident in the post-course means,
do
difference
between
those
the
not speak
who
students
attitudes of
with a significant
being
languages
foreign
foreign
language
those
apparent.
and
who
speak
one
any
There was an even more striking difference between those who do not speak any
foreign languages and those who speak two or more. An analysis of variance test was
applied to assessthe effects of foreign languagesspoken (group one: 0 foreign
languages, group two: 1 foreign language, group three: 2 or more foreign languages)
(independent
time
variables) on the mean scores for sections one, two and three
and
(dependent variables). For section one, the interaction foreign languages-by-time was
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foreign
languages
be
The
found
of
to
were
main effects
significant.
not
(F=21.16,
but
for
(F=2.85,
time
those
were significant
significance
p=0.059),
found
to
interaction
foreign
languages-by-time
For
two,
the
was
not
section
p=0.000).
be significant, and neither were the main effects for time. However, the main effects
for foreign languages were found to be significant (F=5.51, p=0.004). Again, for
found
be
interaction
foreign
to
languages-by-time
three,
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section
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Again, the mean scores rise over time for each group in sections one and three, with
the exception of group one (0 foreign languages)in section three, whose mean
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time
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over
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mean scores
already noted, a fall in the overall mean in section two has been identified for a
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number of independent variables, and it was repeated across all the year groups. This
pattern of results will be discussed more fully in chapter six.

Generally, the findings of the analysis according to the number of foreign languages
spoken demonstrated a clear pro-European disposition amongst those student teachers
who spoke at least one foreign language. Student teacherswho spoke two foreign
languageshave the strongest pro-European attitudes. The findings for each section
mirror those for the majority of the independent variables analysed, in that attitudes
become more positive over time towards European co-operation and the European
dimension in education, and less positive towards European integration.

Summary of pooled overall data

Overall, the highest scoring section (of the three included in both pre- and post-course
questionnaires) was section three (European dimension in education), both pre- and
post-, and the lowest scoring section was section two (European integration), both
pre- and post-course. Figure 5.9 shows the mean score for each section, pre- and postcourse, overall:
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Figure 5.9: The overall mean score for sections one, two and three, pre- and postcourse

Sections one and three reflect the increase in support over time already commented
upon earlier in this chapter, whilst section two demonstratesan apparent fall in
support over time. The standard deviation for section two pre- (0.54) and post- (0.61)
is higher than that for section three pre- (0.43) and post- (0.48), which means that
there was a greater range of opinion expressed in section two, whereas in section

three, where a ceiling effect can be observed, opinion was more consistent. The
standard deviation for section one was (0.51) pre-course and (0.54) post-course. The
standard deviation increasesover time in all three sections, which indicates a greater
range of opinion at the end of the training course than at the beginning.
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II

Pooled question data (within section analysis)

The previous section examined the general trends in disposition towards a range of
attitudes to Europe over time found in the first three sections of the questionnaire.
This section will focus on highlights of the between-section analysis, by examining in
greater depth the individual statementswithin each section to discover whether or not
the trends are reflected consistently. It is intended that such a detailed analysis will
provide a greater and more specific insight into the attitudes of student teachersto
Europe. The pre- and post-course mean scores for the items in sections one, two and
three will firstly be scrutinised to 1) see if they follow the trend established for each
section in the between-section analysis. A rank order of items will be established 2),
with the high and low scoring items being identified. Other interesting issuesraised
by responsesto individual statementswill be dealt with 3), on a thematic basis. In
order to explore whether any within-section differences are significant, the Wilcoxon
signed rank test will be applied, for which matched pairs are preferable. For this part
of the analysis, therefore, only 425 caseswill be reported, which is the number of
student teacherswho, over the four years of data collection, respondedto both the preand post-course questionnaires.

Analysis of individual questions

Figures 5.10,5.11 and 5.12 show the overall pre- and post-course mean scores in
responseto individual items in sections one, two and three:
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Section1 IndividualQuestionspre and Post
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Figure 5.10: Overall pre- and post-course mean scores in response to individual
items in section one (European co-operation)

The table reveals a generally positive responseto all four statementsconcerning
national co-operation with other European countries, with support for political and

economic co-operation being slightly stronger than for cultural and social legislation
co-operation, both pre- and post-course. The mean scores for each statement rose over
time, from pre- to post-course. The standard deviation varied very little between preand post-course for each item in section one. It decreasedby 0.02 for item Ia and by
0.05 for item I c, and increased by 0.03 for item 1b and by 0.03 for item 1d. For items
1a and I b, where the mean scores were higher, the standard deviation is lower,
whereas for items 1c and 1d, where the mean scores were lower, the standard
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deviation is higher. This indicates that there was a greater range of opinion expressed
for items Ic and 1d.
Section 2 Individual Questions Pre and Post
3.4
3.3
3.2
3.1
3
2.9
2.8
2.7
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2.5
2.4
2.3
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Pre
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Q
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Figure 5.11: Overall pre- and post-course mean scores in response to individual
items in section two (European integration)

The table reveals a less positive set of responsesto statementson specific areasof
legislation. The means were lower than those for section one, apart from items 2e
(employment law) and 2f (equal opportunities legislation). With the exception of the
item on employment legislation, 2e, the pre-course means were higher than the postlegal
in
Support
for
the
and
electoral,
course means.
areasof
changing practices
health legislation was relatively low, both pre- and post-course. The standard
deviation was generally quite high for all the statements,indicating a greater range of
increased
deviation
here
in
The
for
than
the
opinion
standard
statements section one.
between pre- and post-course for each item in section two, except for item 2b, where
the standard deviation for the pre-course is 0.80, and for the post-course was 0.77.
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Section 3 Individual Questions pre and Post
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Figure 5.12: Overall pre- and post-course mean scores in response to individual
items in section three (European dimension in education)

The section on education and the European dimension received the most positive
responses,with the mean scores being on average higher both pre- and post-course,
than for the other two sections. This indicates that there was considerable agreement
in responseto all the statements.With the exception of item 3,2 (The history,
geography and cultural background of other European countries should form a
significant part of the National Curriculum) and item 3,3 (It should be compulsoryfor
children in schools to learn at least one European language other than English), the
post-course mean scores were slightly higher then the pre-course ones. The range for
the standard deviation for each item pre- and post-course was lower in section three
than for sections one and two. The standard deviation increased over time for all items
except item 3,4 (All British pupils should have the opportunity to visit another
European country), where it falls slightly. This is further indication of the consensus
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of opinion on this statement, since the post-course mean score (3.61) was the highest
score out of all the post-course mean scores in sections one, two and three.

Rank-ordering of items

The items were rank ordered by their pre- and post-course means, such that the
highest-scoring statementswere those that elicited the most positive pro-European
opinions. The highest scoring statement overall, both pre- and post-, was item 3,4 (All
British pupils should have the opportunity to visit another European country) and the
lowest scoring statement overall, both pre- and post- was item 2a (Britain should
bring its own practices into line with other European countries with regard to the
electoral system). Figure 5.13 shows the pre- and post- mean scores for these two
items:

Figure 5.13: Overall

lowest
for
highest
the
and
scores,
post-,
mean
pre- and

scoring items

The standard deviation for the highest scoring statement (3,4) was 0.53 pre-course and
0.52 post course, which reflects the consistency of opinion referred to above, and the
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standard deviation for the lowest scoring statement (2a) was 0.75 pre-course and 0.79
post-course, which reflects a wider range of opinion.

Within the pattern described in the previous sections, there were one or two notable
exceptions in the overall rank ordering of the items. Although section two has been
found to be the lowest scoring section pre- and post-, item 2f (Britain should bring its
own practices into line with other European countries with regard to equal
opportunities legislation) was ranked third (out of a total of fifteen statements)in the
pre-course test, with a mean of 3.38, and fourth in the post-course test, with a mean of
3.27. Item 2e (Britain should bring its own practices into line with other European
countries with regard to employment law) also ranked in the top half of the scale in
the pre-course, with a mean of 3.09. Conversely, in section three, the highest scoring
section overall, item 3,1 (European awarenessshould permeate all subjects in the
curriculum) was ranked tenth in the pre-course test, with a mean of 2.98, and seventh
in the post-course test, with a mean of 3.13.

Overall, the findings of this in-depth analysis of the individual questions from
sections one, two and three of the pre- and post-course questionnaires, it is evident
that the pattern established in the between-section analysis is largely repeated here,
but with some interesting variations. The responsesto section one items all followed
the pattern of becoming more positive over time. The responsesto section two items
all followed the pattern of becoming less positive over time, with the exception of
item 2e (employment law). Three of the five items in section three followed the trend
of becoming more positive, but two did not, namely items 3,2 (curriculum issues) and
3,3 (foreign language learning). However, as the difference in pre- and post-course
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means in these three items was very small (0.01,0.09 and 0.01 respectively), it is not

consideredthat they affect the overall patternof responses.

Significant differences within individual items

The purpose of the final section of the quantitative data analysis is two-fold: it firstly
aims to cross-validate the data from the earlier analysis by illuminating the main
trends which are emerging and secondly to focus more closely on individual items to
seehow they react. The Wilcoxon signed rank test was used, with matched pairs,
when the six independent variables of year of study, gender, age, subject, number of
is
because,
This
foreign
languages
countries visited and number of
were applied.
according to Howitt and Cramer (2000), the Wilcoxon matched-pairs test is a nonparametric test, particularly useful for comparing two related sets of scores.
Significant results in each of the following six sub-sectionsare presented in tabular
form, using the key as follows:

Significance

Symbol

P=0.05
P=0.005
P=0.0005

+ or ++ or -+++ or ---

Whether the significance of the test result indicated a positive or a negative change in
attitudes to Europe over the year was shown by comparing the numbers of positive
and negative ranks. The symbol + denotes a positive change and - denotes a negative
change.
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Year of study
Year
Item
la
lb
lc
Id
2a
2b
2c
2d
2e
2f
3,1
3,2
3,3
3,4
3,5

1992/93

1994/95

++
++
++
+

1995/96

1996/97

+
++
+++
++

-

+

---

--

--

-

---

++
-

-

+

Table 5.2: Significant differences over time in student teachers' responses to
individual items, according to the independent variable of year of study

It has alreadybeenshownthat the responsesto sectionone(Europeanco-operation)
of the questionnaire became more positive over time. Table 5.2 shows how the
different year groups responded to the individual items, and the picture presented is
overall fairly consistent and positive. Items 1a (political co-operation) and Ib
(economic co-operation) showed that studentsbecame more positive in years one and
four of the project, but not in years three and five. Items Ic (cultural co-operation)
and Id (social legislation) showed that students became more positive in years three
and four of the project but not in years one and five. Overall, the students in year four
of the project became more positive in their attitudes to all four items in section one
during the course of the training year, whereas students in year five did not become
more positive to any of the items in that section.
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The findings of section two concerning European integration were, as shown earlier in
the chapter, generally negative, but were less consistent than for section one. Item 2a
(electoral system) only showed a negative change in attitude for year one of the
project, not for years two, three and four. Item 2b (legal system) showed a strongly
negative change (- - -) for year four, but no change at all for years one, three and
five. Item 2c (health and Nn provoked the most amount of negative change in all
years except year one. Item 2d (educational qualifications) was the only item to show
a positive change in this section, and only in year one of the project. In years three
and five it registered a negative change, but not in year four. Item 2e (employment
law) did not show any significant change in any year of the project. The final item in
this section, 2f (equal opportunities legislation), showed a negative change in years
three and four, but not in years one and five.

In section three (education) of the questionnaire, the results of the earlier analysis of
variance test showed an overall positive responseto three out of five items, although
the changes, either positive or negative, were slight. This is reflected in the
breakdown of individual items for section three, as shown in table 5.2. Item 3,1
(European awareness should permeate all subjects in the curriculum) showed a
3,2
Item
increase
in
four
in
two
three.
time
positive
and
only, not years one,
over
year
(The history, geography and cultural background of other European countries should
feature in the National Curriculum) showed that student teachersdeveloped more
negative attitudes over time in years three and four, but not in years one and two.
Items 3,3 (It should be compulsoryfor children in schools to learn at least one
European language, other than English) and 3,4 (All British pupils should have the
opportunity to visit another European country) did not display any changesin any
year. Item 3,5 (All British students in HE should have the opportunity to studyfor part
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of their course in another European country) was seenmore positively by students in

year four, but not by studentsin yearsone,two andthree.

2

Gender

Gender

Male

Female

+

++
+++
++
+

Item
la
lb
1c
ld
2a
2b
2c
2d
2e

+

--

2r

3,1

+

3,2
3,3
3,4
3,5

-

-----

++
+

Table 5.3: Significant differences over time in student teachers' responses to
individual items, according to the independent variable of gender

Table 5.3 showsthat femaleattitudesto Europebecamemorepositive in six out of
fifteen items, whereas male attitudes only became more positive in three items.
Similarly, female attitudes to Europe became more negative over time in four items,
whereas male attitudes became more negative in two items. Female attitude changes
also appearedto be more extreme (++, +++ or- - -) than those of the male students.
In section one (European co-operation) all four items became more positive over time
according to the female students, whereas only items la (political co-operation) and
1C(cultural co-operation) became more
positive over time according to male
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students. In item lb (economic co-operation), where females became extremely
positive in their attitudes, the males did not change their opinions over time.

In section two, female studentsbecame more negative for items 2a (electoral system)
and 2f (equal opportunities legislation), whereas male students did not. In items 2b
(legal system) and 2c (health and NJ), the attitudes expressedby the female students
were extremely more negative (- - -). Whereas the male students did not change their
attitudes to item 2b, they did become more negative to item 2c, which is the only item
for which they changed their attitudes in section two. Neither male nor female
students changed their attitudes for items 2d (educational qualifications) or 2e
(employment law).

In section three (European dimension in education), both males and females became
more positive for item 3,1 (European awarenessshould permeate all subjects in the
curriculum), although the female students' attitudes changed more positively than
those of the males. In item 3,2 (The history, geography and cultural background of
other European countries should feature in the National Curriculum), the male
students' attitudes became more negative over time, whereas the female students'
attitudes did not. The female students became more positive for item 3,4 (All British
pupils should have the opportunity to visit another European country), whereas the
male students did not. Finally, neither male nor female student teachers' attitudes
changed for items 3,3 (It should be compulsoryfor children in schools to learn at
least one European language, other than English) and 3,5 (All British students in HE
should have the opportunity to studyfor part of their course in another European
country).

167

3

Age

Age

Group 1: 22 and
under

Group 2: 23-25

Group 3: 26 and
over

Item
la
lb
lc
Id

+
+

++
+
++

++
+
+

+

2a

2b
2c
2d
2e
2f
3,1
3,2

---

++

+
-

3,3
3,4
3,5

-

-

+
+

+

Table 5.3: Significant differences over time in student teachers' responses to
individual items, according to the independent variable of age

As shown earlier in this chapter, there were significant changesover time, between
pre- and post-course, when the independent variable of age was applied. In section
one (European co-operation, items la-id) when matched pairs were used, it can be

seenin table 5.3 that the significantchangesover time affectedall the statementsin
one or more of the age groups (group one: 22 and under, group two: 23-25, group
three: 26 and above). All the changes in this section denoted more positive attitudes.
Item 1a (political co-operation) was not significant for the youngest age group, but it
was for the other two groups. Item lb (economic co-operation) received increased

Positivesupportfrom all threeagegroups.Item is (cultural co-operation)was
significant for groups one and two, but not for the older students. Item Id (social
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legislation) was significant for the youngest and oldest students, but not for the

middle group.

In section two (European integration, items 2a-f), support for two statements(2b:
legal system and 2c: health and NI) became more negative across all three age groups,
with the youngest group demonstrating the most negative attitudes about item 2c.
Item 2f (equal opportunities) was found to be significantly more negative by the
second age group (23-25 year olds), but not by the other two groups. For three items
(2a: electoral system, 2d: educational qualifications and 2e: employment law) there
were no significant changesover the year.

In section three (European dimension in education, items 3,1-3,5), the two younger
age groups demonstrated more positive attitudes about items 3,1 (European
awareness should permeate all subjects in the curriculum) and 3,4 (All British pupils
should have the opportunity to visit another European country). The youngest age
group felt more positive about item 3,5 (All British students in HE should have the
opportunity to studyfor part of their course in another European country). On the
other hand, the older age group felt more negative about items 3,2 (The history,
geography and cultural background of other European countries should form a
significant part of the National Curriculum) and 3,3 (It should be compulsoryfor
children in schools to learn at least one European language, other than English).
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Subject

Subject
Item
la
lb
Ic
ld
2a
2b
2c
2d
2e
2f
321
3,2
3
3,4
3,5

Linguists

Non-linguists

+
++

++
++
+++
+

--

----

+

++
-+

Table 5.4: Significant differences over time in student teachers' responses to
individual items, according to the independent variable of subject

According to the independent variable of subject, the initial analysis of variance test
showed that the attitudes of the linguists to Europe were much more positive than
those of the non-linguists. The Wilcoxon Signed Ranks test has enabled a closer
scrutiny of individual items to take place, showing that the attitudes of the linguists,

which were alreadyvery positive,havenot changedvery much over time, whereas
those of the non-linguists have changed more drastically for certain items. In section
one (European co-operation), the non-linguists' attitudes became more positive on all
four items, becoming extremely positive (+++) for item Ic (cultural co-operation).

The linguists,however,only becamemorepositive for items Ia (political cooperation) and lb (economic co-operation).
In section two (European integration), the non-linguists became more negative about
four items (2a: electoral system, 2b: legal system, 2c: health and NI and 2f: equal
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opportunities), being extremely negative (- - -) about item 2c. The linguists became

more negativeaboutonly two items(2b and2c), but expressedvery negativeattitudes
(- -) concerning the item 2c (health and Nn. Two items, 2d (educational
qualifications) and 2e (employment law), were unaffected by change in either groups.

In section three (European dimension in education) both linguists and non-linguists
were more positive about item 3,1 (European awarenessshould permeate all subjects
in the curriculum), with non-linguists showing a very positive (++) attitude change.
Non-linguists were also more positive over time about item 3,4 (All British pupils
should have the opportunity to visit another European country), and much more
negative (- -) about item 3,2 (The history, geography and cultural background of
other European countries should form a significant part of the National Curriculum),
whereas the linguists did not change their attitudes over time for these two items.
Neither group changed its attitudes for items 3,3 (It should be compulsoryfor children
in schools to learn at least one European language, other than English) and 3,5 (All
British students in HE should have the opportunity to studyfor part of their course in
another European country).

5

Number of countries visited

Number of
countries
Item
1a
lb
Ic
Id
2a
2b
2c

Group 2: 3-6

Group 1: 2 or less

+
++
+
+

Group 3: 7 and over

+++
+++
++
+
---

-

2d
2e
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2f
3,1
3,2
3,3
3,4

+

+

+
-

3,5

+

Table 5.5: Significant differences over time in student teachers' responses to
individual items, according to the independent variable of number of countries
visited

The initial analysis of variance test revealed that student teacherswho had visited at
least three or more other European countries for the purposesof tourism or leisure
were more positive in their attitudes to Europe than those student teacherswho were
less well travelled. Table 5.5 reveals that the student teachersin groups two (3-6
countries) and three (7 or more countries) also demonstrated changesin attitude,
less
(2
in
time,
or
either positive or negative, over
whereas students group one
countries) did not. In section one (European co-operation) groups two and three
became more positive about all four items, with group three becoming extremely
positive (..

) about items 1a (political co-operation) and lb (economic co-

operation). Group one did not demonstrate any attitudinal change for this section.

In section two (European integration), group three (7 or more countries) revealed
negative changes in attitude to items 2a (electoral system) and 2f (equal opportunities
legislation) and extremely negative changes in attitude (---)

to items 2b (legal

system) and 2c (health and NI). Item 2c was also subject to a negative change from
the other two groups. Item 2f was viewed more negatively by group one, as well as by
group three.
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In section three (European dimension in education), all three groups became more
positive over time with regard to item 3,1 (European awarenessshould permeate all
subjects in the curriculum) and group two became more positive about item 3,5 (All
British students in HE should have the opportunity to study for part of their course in
another European country). Group three became more negative about item 3,2 (The
history, geography and cultural background of other European countries should form
a significant part of the National Curriculum). Finally, items 3,3 (It should be
compulsory for children in schools to learn at least one European language, other
than English) and 3,4 (All British pupils should have the opportunity to visit another

Europeancountry) were not affectedby any changein attitudesby any of the groups.

6

Number of foreign languages spoken

Number of foreign
languages
Item
la
lb
lc
ld
2a
2b
2c
2d
2e
2f
3,1
3,2

Group 2: 1

Group 1: 0

+++
+
++
++

Group 3: 2 or more

+
+
+

--

++
+++

--

-

++

3,3
3,4
3,5

Figure 5.5: Significant differences over time in student teachers' responses to
individual items, according to the independent variable of number of foreign
languages spoken
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The initial analysis of variance test established that student teachersgenerally
demonstrated more positive attitudes to Europe according to the number of foreign
languages spoken, so that the groups speaking one or more foreign languages felt
more positive about Europe than the group speaking no foreign languages.This latter,
group, however, was the one which demonstrated the most change in attitude over
time, whether positive or negative. In section one (European co-operation) group one
(no foreign languages) became much more positive about all four items, and the
students were especially positive (+++) about item Ia (political co-operation). Group
three (2 or more foreign languages) was also very positive about item I a, and
especially positive (+++) about item lb (economic co-operation). Group two became
more positive about items lb, lc (cultural co-operation) and ld (social legislation).

In section two, the student teachersin group one (no foreign languages)became more
2c
(health
(legal
items
(electoral
2b
2a
towards
time
system),
negative over
system),
language)
foreign
(1
legislation).
Group
NI)
2f
(equal
two
and
and
opportunities
similarly became more negative towards item 2f, whereas group three (2 or more
foreign languages) became very negative (- -) towards item 2c. Items 2d (educational
from
by
law)
2e
(employment
any of the
changes
qualifications) and
were not affected
groups.

In section three there was only one significant change, to item 3,1 (European
awarenessshould permeate all subjects in the curriculum), from group one, who
becamemuch more positive (++) in their attitudes over time. The other four items in
the section were not affected by change.
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Overall, the focused analysis of significant differences within individual items has
indeed cross-validated the results of the earlier analysis of sections and questions. It
was not possible, however, to identity any patterns emerging from analysis of
individual items based on the independent variables. A discussion of the implications
of the quantitative analysis will follow in chapter six.

Main quantitative findings

The quantitative analysis of the empirical project data produced detailed, aggregated
results, which in turn have led to a number of main findings being revealed. These are

listed below:

1.

Student teachersbecame more positive about matters concerning European cooperation, and the role of the European dimension in the curriculum during
their training course

2.

Student teachersbecame less positive about European integration during their
training course

3.

Women student teacherswere more pro-European than men, and became
increasingly so during their training year

4.

The younger student teachers(22 years and below) were less positive about

Europethan their older colleagues
5.

Student teachersof foreign languageswere far more positive about Europe
than student teachersof other subjects

6.

Student teacherswho had travelled widely in Europe were more positive about
European issues than those students who had not travelled widely
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7.

Student teacherswho spoke one or more foreign languageswere more pro-

Europeanthanthosestudentswho spokeno foreign languages.

Summary

The key issues emerging from the analysis which appear to influence the student
teachers' attitudes are European co-operation, European integration, educational
experiences, gender, age and experiencesin Europe. The main quantitative findings,
together with these issues, will be explored in depth in the following chapter.
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Chapter Six: Discussion of Quantitative Findings
A more in-depth explanation of the findings is provided in this chapter as a result of
closer interrogation of the data and a search for patterns, themes and commonality in
interpretation. The purpose here is thus to discuss the main findings of the quantitative
data of the empirical study, as reported in chapter five. Part of the conceptual
framework established at the end of chapter two (figure 2. I) will be employed to
structure discussion of the findings and additionally, issues emerging from the data,
be
in
Europe
foreign
language
will
competence,
such as gender, age, experiences
and
considered. Theoretical developments emerging from the findings, together with
implications for practice, will be explored.

European co-operation

The term European co-operation is being used here to include the general aspectsof
co-operation from section one of the questionnaire (political, economic, cultural and
social legislation), and also the educational aspectsof the European dimension in the
curriculum from section three of the questionnaire. These two elements are brought

togetherin the first main finding:
Main finding 1: Student teachersbecome more positive about matters concerning
European co-operation, and the role of the European dimension in the curriculum
during their training course

In view of the perceived negative reactions to the lecture on Europe in June 1992,
referred to in chapter one, this finding is encouraging. The data show that student
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teachers' attitudes to European co-operation become more positive during the course
of their training year, for all four years of data collection. There are many reasons
why this might be so. One reason could be the improved teacher education curriculum
followed by these students and implemented by PGCE colleagues during the course of
curriculum development. Student teachers followed lectures and seminars and had
other possibilities for considering not only the European dimension specifically, but
also the wider aspectsof multicultural education and global contexts. The
opportunities for reading, acquiring knowledge, discussing, reflecting and writing on
subjects hitherto unexplored allow some students to confront issues about which their
views may, at the beginning of the PGCE course, be uninformed. Another reason for
this increase in positive attitudes could be the opportunity provided by the training
course for student teachersto be exposed to a wide spectrum of attitudes and
opinions, as they work alongside a range of different peers, tutors, mentors, teachers,
pupils and their parents. As they hear different views expressedand challenged, they
will be shaping, rehearsing and refining their own opinions.

The training course followed by the student teachersencouragesco-operative and
collaborative ways of working, in small groups for example, where they often give
joint presentations, and they certainly acknowledge the benefits of such methods
during the year, as consistently revealed in course evaluations and tutorial
discussions. As a result, questionnaire statementswhich ask student teachersto
consider co-operation between countries might therefore be expected to generate
greater positive responsesat the end of the training course. Furthermore, working in
schools with pupils from different cultural and ethnic backgrounds and origins, it
seemslikely that their own beliefs and attitudes will change and develop as they
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respond to the necessity of planning lessons and activities that cater for the needs of
all pupils in their classes,whatever their backgrounds. Such opportunities allow
learning and development to take place, and thus contribute to a change of attitudes
by the end of the course.

The data for specific items on the questionnaires show that student teacherswere
more positive about co-operation in politics, economics and social legislation than
they were about co-operation on cultural issues.This may be becausethey perceive
cultural issues as being a part of their British identity, and are therefore less willing to
be co-operative on issueswhich might involve a loss of identity.

The data show that the student teacherswere more positive about the European
dimension in education at the beginning of their training course then they were about
either European co-operation or European integration, and this was an original
hypothesis I held whilst devising the questionnaire. It is clear that the student teachers
for
foreign
language
learn
travel
to
to
the
country,
to
another
valued
or
a
opportunity
in
drawing
they
their
example, and
own educational experiences this
were perhaps
on
instance. Student teacherswere already positive in these respectsat the beginning of
their training course, and it may therefore be surmised that they recognised at this
early stage the need for a broad and balanced curriculum, which includes a
consideration of other cultures and other countries. Having had the opportunity to
analyse in some depth the content of the National Curriculum during the course of
their training year, the data reveal that the student teachersremained positive about
the same issues at the end of the year, and in some casesthey were even more
positive. Those students who successfully completed the course were certainly

179

committed to education, and did not change their overall views of the benefits to be

obtainedfrom a curriculumwhich is not inward-lookingwith a well-definednational
focus.

In summary, the data show that student teachersvalued the inclusion of a European
dimension in the school curriculum, as they were increasingly positive about it over
their course of initial training. In chapter one we saw that the European dimension
does not occupy a central position in either the school or the teacher education
curricula. However, this finding presentsa convincing justification for the inclusion
of a European dimension both in the school curriculum and in the teacher education
curriculum.

European integration

The term European integration is being used to include attitudes expressedtowards
Britain changing its policies and practices to bring them into line with those of other
European countries, from section two of the questionnaire. The data from this section
resulted in the second main finding:
Main finding 2: Student teachersbecame less positive about European integration
during their training course

The data clearly show that student teachers' attitudes to European integration became
more negative over time, which is surprising, since the overall results to sections one
(European co-operation) and three (European dimension in education) of the
questionnaires became more positive over time. It might, therefore, be expected that
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the results for section two would similarly become more positive, or at the very least,
remain stable. However, this is quite clearly not the caseand the same pattern of
developing negative attitudes emergesfrom the data whatever independent variable is
applied (gender, age, subject, number of countries visited and number of foreign
languages spoken). There are some deeply-ingrained negative attitudes to Europe
apparent from the research, although the picture is not identical for the four years of
the project. Years two, three and four show a marked decreasein support for
European integration, whereas the student teachersin year one of the project
increased their support for it slightly over time. The studentswhose attitudes became
more negative were clearly expressing a concern with the notion of Britain
conforming to fit in with other countries. This perhaps masks a fear of loss of
privileges or rights, a fear which increasesas the students approach the end of their
training course and are concerned with issuesof employment. It is conceivable that
the student teachers might believe that employment conditions and legislation would
become less favourable to them if British laws had to conform to different standards
and practices elsewhere. This, however, was not the case. The data for the individual
question relating to employment legislation (figure 5.11) revealed that item 2e is the
only one in section two where student teacher attitudes did not become more negative.
The implications of European Union law for employment in teaching in the UK are
not negligible, [1] and as such it can be concluded that the student teachersdo not
consider themselves in competition with other European citizens for jobs in the UK.

Another possible reason for the less positive responsesin terms of changing policies

andpracticesis that of the influenceof political andeconomicdevelopmentsin
Europe, and the concentration on the part of the media on the problematic aspectsof
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the UK's continuing membership of the EU, already referred to in chapter one. The
data for the analysis of individual questions revealed that items 2b (legal system) and
2c (health and national insurance) recorded the most significant negative changesover
time (tables 5.1- 5.5). During the course of this study there has been a number of
developments: the background of the signing of the Maastricht Treaty in 1992; the
issue of the Social Chapter and Britain's opting out of it in 1993; the enlargement of
the community to fifteen members in 1995; and ongoing discussions surrounding the
introduction of the common currency leading to Economic and Monetary Union
(EMU) planned for the end of the twentieth century and the beginning of the
following one (Convery et a1,1997). Additionally, the discourse surrounding Britain's
potential loss of sovereignty is on-going, and is unlikely to be adequately resolved in
the short term. Indeed, there are political factions still adverse to the idea of European
Union and loss of parliamentary sovereignty.

The exception to the pattern of negative responsein the empirical project was year
one, where the student teachers,who started the course with less positive views in this
section than the other years, became slightly more positive over time. This is
surprising in that it is quite contradictory to the general pattern which emerged from
the data analysis. Explanations may lie in a number of areas.In year one of the data
collection, an effort was made to improve the delivery of the European dimension
element of the course, following the negative reaction to it the previous year, which
has already been referred to in chapter one. It is possible that such efforts affected the
student teachers' attitudes and causedthem to be less concerned with the effects of
changing policies and practices. All these factors may have led the student teachersto
expressa more guarded responseto issueswhere Europe is setting the agendafor
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change. Although they were positive in terms of co-operation between Britain and
other European countries in general socio-political spheres,they were demonstrably
less so about Britain being required to concede ground on specific areasof legislation.
Confidence and belief in what is tried, tested and familiar may have taken precedence
over what is unknown, unfamiliar and `foreign'.

Men, women and Europe

The third main finding concerns the influence of gender on the student teachers'
attitudes to Europe:
Main finding 3: Women student teacherswere more pro-European than men, and
became increasingly so during their training year

The data clearly reveal that the female studentshad more positive attitudes to Europe
in all three areasinvestigated then do the male students (figures 5.4 a-c). They also
became proportionally more positive over the course of the training year in terms of
European co-operation and education, than did the men. In the area of European
integration, the men became proportionally more negative than the women did over
time. The interesting question here is why there should be such a marked gender bias
to student teachers' attitudes to Europe? One possibility is that women can seemore
easily than men do the benefits of further European integration, and can identify for
themselves areaswhere they stand to gain from greater European involvement. For
example, there have been several high-profile casesadjudicated by the European
Court of Justice, where women, or women's issueshave been central to the cases
being presented. [2] In addition, the European Parliament has passedlaws which have
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helped women gain equal status with men in terms of pay and conditions of work, and
which have given women in the UK parity with women in other EU countries in terms
of maternity benefits and other rights. [3]

A second reason for the gender divide with regard to attitudes to Europe could relate
to the different characteristics of men and women, and their respective strengths,
skills and preferences. Furthermore, it could be argued that expressing strongly
nationalist sentiments is a male domain, and that women therefore feel more aligned
with and inclusive in a European framework than men do. A possible example may be
found on the national political level, where men have always been in the majority as
power holders and national leaders and it is possible that women hold them
responsible for their lack of progress in these arenas.It is recognised that generally,
many women are skilled at working collaboratively in groups and are less
competitive, whereas men prefer working by themselves and are generally highly
competitive. Perhapswomen seethat their skills will be more useful in situations
where progress is achieved through skilled negotiating, making concessionsand
putting the general good before the needs of the individual. On a European level, the
discussion and negotiation that takes place often requires individual member states'
priorities to be subservient to the needs of the community as a whole. A final point
arising from the data concerning the influence of gender is that of the significant
differences over time in responseto individual items on the questionnaire. Changesin
female student teacher attitudes are more extreme than those of their male
counterparts (table 5.3). This may indicate that women are more emotionally
involved, either positively
issues.
European
with
or negatively,
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Europe and youth

An important issue which appearsto be emerging from the data is the effect that age
has on shaping attitudes to Europe:
Main finding 4: The younger student teachers(22 years and below) were less
positive about Europe than their older colleagues

The fourth main finding was again somewhat surprising, in that the younger students
(aged 22 and under), were shown to be less positive about Europe than their older
colleagues (figures 5.5 a-c). It might have been anticipated that the younger students,
who had only relatively recently left school, would have been more positive in their
adoption of a concept that is anathemato many of their parents' generation. (The
CRMLE research into teenagers' attitudes to Europe showed that they positively
wanted to know and understand more about Europe). [4] Since the younger student
teachershad only recently completed their own schooling, one might also expect that
they had covered some aspectsof the European dimension in their lessons. Similarly,
it could have been surmised that the older students might have shared some of the
beliefs and attitudes of the older generations in this country and be more resistant to
innovation and change. However, that was emphatically not the case and the older
students,whose wider experiences and greater maturity gained in a range of roles and
jobs, had obviously enabled them to become more positive about Europe. It would
therefore seem that wide-ranging experiences, in terms of jobs, travel and leisure,
count for more in terms of developing a pro-European stance than recent school
experiences.
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Experiences in Europe

The project data have revealed the importance of study, travel and foreign language
competence for helping to shapeattitudes to Europe. In this respect, the main findings
five, six and seven are as one might expect them to be, and there is a degree of
overlap between them:
Main finding 5: Student teachersof foreign languageswere far more positive about
Europe than student teachersof other subjects

The data reveal overwhelmingly the difference in attitudes to Europe between those
who teach a foreign language and those who do not (figures 5.6 a-c). Student teachers
of foreign languages were at easewith notions of European integration and working
together with people of different backgrounds and cultures. Studying a foreign
language gives one an insight into a different culture and way of thinking. When this
is reinforced by a period of working or studying abroad, as most foreign language
undergraduatesare required to do, any prejudices or stereotypesheld by the students
can be challenged and destroyed. The value of day-to-day living in a foreign country,
as opposed to short periods of holidays or `euro-tourism', enabled student teachersto
be open to differences and to respond positively to European initiatives. However, in
spite of the marked differences in the mean scores between the student teachersof
languages and those of other subjects, and the positive responseto European cooperation and the European dimension in education, the overall scores for the
linguists fell from pre- to post- in section two, concerning Britain bringing its
practices into line with other European countries. This is somewhat surprising, since
of all the students participating in the researchproject, I had expected that this group
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would demonstrate the ability to embrace change and an opennessto further European
integration. Although the mean scores of the linguists did not fall over time as much
as those of the non-linguists (see figure 5.6(b)), there was still a clear expression of
reluctance and doubt here, that may well have serious implications for the future of
the European ideal. If this group of student teachershas become less positive about
European integration at the end of the training course, then who is going to be
responsible for moving the European ideal forwards in schools?

As well as investigating the effects of subject of study, the researchexamined the
attitudes of those students who had travelled in Europe, and this led to the sixth main
finding:
Main finding 6: Student teacherswho had travelled widely in Europe were more
positive about European issuesthan those studentswho had not travelled widely

The data revealed that student teacherswho had travelled to at least three or more
European countries were far more disposed to be positive about Europe than their less
well-travelled peers (figures 5.7 a-c). Again, there are no surprises in this finding,
since it has long been accepted that `travel broadens the mind'. It might be supposed,
however, that having travelled widely would predispose the student teachersto a more
open attitude to European integration, but the data revealed that even the most widely
travelled student teachers (7 or more countries) became less positive in that respect
over time.

The final main finding concerned the issue of foreign language competence:
Main finding 7: Student teacherswho spoke one or more foreign languageswere
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more pro-European than those students who spoke no foreign languages

The student teachers who spoke at least one other foreign, European language were
far more positive about Europe than their peers who did not speak any other language
than English. This finding supports the conclusions of the Nuffield Report (2001),
detailed in chapter one, that all pupils should learn a foreign language up to the age of
sixteen, since it can be assumedthat learning a foreign language helps to open up
attitudes to others. If this is the case, student teacherswith foreign language
data
integration,
but
European
be
the
showed
competence should
more accepting of
that this was not so. Even student teachers who spoke more than one foreign language
became more negative in their attitudes over time.

The quantitative data in this empirical researchproject has shown that groups of
student teacherswho have studied foreign languages,travelled widely in Europe and
who can communicate in another European language, do not become more kindly
disposed to Britain having closer ties with Europe during their one year training
course. If this is the case, from where will come the impetus for further involvement
in the European project? The student teachersin this research are living, working and
developing in Bronfenbrenner's micro-system, but are being affected by events and
decisions taken in the exo-system (the national level, in my interpretation) and the
macro-system (the EU, in my interpretation). The student teachersare clearly
expressing their reservations about European integration, and this may be due to the
lack of two-way movement between the systems. If student teachersperceive that
teacher education legislation is top-down from both national and EU directives, they
may feel powerless to bring about change. Since student teachersrepresent the future
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of the teaching profession, and since it is they who will be charged with bringing
about change, it would seem essential that there is a more effective two-way
interaction between the different systems in Bronfenbrenner's model. This point will
be discussed in greater detail in chapter eleven.

Summary

The discussion in this chapter concerning the main quantitative findings of the
empirical research provided an overview of the implications for practice and
considered theoretical developments in the light of Bronfenbrenner's Ecology of
Human Development. In order to further illuminate the quantitative data, in-depth
interviews were carried out with a small group of student teachers.The qualitative
findings of these interviews will be reported in the following chapter, together with
the findings from the open-endedquestions in the questionnaires.
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NOTES

1. It is a legal requirement, although not common practice, for member states'
teaching qualifications to be recognised in all EU countries. Although there is
currently a national shortage of teachersin many subject areasin the UK, they are
not being filled by influxes of other EU citizens, possibly becauseof the perceived
status of teachers and the difficulties in classroom managementamplified in the
press (Times Educational Supplement, 15/02/02). However, since qualified
teachers from EU member states are granted qualified teacher status here, it is
possible that in future years there will be more competition for teaching posts than
at present.

2. Judgements of the European Court of Justice can be found on the EU legal
website, Eur-Lex (part of the EU's Europa service) at:
http: //europa.eu.int/eur-lex/en/index. htnil

3. The Treaty of Amsterdam, signed in October 1997, provided for a new article
allowing actions to eliminate discrimination.
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Chapter Seven: Qualitative Results

The research carried out for the purpose of this study has involved multiple levels of
data collection and analysis. The two previous chapters of this study were concerned
with the presentation, analysis and discussion of the quantitative results of the
empirical research. Here, the purpose is two-fold: to present the qualitative results of
the empirical research; and to show how the key issues emerged. These will then be
discussed in greater depth in chapter eight.

In this study, there are two sourcesof qualitative data: the qualitative sections of the
pre- and post-course questionnaires from the four years of data collection (1992-3,
1994-5,1995-6 and 1996-7) and in-depth interviews with student teachers from year 5
(1996-7) of the study. These two sourceshave provided a wealth of qualitative data,
which has necessitateda rigorous analysis, with the student teachers' responsesbeing
systematically coded according to a number of categories. The categories, and where
they were derived, are described in the following section. The final coding only began
after an inter-rater reliability of the coding system was established,and the chief aim
of this was to ensure the reliability and validity of the data.

Categories of data

The categories through which the qualitative findings are presented,have emerged as

a result of the detailedandthoroughinterrogationof the data.The conceptual
framework (figure 2.1), formulated at the end of chapter two has been helpful here in
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defining the categories, and some of the key concepts and definitions (European cooperation, European integration, the European dimension in education and European
identity) emerge as categories. In addition, a number of new categories emerged.
There are also links to be made between the qualitative findings presented in this
chapter and some of the main quantitative findings summarised at the end of chapter
five. Below are detailed the aforementioned categories and sub-categories,including
an explanation of the derivation of each one:
1. European co-operation
This category derives from the conceptual framework and was an important
element of the quantitative analysis as reported in chapter five. Although there is
not a great deal of evidence to report under this item, it was, however, decided to
look for further evidence to support or contradict the quantitative findings.
2. European integration
This was also an important element of the quantitative analysis and the category
derives from the conceptual framework. There is more to report in this category
than for the previous item, for although the statistical analysis revealed that
student teachers' attitudes to European integration generally became more
negative during the training course, the qualitative evidence does not support that
finding.
3. European dimension in education
As the European dimension in education was the primary focus for the empirical
research being reported in this thesis and also becauseeducation was the chosen
profession for each successivecohort of student teachers,it was anticipated that
there would be a wealth of evidence in this category. The category derives from
the conceptual framework and was also an important element of the quantitative
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analysis.Therewas,in fact, so much evidencefor this categorythat it was
necessaryto divide it into the following sub-categories:
i)

specific subject ideas

ii)

cross-curricular approaches

iii)

exchanges,links and electronic communication

iv)

language learning and communication skills

v)

general/other issues

4. European identity
This category was not an important element of the quantitative analysis but also
derives from the conceptual framework. It became increasingly clear during the
period of research that issues surrounding personal identity were fundamental to a
person's willingness or ability to embrace European identity. A question
concerning national and European identity was therefore added to the post-course
questionnaire of the final UK cohort in July 1997 and most of the evidence in this
category comes from these students.
5. Multiculturalism

and global issues

A category which emerged strongly from the qualitative data was a concern on the
part of the student teachersthat consideration of the European dimension should
not be at the expenseof the exclusion of the rest of the world. A "fortress Europe"
attitude was rejected in favour of a global or international dimension by many
students.
6. Attitudes, relationships and personal development
Another category that emerged strongly from the qualitative data was the degree
to which the experiencesof the student teachers in living and working either in
other European countries or with other European nationals in the UK had
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enhanced their personal development. Many spoke or wrote positively of the
benefits of direct contact with other Europeans, in challenging stereotypes,
increasing tolerance and understanding and in helping to form worthwhile
relationships.
7. Culture and way of life
Evidence gathered under this category demonstratedhow the student teachers
gained insights into a new or different culture and appreciatedbeing a real part of
a community rather than being simply tourists. This led them to become more
aware of their own backgrounds, to make comparisons between cultures, seeing
both strengths and weaknessesand to view such developments as important for
pupils.
8. Business and working practices
Some student teachers spoke of the benefits to be gained from seeing at first hand
different working practices and from gaining knowledge of different systems and
bureaucracies. This again enabled them to draw comparisons with what they knew
of UK systems and practices.
9. PGCE course development
As expected, the student teachers took full advantageof the opportunity to
A
in
PGCE
dimension
European
the
the
course.
comment on
a
place and role of
wealth of evidence was provided, which led to the establishment of the six
following sub-categories:
i)

integrated
earlier/more

ii)

include all subjects

iii)

more practicalelements

iv)

negative aspects
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v)

positive aspects

vi)

comparative element: meeting people, visits, exchanges

10. Definitions
A small number of comments registered confusion on the part of the student
teachers as to the meaning of terms such as Europe, European awarenessand
European dimension. Given that one of the aims of this researchwas to clarify the
meaning of such terms, it was considered important to interrogate the data in this
respect.
11. Other
There were a number of other comments that did not appear to fit into any of the
above ten categories and a separatecategory was reserved for them. These
comments will be considered during the analysis of the qualitative data where they
are considered relevant to the discussion, and where they demonstrate unexpected
findings.

In this chapter the data will be presented in as concise and coherent a manner as
possible, without losing the essenceof the findings, in order to be accessible and
logical to the reader. I shall therefore present the qualitative findings in the following
order of sources:
(a) Pre-course questionnaires
(b) Post-course questionnaires
(c) In-depth interviews
I shall outline for each of the above sections any quantitative results obtained,
together with the categories and sub-categories that emerged from the specific
questions posed in the questionnaires and the interviews.
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(a) Pre-course questionnaires

The pre-course questionnaire was designed to elicit information about the student
teachers' previous experiencesof living, travelling with school, studying and working
in Europe, as well as any experiencesthey may have had whilst working in Britain
with colleagues from other countries in Europe. This information was intended to help
build up a picture of the students as they started their PGCE course, to give an insight
into the kinds of backgrounds the students had experienced either in other parts of
Europe or working with other Europeans in Britain prior to the course. The findings
from section four of the pre-course questionnaire will be presented question by
question, whereas the section five findings will be presented according to the
categories that emerged.

Section four findings

There were three questions concerned with living, travelling with school and studying
in other European countries in section four of the pre-course questionnaire (see
appendix D for the full text of this questionnaire):
Question 7: "Have you ever lived in a household in another European country? "
In responseto this question, almost half (46%) of the total cohort answeredpositively.
When asked to specify further, a long and diverse list of locations from all over the
continent of Europe was drawn up from the responses,including frequent mentions of
France (28%) and Germany (16%). Other countries mentioned were:
"

Albania, Austria
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"

Belgium, Bosnia

"

Cyprus, Czechoslovakia

"

Denmark

"

Finland

"

Greece

"

Hungary

"

Ireland, Italy

"

Luxembourg

"

Malta

"

the Netherlands, Norway

"

Poland, Portugal

"

Romania, Russia

"

Spain, Sweden, Switzerland

"

the Ukraine

Various reasons for the sojourns were given, with school exchangesbeing the most
frequent. Other options quoted were being an au pair, staying with relatives or friends,
being a pen-friend or paying guest, following a language course, being stationed with
one of the armed forces, paying a town-twinning visit or visiting with a youth
orchestra, choir, swimming or sports club.

Question 8: "Have you ever been on a school holiday to another European
country? "

Sixty-seven per cent of the total group of student teachersanswered positively to this
question. When asked to specify further details, a similar pattern emerged to that in
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the previous question, with a majority of visits having taken place to France (45% of
the students) and Germany (19% of the students). The range of other countries visited
was as wide as in the previous question, with Andorra, Bulgaria and Yugoslavia
mentioned in addition. The types of holiday experienced were mostly exchangeor
cultural/study visits, but mention was also made of:
"

skiing trips

0

cruises

"

geology, economics and geography field trips

"

history (Battlefields), classics and music (choir, orchestra/bandand concert) study
visits

"

drama tours

9

sports holidays (including football tournaments, rugby and hockey tours, canoeing

andwater-sports,dance,the Olympic Games)
"

youth hostelling

"

camping tours and walking/climbing expeditions in the mountains

"

foreign language courses

If the term `school holiday' is interpreted loosely then a "visit to work in Romanian
orphanages with School Aid Romania" can be added, together with other work
experience visits.

Question 9: "Have you ever attended an educational institution in another
European country? "
In responseto this question, a total of 30% of student teachersansweredpositively.
The largest part of this total consists of the student teachersof modern languages,who
are required as part of their undergraduate courses to spend a year studying or
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working in the foreign country. Since the linguists make up 20% of the total cohort of
student teachers, as detailed in chapter four, this leaves another 10%, approximately,
who have received part of their education in another European country. Out of a total
of 1029 student teacherswho responded to this section, 59 (6%) had attended a
primary school, 162 (16%) had attended a secondary school and 182 (18%) had
attended a higher education institution in another European country.

Summary of section four findings

As a result of the analysis of the data from section four of the pre-course
questionnaires, concerning the student teachers' prior experiencesof living, travelling
with school and studying in other European countries, a number of factors become
apparent:
"

Almost half of the student teachershave lived for varying lengths of time in a
household in another European country, for a variety of reasons

"

Two thirds of themhavetravelledwith their schoolsin otherpartsof Europefor a
rich variety of purposes

"

30% of them have received part of their education in an institution in another
European country

Although no categoriesemergedfrom this sectionof the pre-coursequestionnaire,its
purpose has been to provide a wealth of background, qualitative information about the
student teachers who are the subjects of the study.
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Section five findings

Section five of the pre-course questionnaire was concerned with the work experiences
of the student teachers, either gained in another European country or through working
with colleagues from another European country in Britain. The three questions asked
in this section, together with the quantitative results, were as follows:
Question 10: "Have you ever had any work experience in another European
country? What benefits, if any, did this experience bring you? "
In response to this question, a third (30%) of the student teachers said that they had
worked in another European country.
Question 11: "Did it change your attitudes towards the citizens of that country? "
In responseto this question, 16% of student teachers said that the experience had
changed their attitudes.
Question 12: "Have you ever encountered colleagues from another European
country in your workplace in Britain? Did you benefit from the contact in any way?
Were there any problems associated with the contact? "
In response, 53% of student teachers said that they had encountered colleagues from
another European country in their workplace in Britain. Furthermore, 47% said that
they had benefitted from the contact and 9% said that there had been problems
associatedwith the contact.

The qualitative findings from the three questions cited above are first of all presented
in tabular form to show the categories which emerged during the analysis:
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CATEGORIES

PRE-COURSE QUESTIONNAIRE
SECTION FIVE QUESTION

1. Have you ever had any work experience
in another European country?
What benefits, if any, did this experience
bring you?

"
"
"
"
"

2. Did it change your attitudes towards the
citizens of that country?
In what way?

"
"
"
"

3

Have you ever encountered colleagues
from another European country in your
workplace in Britain?
Were there any problems associatedwith
the contact?

"
"
"
"

Culture and way of life (152 mentions)
Language learning and communication
skills (113 mentions)
Attitudes, relationships and personal
development (73 mentions)
Business and working practices (40
mentions)
European integration (11 mentions)

Attitudes, relationships and personal
Development (119 mentions)
Culture and way of life (26 mentions)
Business and working practices (7
mentions)
European integration (5 mentions)

Language learning and communication
Skills (68 mentions)
Culture and way of life (33 mentions)
Attitudes, relationships and personal
Development (23 mentions)
Business and working practices (4
mentions)

Table 7.1: Categories emerging from the data of section five of the pre-course
questionnaire

It can be seen from table 7.1 that there is some degree of overlap in the categories for
each of the questions in section five. I have therefore decided not to present the
qualitative results question by question, as I did for section four of the pre-course
questionnaire. Rather, I have decided to present the findings according to the
categories, and according to the frequency with which they were mentioned. This will
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also facilitate the discussion of the qualitative results in chapter eight, which will

follow the samepattern.

Section five findings by category

Category 6- Attitudes, relationships and personal development

There was a total of 215 comments in this category. Many student teachers spoke of
the benefits gained by a positive change in attitude to other people as a result of their
work experience in another European country, and the ensuing personal growth and
development. In terms of attitudes and outlook, phrases such as 'It broadened my
horizon', 'It made me a more openperson, 'widenedperspectives' and 'helped
broaden my personal outlook on myfuture' were used. Interestingly, one student
found that he became `less opinionated over national issues', whilst some students
found that they had their stereotypical images challenged:
"My understanding of the French themselvesalso changedfrom the stereotyped
image to being able to work alongside them ".
"All previous stereotyping and preconceptions were questioned and I was able to
formulate my own opinion on cultural disparities/differences. "

When asked specifically about how their attitudes had changed, many student teachers
commented upon their increased self-knowledge and awareness,using terms such as
`self-confidence, 'independence' and 'adaptable' to describe their personal
development and terms such as `sympathetic , 'understanding' and `tolerance' to
describe how they now felt towards the inhabitants of the other country. They had
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also appreciated meeting a whole range of new and different people, making new
friends and building relationships.

However, a different picture emerged when students referred to working with
colleagues from another European country in Britain. Although the question posed
inquired about benefits and problems alike, the majority of comments (22 out of 23)
were negative. Some of the comments were perceived as attitudinal problems on the
part of the non-British colleague:
"Maladjustment of colleague from abroad" and "Overseaspeople in England hang
about with overseaspeople in general ".
Other comments referred to a sharedproblem:
"Overcoming various prejudices on both sides"
"Incompatible sensesof humour" and "slight problem with senseof humour (or lack
of it) "
"Different attitudes brought minor conflicts"
Some student teacherswent further and identified national (or other) characteristics
which they considered to be problematic:
"The Greeks aren't like the English and some of their attitudes can be infuriating"
"Arrogance of the Europeans versus British "
"Superior attitude (from French and Germans)"
Finally, some students acknowledged that the problem might be on the British side:
"They weren't taken seriously by other colleagues, especially if their English wasn't
very good "

"Socially had to makepositive efforts to include them. Feel obliged even ifyou don't
like them ".
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Category 7- Culture and way of life

This was the second most often mentioned category by the student teachers,with a
total of 211 comments. The benefits, when students were working in another
European country, were seenin terms of a greater knowledge of, and familiarisation
with, a different culture. 'Insight', 'appreciation, 'awareness' and 'understanding'
are words which crop up most frequently:
"Gave me insight into the culture of another country" and "Greater awareness of the
country's culture and socio-political situation ".
Students also appreciated the opportunity to learn more about their own culture and to
make comparisons with the new culture:
"Comparison with and critical view of UK lifestyle ", "Enabled me to sample a
culture quite different from our own " and "Cultural awareness of the country and of
my own cultural background".
Sometimes the comparisons made with their own culture causedstudent teachersto be
more aware of differences:
"It just made me realise that our cultures are sofar apart despite the countries being
geographically fairly close" and "It made me more aware (paradoxically) of the
cultural differences betweenFrance and England".
Some students expressedthe idea that greater cultural awarenessled to better
integration into the new culture:
7 got to know people on a day to day basis rather than as a 'visitor'. I began to
understand more of the culture and way of life through experience" and "No longer
being seen as a holiday maker. I was seen as part of the community ".
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The idea of a global understanding of culture in general was also expressed:
"Understand more fully historical and cultural influences that help to shape the
mentality of a people" and "Made me recognisefrequent personality/cultural traits ".
Cultural stereotypes were also challenged:
"Germany - not all obsessedwith punctuality", "French people seemedmore polite
in everyday circumstances eg. saying `hello' in shops" and `7 had a bad impression
of the Belgians and believed that it was a small, insignificant country. I now believe
them to be a wonderful working mix of different cultures which are in no way hostile
to us".

When it was a question of working with colleagues from another European country in
Britain, as in the previous category pertaining to attitudes, students again came up
with more problems than benefits, with 23 out of 33 comments describing problems.
Most of the problems were not regarded as serious, though:
Basic misunderstandings arising from different cultures conflicting ideas of
personal space etc. ", "small cultural differences in expectations causedproblems"
and "Sometimes difficult to understand why people react in a certain way ie. may take
them as being abrupt, but in actual fact just a natural way of acting ".
Other comments in responseto the same question saw the same cultural differences as
something positive:
"Benefited from contact becauseyou can talk to people from different cultures, find
out about their cultures and realise that you can 'get on' with people from other
European countries".
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Category 3(iv) - Language learning and communication skills

There were 181 comments in this category. Student teachersstrongly recognised the
benefits to their language and communication skills that they gained from a period of
work experience in another European country. They spoke of "increased knowledge
of language use", "increased languagefluency", a "major improvement in ability to
speak language" and "learnt loads about communication ". Some students spoke
specifically of improving translation skills or increasing their vocabulary, whilst
others spoke of being able to use the language in "practical and real contexts ". A link
was also made between language and culture:
"Better understanding of language becauseof improved understanding of the
culture ".
For some students, an increase in self-confidence accompanied their growing
foreign
in
language:
deal
in
"It
the
to
expertise
with people a
gave me confidence
language ".

A pattern established in the previous two categories is again repeatedhere, namely
that students refer more to problems (64 out of 68 comments) rather than benefits in
responseto the question about working with colleagues from another European
country in Britain. Many students mention general language and communication
problems:
"Language - communication and expectations different from them ", "Sometimes
business
difficulties
"Language
to
communication problems" and
especially related
needs",
In fact, the specialised language needed for specific jobs was an area of concern:
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"Language difficulties in respect of discussing technical/legislative issues" and
"Language problem, in that even with a translator, technical details and specification
in German would not translate".
Some students felt embarrassed at their lack of competence in the foreign language:
"I was embarrassed by their brilliant

English and my appalling efforts at their own

language! "; "Although the other workers spoke English very well, my own second
language skills were poor"

and "Fortunately,

they have all spoken fluent English, but

I can see the need for British people to have a wider knowledge of other European
languages ".

One student teacher summarised the benefits to her thus:
"Benefitted from discussions on shared experiencesand common languages".

Category 8- Business and working practices

Learning about different working practices and attitudes was clearly valuable to some
students, although with a total of 51, there were fewer comments in this category than
there were in the three previous categories. Students appreciated the opportunity to
gain useful, practical knowledge about a range of issues,including employment law
(conditions of service, working hours, pay, benefits), health care, banking and
finance, safety standards, different working practices and regulations. One student
commented that he had gained:
"An understanding of export problems, national attitudes towards importing
countries, problems of communication, differences in work ethos, safety standards
and employment law. "
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These experiences led students to reflect on the comparison between practices in
Britain and those in other parts of Europe, and to see a link between the culture of the
country and its working practices:
"Working as export manager with overseas agents and offices you are made very
aware of the variety of business and social practices across Europe " and "Becoming
familiar with the attitudes towards work, people's organisational outlook, and to see
how much the culture affects these aspects".
A German publishing company was described as `a very efficient company', but not
all comparisons were favourable:
"I realised that relatively our bureaucrats are less arrogant than those in Spain and
France".
"The strict regulations and high expectations of German businesshelped me to
appreciate why this country is so very much a poor country in the First World".
Additionally, many of the linguists had spent their compulsory undergraduateyear
abroad as a foreign language `assistant(e)', in French, German, Austrian, Spanish or
Russian schools, which had given them valuable insights into the educational systems
and practices of other European countries:
"As an assistant teacher in Germany, l benefittedfrom
all aspects of the school pupils and teachers - and developed a greater awarenessand understanding of the
culture ".
"Worked as a foreign language assistant in two 'colleges' in France benefits
include an insight into educational aims and strategies, teacher attitudes and
awarenessand priorities, differences/similarities betweenpupils of different age
groups, nationalities and social backgrounds ".
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As in the previous three categories, problems were more prevalent than benefits when
students were asked about working with other European colleagues in Britain.
However, there were only four comments in this section and they were of a general
nature:
"Slight misunderstandings through different working habits - nothing major ".

Category 2- European integration

Although the student teachers' responsesto the question of what benefits their work
experience in another European country had brought them did not cover any aspects
of European co-operation, there were 16 references to some form of integration.
Several students' replies were so worded as to contain aspectsof integration, such as
feeling completely at easein the new culture:
"Quickly felt integrated into that country" and `felt more integrated in community on
all levels. "
Some students referred specifically to the integration of the EU, recognising both
positive and negative features:
"Broader outlook on the possibilities open to members of EC (ie. being able to work
abroad). "
"Greater insight into political/social systemsand views of France - especially
Maastricht. "
7 love different cultures and would not wish the European countries to became too
similar to each other" and more strongly expressed, "... the strength of Europe is its
diversity. Attempt at homogenisation must befirmly resisted. "
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When asked if working in another European country had changed their attitudes to the
citizens of that country, and in what way, one student teacher stated:
"Although I'd neverfelt anti-French, it did make me even more pro-European Union
".
Britain
favour
in
in
the
the
and
continent
rest of
of encouraging an awareness of
Another student, who, as cited earlier, had found the Belgians to be a `wonderful
working mix of different cultures' thought that they were "an examplefor the whole
EC".
A third student felt that she had become "more realistic - Germans are very proEuropean ".

Finally, a number of comments dealt with the issue of anti-racism, a key element of
integrationalist policy:
"Dislike for racism within the country to foreigners'-

non-Europeans and

Europeans ".

Summary of section five findings

As a result of the analysis of the data from section five of the pre-course
in
both
teachers
the
the
questionnaires, concerning
student
work experiences of
another European country and with colleagues from other European countries in
Britain, a number of factors have become apparent:
"

30% of the student teachershad worked in another European country

"

The vast majority of student teacherscommented on the benefits of such an
experience in terms of attitude and personal development, cultural understanding,
enhancedlanguage and communication skills and knowledge of business and
work practices
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"A

small numberof studentteacherswere beginningto be awareof the
significanceof Europeanintegration

"

53% of the student teachershad worked with colleagues from another European
country in Britain

"

In spite of the fact that 47% said they had benefited from the above situation, as
opposed to 9% who said it had been problematical, student teacherswere more
aware of the problems they had encountered,rather than the benefits

It is clear that many of the student teachershad interesting and valuable experiences
in the fields of travel, education and work. These experienceswill have increased
their knowledge and helped shapetheir attitudes and opinions, so that as they
embarked on a PGCE course their work, both in the training institution and in schools,
would be informed by this prior knowledge and experience. The following section
examines the data obtained at the end of the training course, from the post-course
questionnaires.

(b)Post-course questionnaires

The qualitative sections of the post-course questionnaire were designed to provide a
detailed picture of the student teachers' experiencesof the European dimension in
education at all stagesof the PGCE course and to elicit their intentions regarding their
future teaching of the European dimension (the full text of the post-course
questionnaire is found in appendix E). In section four, questions with tick box
answers covered all elements of the PGCE course and the students' understanding of
the position of the European dimension within the National Curriculum. Students
were invited to give fuller written answersregarding their teaching practice in school.
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In section five, student teachers were asked about their future teaching,intentions with

regardto the Europeandimensionand finally they were given the opportunityto add
comments or suggestions concerning the inclusion of a European dimension in future
PGCE courses. The quantitative findings from section four of the post-course
questionnaire will be presented question by question, followed by the qualitative
responsesaccording to the categories that emerged. The same pattern will be followed

for presentingthe sectionfive results.

Section four findings

Therewere threequestionsconcerningthe position of the Europeandimensionin
teacher education courses and in the curriculum in general:
Question 8: "Have you had the opportunity to consider the European dimension
during the course of your PGCE year? "

In responseto this question,a substantial92% of the total cohortof studentteachers
who responded to the post-course questionnaires answeredpositively. Those who
answered positively were then asked to specify the precise areasin the course where
they had been able to consider the European dimension. These results are shown in
tabular form below:

ELEMENT OF PGCECOURSE

% OF STUDENTS RESPONDING
POSITIVELY

Subjectmethodwork

49

Educational studies work
(lectures, seminars, tutorials, Short Courses)

80

Teachingexperienceor practiceschools
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(i)
(ii)

12
45

Primary
Secondary

Assessedwork
(essays,project work, teaching materials)

29

Other

12

Table 7.2: Where in the PGCE course student teachers were able to consider the
European dimension
In the final `Other' section of the above table, students were asked to specify the areas
in which they had considered the European dimension which had not been
included
list,
in
list.
Some
had
they
the
the
since
enumerated
clearly misread
students
items here that should have been included elsewhere. However, other `new' areas

mentionedwere:
"

EuropeWeek (althoughstrictly speakingthis waspart of the ShortCourse
Programme)

9

Study visit to Boulogne

"

WIS (Work in Schools) Projects during the summer term:
(i)

in
France
based
transport
travel
the
topic
and
a computer project
on
of

and Germany
(ii)

Foreignlanguagesfestival at local secondaryschool,including "mini
Eurovision"

(iii)

A French activity day with various primary schools

(iv)

Promoting an awarenessof European languagesand culture within
school

(v)

Organising a "Europe Day" at a local school
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(vi)

Scheme of work on poems from other cultures and traditions (NEAB
Anthology) touched upon European cultures amongst others

"

Via links with foreign students in the School of Education

"

Visit of European specialist from Austria

"

Boots Health Education Bursary allowed a visit Denmark to see the education
system

"

Use of IT (CD Rom) to promote European linguistic/cultural awareness

"

Cross-curricular visit to Lille with PGCE students in geography and modem
languages

Question 9: "To what extent do you understand the position of the European
dimension within the National Curriculum? "
In responseto this question, 4% of student teachers felt fully confident in this respect,
42% felt confident, 46% felt uncertain and 8% were not at all sure.

Question 10: "Did you include any aspect of the European dimension in your own
teaching during teaching practice? "
In responseto this question, 46% of student teachersrespondedpositively. When
asked to specify further, a total of 233 detailed comments were given, which were
coded and analysed according to the categories outlined at the beginning of this
chapter. The vast majority of comments fitted into the European dimension in
education category and sub-categories,but other categories emerging were culture
and way of life, European integration, multiculturalism/global issues and European
co-operation. Table 7.3 shows the number of comments per year, according to the
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categories. Some of the longer comments were coded according to two, or even three

categories,which explainswhy the total numbercomesto more than 233.

Code

July 1993

July 1995

July 1996

July 1997

3i - European dimension:
66
53
42
45
subject specific areas
3ii - European dimension:
2
7
4
4
cross-curricular approaches
3iii - European dimension:
0
0
0
1
exchanges, links etc.
3iv - European dimension:
0
0
0
0
language learning
0
3v - European dimension:
0
0
0
general/other issues
19
7- Culture and way of life
11
27
28
2- European integration
4
2
1
4
5- Multiculturalism and global
3
3
0
2
issues
1- European co-operation
0
1
0
1
Table 7.3: Number of comments in answer to question 10 according to category

The findings will now be presented according to the categories, and according to the
frequency with which they were mentioned by the student teachers.

Question 10 findings by category

Category 3- European dimension in education
i)

Subject specific ideas

A total of 206 comments were recorded in this category, with examples from all six
subjects representedon the PGCE course. The majority of comments were made by
student teachersof foreign languages, followed by geography, history, science,
English and mathematics, in descending order. Many of the linguists considered that
the European dimension was an integral part of French, German, Spanish and Russian
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lessons, or, as one student stated: "in MFL the European dimension is omnipresent".
Frequent comments were 'cultural awareness, 'implicit in MFL teaching', 'cultural
differences and similarities' and 'the use of authentic materials from France and
Germany'. One student had tried the following idea: "A study of the important
cultural and historic places of interest in Andalucia through authentic materials ie.
leaflets produced in Spain ". Student teachersof foreign languagesalso listed topic
areasthey had covered in lessons: differences in school systems; food specialities in
other countries; the names of other countries in French; travel in various countries;
and festivals and customs. Videos were cited as a useful resource for bringing the
foreign country into the classroom:
"I brought some European geography into German lessons and showed videos of the
countries (France and Germany). "
Where possible, the student teachersused their own experiences of living and
working in other European countries with pupils:
"At every possible opportunity I made apparent my closepersonal connections with
Germany and positive attitudes to European countries and peoples ";
"As a French teacher I was constantly looking at life in France with my pupils.
Language and culture are inextricably linked".

Geography and history were two further subjects where the European dimension
appearedto fit naturally. In geography, students spoke frequently of casestudies of
European countries: "we looked at socio-economic differences in another EC country
(Italy) " and "I taught a lesson on settlement change in Lille, a lesson on plate
tectonics in Italy. " Some topics included a wider, global perspective: "studying water
on the land we looked at activities, both natural and human in rivers in this country,
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Europe and the world" and "we looked into car manufacturing in Europe and
included Japanese companies. " In history, many students mentioned the impossibility
of teaching British history without mentioning Europe. The most frequentlymentioned topics of study were the first world war, the rise of Nazi Germany, and the
second world war:
"The history I taught covered both Roman and German history. The work on
Germany 1918-39 also included analysis of how other countries interacted in the
post-war years. "

Although student teachers of science, English and mathematics mentioned the
European dimension rather less than the subjects referred to above, the ideas outlined
are interesting and original. In science, for example, students taught about food,
European scientists, nuclear fuel, the history of science and European bridges. Several
themes mentioned by the linguists were repeated in English, with one student tracing
the development of modern English "looking at the influence of different cultures and
languages" whilst for another "work on European poetry, discussion of aspects of
cultural difference, language, dialect and stereotyping" were all important. One
student gave "drama lessons on Bosnia; Renaissanceideals of courtly love; historical
background to Romeo and Juliet. " Finally, although comments from student teachers
of mathematics were rare, using foreign currency and exchange rates, European data,
different methods of multiplication, measuring the area of certain coins and working
out fractions as per ingredients of certain dishes were ideas which had been used.
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ii)

Cross-curricular

approaches

There were 17 comments by student teachersover the four years of data collection
which fell into this category. The cross-curricular themes mentioned were citizenship,
political issues, European awareness,equal opportunities and the environment. Some
students had raised issues with pupils in PSE or tutor group time:
"During PSE lesson about the law we discussedlegal agesfor drinking etc in several
other European countries as a comparison ";
"Aided learning of numbers in French, German and Gaelic in tutorial group. Played
Irish music on St. Patrick's day. "

iii)

Exchanges, links and electronic communication

Only one student made a comment which fitted this category: "Setting up links with
European countries (E-mail, penfriends etc.). "

Category 7- Culture and way of life

There were 85 comments which included the words `culture' or `cultural awareness',
making it the second most frequently mentioned category after the European
dimension (subject-specific ideas). Comments in which culture was mentioned were
often combined with subject-specific ideas, and typical ones were quoted under
category three, above.

Category 2- European integration

218

There were 11 comments in this category, mostly concerning the role of the EU in
general, or of a particular member state within the EU. Two comments related to the
Common Agricultural Policy (CAP) and the topic of agriculture in the EU. One
student had been involved with departmental discussions about the European
dimension:
"The school was assessingthe potential to include a European case study in schemes
formally
being
discussed
It
to
taught.
we
should
as
whether
was
of work currently
teach what the EU was all about, too. "
Another student had taken a wider, questioning approach:
"Considered the extent to which Europe, as a unit, had a responsibility to take an
interest in non-European conflicts. "

Category 5- Multiculturalism

and global issues

There were 8 comments in this category. Whereas some student teachers saw Europe
within a whole world perspective:
"Through the wider context of French speaking countries and their cultures eg.
Senegal etc. "
"Only with Europe as part of the world, studied pollution, adaptation of species to
their environment... and human impact on species in different regions"
others did not necessarily include Europe in a global perspective:
"Attempt to include access to a wide range of multicultural material, although not
necessarily European. "
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Category 1- European co-operation

As already stated at the beginning of this chapter, there was not much evidence of
European co-operation issuesreported in the student teacherscomments on their
teaching practice experiences.There were just 2 comments. One student mentioned
trade with Europe, and a second one had taught about "the dffering role through the
years of Britain in Europe - economic,political, social and cultural connections. "

Summary of section four findings

As a result of the analysisof the datafrom sectionfour of the post-course
questionnaires, concerning the student teachers' experiencesof the European
dimension in education during their PGCE course, a number of factors have become
apparent:

"A

substantialmajority (92%) of studentteacherssaidthey had consideredthe
European dimension in education during their PGCE course

"

Most student teachershad encountered the European dimension either in method
work or in Educational Studies work

"

46% of the student teachers felt confident that they understood the position of the

Europeandimensionwithin the National Curriculum
"

Almost half of the student teachers(46%) had included some aspect of the
European dimension in their teaching during teaching practice

"

Most of the practical examples given by the students were from those teaching
modem foreign languages, geography and history
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"

Student teacherswere concerned to increase knowledge and encouragecultural

understanding,globally aswell asEuropean,amongsttheir pupils

Section five findings

There were two questions concerning the future intentions of the student teacherswith
regard to the European dimension in education:
Question 11: "To what extent do you intend to include any aspects of the European

dimension in your future teaching? "
In response to this question, 34% of the total number of student teachersreplied that
they would include aspectsof the European dimension as a regular feature in their
future teaching, 61 % said they would include it occasionally and 5% said that they
detailed
334
further,
include
it
When
total
to
of
a
would not
asked specify
at all.
comments were given, which were coded and analysed according to the established
into
fitted
As
10,
the
comments
the
to
of
majority
categories.
with
responses question
the European dimension in education category and sub-categories,but there were
more comments coded according to other categories for question 11. Table 7.4 shows
the number of comments per year, according to the categories. Again, some of the
longer comments were coded according to two, or even three categories, which
explains why the total number comes to more than 334.

Code
3i - European dimension:
subject secific areas
3ii - European dimension:

July 1993

July 1995

July 1996

July1997

80

50

66

69

10

2

7

8

19

8

7

4

cross-curricularapproaches
3iii European dimension:
exchan es, links etc.
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3iv - European dimension:
2
1
0
1
language learning
3v - European dimension:
3
0
0
1
eneral/other issues
7- Culture and way of life
20
9
16
23
5- Multiculturalism and
8
7
7
9
global issues
2- European integration
0
1
6
3
1- European co-operation
3
1
1
0
6- Attitudes, relationships
0
1
1
1
and personal development
4- European identity
0
0
0
1
10 -Other
11
3
5
12
Table 7.4: Number of comments in answer to question 11 according to category

The findings will now be presented according to the categories, and according to the

frequencywith which they werementionedby the studentteachers.However,where
comments were largely the same as those reported in answer to question 10, in the
previous section, they will not be repeatedhere. Such categories are: 3) The European
dimension in education (sub-categories i and ii); 7) Culture and way of life; and 5)
Multiculturalism and global issues. The reporting will focus on developments in any
of the previously mentioned categories or any new categories.

Question 11 findings by category

Category 3- European dimension in education
3iii)

Exchanges, links and electronic communication

As revealed in table 7.3, many student teachers expressedthe desire to take part in
exchanges,or to have links with schools in other European countries (38 comments).
As might be expected, due to the nature of the subject, many linguists wished to take

part in exchangesand educationalvisits, and to useIT:
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"For example, internet and written correspondence with pupils from link schools in
France, to see how French pupils feel about issues concerning Europe. "
Student teachers of other subjects also had ideas for communicating between
countries:
`1 hope to use the BP Science across Europe materials and eventually establish an
internet link with a school elsewhere in Europe. "
"Exchange trips and work experiencefor sixth formers. "
`I would be very interested in being involved in a cross-curricular school visit to a
European country in myfuture teaching with possible cross-curricular preparation
and follow-up work in the classroom. "

3iv)

Language learning and communication skills

This sub-category was not mentioned at all in the responsesto question 10, but a
small number of comments (4) were made in answer to question 11, such as
"language awareness throughout the school (labels in target language etc.) " and
"work on dialect, accent, language ". One student teacher had this intention:
"I intend to work on thefall of the Berlin Wall with year I1 in September,and
perhaps to further the debate on a unified European language and that raises
interesting questions in English language study. "

3v)

General/other issues

This sub-category was not mentioned either, in the responsesto question 10, but a
small number of comments (4) were made in answer to question 11, such as
"European noticeboard in tutor group room hopefully ", "promotion of languages
-
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in feeder schools " and "get input from European pupils (if there are any in my
classes)".

Category 2- European integration

Although there was a similar number of responses(10) in this category to question 11
as there was to question 10 (11), some new ideas emerged in this section. The idea of
Britain being a part of Europe was expressedfor the first time, together with the
notion of identity (category 4):
"Understanding Britain's/UK's place within Europe. I believe it is new and will be
especially in thefuture an important part of our identity in a changing world. "
"When looking at certain aspects of geography eg. weather, development. Thesewill
be extended to include examples both within the UK and Europe so that the UK will
be seen as an integral component of Europe. "
Another new theme which was mentioned for the first time in responsesto question
11 was that of the position of ethnic minority groups in Europe:
"Poetry by ethnic minorities often questions what it is to be British. I would use this
for discussing the diaspora of peoplesfrom ethnic minorities across Europe and
discuss the political means by which Europe attempts or would attempt to represent
thosepeople. "
"Studying EU minorities (Jews, Turks in Germany, Arabs in France). "
Finally, the euro made an appearance:
"This (different currency and exchange rates) could be used to contribute to
discussion on the single currency. "
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Category I-

European co-operation

It has already been remarked that the category of European co-operation does not
occur frequently in the qualitative data, but since it was important in the quantitative
data, the small number of occurrences (5) will be reported. One student teacher spoke
of `promoting a positive attitude towards the ideal of European harmony and cooperation ", whereas another intended to study "European level government cooperation on environmental issues (eg. acid rain) ".

Category 6- Attitudes, relationships and personal development

Although the student teachers did not make any comments in responseto question 10
which fitted into category 6, in responseto questionl 1 there were two comments, both
concerned with not reinforcing "dangerous stereotypes". One student teacher had the
intention of:
"being positive towards things European, breaking down stereotypes, promoting
tolerance and understanding and trying to dispel fear caused by ignorance, by
positive information.

"

A further comment concerned empathy, with the student teacher feeling it would be:
"Important to sympathise with other cultures understanding different approaches
rather than ridiculing or avoiding them. "
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Category 10 - Other

A number of comments (31) fall into this category. They were mostly made by
student teachers who did not yet know how they would incorporate a European
dimension in their future teaching, or who said that they had not had enough time to

think aboutit.

Question 12: "Would you ever consider seeking a teaching post in a European
country other than Britain? "

In response to this question, 70% answered `yes' and 30% said `no'.

The European dimension in future PGCE courses

Finally, the studentteacherswere askedto make any commentsor suggestionsthey
wished concerning the inclusion of a European dimension in future PGCE courses.A

total of 222 individual commentswere recordedin responseto this request,with many
comments being on average two or three lines longer than responsesto the other
open-ended questions. The main category to emerge in this section was category 9
(PGCE course development), with category 10 (Definitions) being a newly emerging
category at this point. Table 7.5 shows the number of comments per year, according
to categories 9 and 10:

Code

July 1993

July 1995

July 1996

July 1997

9i PGCEcoursedevelopment:

27

19

33

6

4

1

3

6

earlier/more integrated
9ii PGCE course development:
include all subjects
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9iii PGCE course development:
more practical elements
9iv PGCE course development:
negative aspects
9v PGCE course development:
positive aspects
9vi PGCE course development:
comparative element
10 Definitions
Table 7.5: Number of comments on

4

0

3

3

4

7

11

3

17

5

3

9

5

4

3

9

2
3
3
3
PGCE course development according to

categories 9 and 10

Other categories coded, together with the number of comments were: multiculturalism
and global issues (24); the European dimension in education (14); European
integration (8); culture and way of life (4); European identity (3); attitudes,
Although
(1).
European
development
(3);
co-operation
relationships and personal
and
these categories were coded, the comments were substantially the same as those
be
here.
in
10
11,
therefore
to
repeated
recorded response questions
and
and will not
The findings will now be presented, according to categories 9 and 11 and focusing on
any developments which occurred over the course of the data collection.

Category 9- PGCE course development
Many student teachers offered constructive advice and ideas in this section, in which
there was a total of 194 comments. There was a total of 34 positive comments, which
either referred to the Europe Day itself, or to the notion of a European dimension:
"I enjoyed `Europe Day' and found it very interesting meeting people from other
European countries. "
"I find this a vitally important aspect of education and a wonderful learning
experience...the European dimension is very important for this course. "
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A number of student teachersreferred to the problem of lack of time on the course
and the constraints of the National Curriculum:
"Considering the constraints of time, the European dimension was included
adequately in this year's course. "

There was, however, a minority of critical comments (25), either concerning the way
the European dimension was delivered on the course, or concerning the European
dimension per se:
"The day was not very useful actually. "
"The Europe Day alarmed and offended me. It seemedto reflect/promote a One
Europe xenophobia. "
`I felt the 'Europe Day' in the short course block was only a token gesture. "
Much of the criticism was directed at the compulsory nature of the day, and student
teachers appearedto resent being made to attend, whilst being able to choose for
themselves their other short courses:
"Making the E. D. short course comnulsory added to the senseof tokenism. Were
organisers afraid that if it was optional no-one would choose it? If so, what does that
suggest? Many students seemedto resent beingforced to do the course and this did
not help to encourage positive attitudes towards, and discussion about, the European
dimension. "
Other student teachers felt that the negative attitudes portrayed provided a good
reason for continuing to include a European dimension:
"I think that the negative response of many PGCE students on Europe day towards
the European dimension reinforces the needfor this subject to be included in future
courses."
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A frequently-expressed view was that the lecture format was not an appropriate mode
of delivery for the European dimension, with one student teacher aptly pointing out:
"The `Europe Day' contradicted itself by saying that European issuesshould
permeate the curriculum and that if it wasjust done as a day or a week the pupils
would not attach much importance to it. This is precisely what was done on the PGCE
course. "

Constructive suggestions for incorporating a European dimension in the PGCE course
included covering it earlier in the course (28 comments), integrating it better into
method work (57 comments), including it in all subjects, especially mathematics and
science (14 comments) and giving more practical examples (10 comments). The vast
majority (98%) of these comments, however, occurred during years one, three and
four of the data collection, when the European dimension was delivered through a
When
PGCE
Courses)
final
Europe
in
(Short
day
the
course.
the
of
compulsory
phase
the model of delivering the European dimension changed to a more integrated model,
during year 5 of the data collection (1996-7), the number of negative comments was
greatly reduced (3 comments) and the number of comments in category 9i
(earlier/more integrated) was similarly reduced (6 comments).

A number of the constructive suggestionsput forward by the student teachers
concerned a comparative element, such as comparing different countries' education
and training systems (category 9vi, 21 comments):
"It would be interesting to compare the school experience of children throughout
Europe (hours, subjects taught, length of compulsory attendance). How does the
training of British teachers compare with the rest of Europe. "
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The idea of making more use of visiting Erasmus students and tutors, and of taking
part in visits and exchanges,also found favour:
"Prospective teachers should be taught more about the role of Britain in Europe and
their horizons broadened with an opportunity to do part of their year in a European
country. "

Category 10 - Definitions
This category only emerged in the qualitative answersto the open-endedquestions in
the post-course questionnaires, and there was a total of 11 comments. Student teachers
who raised this issue were of the opinion that clearer definitions of key terms such as
`Europe' and `European dimension' would aid their understanding:
"I think that the mixed reception to the European Awareness sessionsstemsfrom the
fact that there is little consensusbetweenstudents over the definition of 'Europe'. "
"I feel that the words 'European dimension' were used often, but by the end of the
week, what they meant had still not been tied down. "
"Defining it is the most important thing to do that way everyone will be more aware
of when it occurs and where it could be incorporated into our teaching. At present it
seemsa rather nebulous concept. "

Summary of section five findings

As a result of the analysis of the data from section five of the post-course
questionnaires, concerning the student teachers' future intentions with regard to the
European dimension in education, a number of factors have become apparent:
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"

95% of student teachers stated that they intended to include a European

dimensionin their future teachingaseithera regularor an occasionalfeature
"

Student teachersvalued the opportunity for practical elements of the European
dimension, such as exchanges,links and electronic communication

"

Student teachersare becoming more aware of issues of European integration

9

70% of student teacherswould be prepared to look for a teaching post in another
European country

"

Student teacherswere generally favourable towards the inclusion of a European
dimension in their PGCE course, provided that it was clearly defined, that it was
well integrated into the course and that all subjects were involved

The post-course questionnaires have produced a great deal of rich, qualitative data
concerning student teachers' experiencesof the European dimension both during their
initial training course and according to their future teaching intentions. The final
section of this chapter examines the data obtained during a series of semi-structured
interviews held with small groups of student teachersduring year five (1996-7) of the
data collection period.

(c) Semi-structured interviews

The semi-structured interviews were carried out following the procedures outlined in
chapter four. Transcripts of the interviews were analysed and coded according to the
categories which were established at the beginning of this chapter. No new categories
emerged as a result of the interviews. The responsesserved to reinforce the existing
categories. The findings, in general, revealed the same range of views and opinions
reported from the pre- and post-course questionnaires. Some student teacherswere
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positive in their approach to Europe, committed to European integration and
knowledgeable about the EU and its institutions. Others adopted a fairly pragmatic
approach, being realistic and practical, whereas a third group were relatively
in
faintly
their
Europe,
xenophobic
and
uninformed about
and were rather sceptical
in
been
had
Almost
that
aired
the
previously
comments.
all
comments reiterated views
the open-ended questions of the post-course questionnaires. At this point, it was felt
that a situation of `theoretical saturation' had been reached, since "additional
analysis no longer contributes to discovering anything new about a category"
(Strauss, 1987, p. 21). For that reason, the reporting in this section will be brief, and
will not repeat points that have been made in earlier sections.
Five main categories emerged from this section of the qualitative data, in the
following order of number of comments: the European dimension in education;
European
integration;
issues;
European
co-operation; and
multiculturalism and global
European identity. Student teachersdrew on their teaching practice experiencesand
many of the comments were closely focused on the practicalities of their classroom
work. The findings will be presented according to category, if appropriate, with
reference to the specific questions (see appendix J).

Category 3- The European dimension in education
Most of the questions asked in the semi-structured interviews generatedcomments in
this category (69 in total). Having completed a term's teaching practice, student
teachers' remarks reflected their knowledge of the National Curriculum, or their
being
individuals.
In
to
asked
response
experienceswith particular groups of pupils or
if they saw the European dimension as relevant to their subject area, the following
replies were recorded:
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"It naturally fits into geography - if you actually follow the NC it should be there.
It's one of the intrinsic things that goes with geography.... in learning about countries,
people's attitudes, awareness of space, also the way people do things, the different
societies and values that people have, not just in Europe, but in all countries across
the whole globe. "
"In English, you've got to cover a full variety of texts you've got to recognise the
...
English language didn't sort of developfrom people's thinking in this country, it came
over from Europe. "
"It is possible in science to introduce the European dimensionfrom the point of view
that not everything is invented by British people. "
"It is quite hard isn't it when you are teaching say twentieth century European
history to create a positive ethos of what being a European is. I meanyou're talking
about 2 world wars and the Cold war. I mean we might perhaps be able to understand
that it was because of the 2 world wars that the European community and the
European dimension is actually what we are talking about now. But for GCSE and A
level pupils it's going to be difficult for them to actually draw the line between
fighting the rest of Europe and trying to befriends with the rest of Europe. "
"With maths I think it should be and could be, but it isn't. There's always some ways
to highlight famous mathematicians in different countries, but it's not covered. "
A cross-curricular project was also considered effective practice:
`It is also about links between different areas of the curriculum. There's one thing we
did with geography and maths was the study of tourism and how much it costs to get
to places, the distance between thoseplaces and then we were drawing graphs
comparing all the visitors from various countries. So you are mixing in some skills
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which are mathematical skills into the geography lesson and we were checking with
the maths department whether they could do it. "
When asked how important being aware of the cultural and ethnic backgrounds of
their pupils was, one student commented:
"In our second project, we prepared a languages festival and one of the pupils was
not particularly

Spanish
Spanish,
because
she
was
a
was
she
actually
strong at school

national and she'd been at the school for 3 or 4 years, but she was not at the same
level as most of her fellow pupils and the language festival gave her the opportunity
to shine and to explain something about herself and her background and that was
felt
"And
So
kids
does
What's
"What
the
really
that
she
great.
going on?
were
mean?
important and that was good that she could have her moment of glory on that
particular

day and be appreciated for a different aspect of herself that kids normally

didn't see. "

When asked how their teaching style or relationships with pupils were influenced by
cultural and ethnic backgrounds of pupils, one student teacher commented:
'1 think the use of email is very good, when schools get email that will help. It's the
immediacy that you need. It's not looking at a book or even a video.... if you've got
future
So
I
like
direct
the
think
it
something
email you can make so
and so alive.
probably looks quite bright in terms of technology. "

Category 5- Multiculturalism

and global issues

There were 34 comments which could be coded in this category from the semistructured interviews. One student teacher drew a parallel between the European
dimension and multicultural education, when reflecting on the need to take account of
the cultural and ethnic backgrounds of pupils:
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"I think asfar as the European dimension goes, it can actually be an aid to
multicultural education becauseit's another way of looking at similarity and
difference and I think probably you could use the diversity within European countries
and others and reflect on the diversity here. "
Another student teacher had clearly considered the importance of teaching styles and
relationships, and the needs of the pupils:
"In my teaching practice school, I had to teach a settlement module to year 7 and it
was so narrow, it was about basically living in a village in rural England, you know,
that sort of perspective on settlement and I found that really... well, I didn't want to
teach it at all, I felt very uncomfortable with it. So I drew on case studies that were a
variety of different countries, becausethe NC states that you should anyway, you're
supposed to look at things on different scales, regional, European, global and so I
looked at case studies, did case study work on different settlements in a variety of
different places including Africa, India, the Netherlands and places like that and it
was very supportive of the kids, the diversity of the kids in the class, I think. "
One student teacher, who had been responsible for leading a student-led seminar in
the School of Education on the European dimension, reflected thus, when asked about
the importance of preparing pupils to be citizens of Europe:
"The criticism levelled at us during the seminar was that this is the European
dimension, but we should be talking about global citizens, and 1 understoodfrom the
actual element of the European dimension in education, yeah, we are talking about
that, but we are members of the EC and we've got to concentrate on that a bit, but its
part of the broader aspect. "
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Category 2- European integration
There were 21 comments coded according to this category. The responsesto the first
question regarding the student teachers' understanding of the term `European
dimension' underlined their lack of conceptual clarity of the term. Answers were
general and short:
"Preparing pupils to participate in the European Community. "
"Europe to me means the same as European employment, how it affects education,
jobs, laws etc, the money side of things. "
"This European cult thing has affected laws like the caning. I know we've had to
bring a lot of things into line with Europe. "
When participants were asked if their attitudes to people from different cultures and
ethnic backgrounds had changed during the PGCE course (question 8), responses
focussed on the issue of pupils who spoke English as a second language:
"... some of the case studies were... of pupils coming into school who couldn't speak
English, and how you would actually deal with them. There were things like their
background was vague and they were living with perhaps grandparents and so you
didn't have the contact with the actual parents and that sort of thing you didn't
....
know the age of the pupils coming in. So definitely I think my awareness of dealing
with children with English as a second language is that we need to spend time and
effort on it. "
When asked if their attitudes to the European dimension had changed during the
course of the PGCE year (question 9), student teachers' responseswere varied:
"I think in Derby, because we've got refugeesfrom theformer Yugoslavia that made
me think of how I would actually relate to pupils that came to school with problems of
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trauma and how I would use my pastoral role in helping them adjust to life in a
different country. "
`But I think that teaching has moved on from when I was at school. We see more, I
think the teachers communicate more and we are part of a larger community now
rather than just an island, especially when it comes to geography and what have
you. ,,

"I think the way Europe is probably going, there will be more integration in the near
future. Perhaps we will change a bit more and movefurther down that road. "
"Yeah, mine have a lot. Before I started this course, I must say, I thought Europe
would be one big happyfamily, but personally I just don't think it's physically
possible. Within the scope of one thousandyears! (He is asked the reasons for this)
Basically, a bit of the course, meeting different people, seeing more of Europe, being
more in this country and just meeting a more wide variety of people and how small
and narrow-minded people in the western world can be. Weknow each other's
cultures, but maybe too well. We assumethat we'll get on instantly, but we don't, we
come out very very different. "
In question 10, student teacherswere asked their views on the importance of
preparing pupils to be citizens of Europe. Again, views were divided:
47think you just have to redress the current tide of xenophobia in Britain and whether
Britain likes it or not, there will be a single currency and greater trade between
European countries, so I think it's important that positive European links are
developed. And it pulls down the barrier of prejudice as well. And I think we are so
far away from the wars now, it's very peaceful but, yes, I think it will just hopefully
...
continue to develop. "
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"Basically, I do see it as vital simply becauseof what we're probably going to go into
in a more deeper sense, whether it is a single currency or not. It does make a
difference whether we are European citizens becauseof the nature of changes in
communication and where we are. So it's vital. "
"I think Europe and all kinds of issueswill never enter this country. It's a very
"
doesn't
like
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the
the
seem
near.
contentious
currency.
at
moment,

Category 4- European identity
Again, a range of views was recorded, with two student teachersfeeling positive
about European identity. One saw the inclusive nature of identity:
"It helps the pupils to understand themselves,their own identity, in terms of not just
being British, but a part of Europe. "
Another expressedpersonal feelings of European identity:
'7 always havefor a long time felt quite European. Over the years Britain has been
associated with so many things I didn't want to be associated with that I latched onto
Europe as a bit of a safer bet quite some time ago. "
Two other student teacherswere more guarded in their views. One raised the issue of
loss of identity:
"Some of the major countries of Europe.... are frightened to accept a whole because
of the problems with losing your own identity. "
A second student teacher expresseddoubts concerning the definition of the concept of
European identity:
` If you 're trying to prepare them to be citizens of Europe, I think you have to define
rather more what that actually entails, I don't believefor a moment that people in this
country will ever see themselvesas European before being British. Whatyou can do
maybe,you can perhaps create a certain appreciation of European culture and by to
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remove some of the xenophobic tendencies that seem to crop up whenever we lose at
football

and everything else. But whether you're going to turn people into.. .people

waving their EUfags

and supporting things, I don't think you'll ever get that. I think

the EU will always be a rather distant institution in the minds of most people in this
country. "

Summary of semi-structured interview findings

As a result of the analysis of the data from the semi-structured interviews, a number

of factorshavebecomeapparent:
The student teachers' views expressedin the semi-structured interviews reflected
those from the open-ended questions in the pre- and post-course questionnaires
"

The student teachers' remarks were focused on their classroom experienceswith

real pupils andtheir individual needs
"

Student teachersbelieved that global awarenesswas as important as European
awareness

"

Views about European identity were divided

Main qualitative findings

The analysis described in this chapter has revealed a wealth of rich, qualitative data,
which in turn has led to a number of main qualitative findings being revealed. These
are listed below, following on from the main quantitative findings 1-7, stated earlier
in chapter five:

239

8. Significant numbers of student teachershad benefitted from living, travelling,
studying and working in another European country prior to starting the PGCE
course
9. Student teachers who had worked with other European nationals in the UK were
more aware of the problems than the benefits of such an experience
10. Most student teachershad encounteredthe European dimension during their
PGCE course and almost half had taught some aspect of it during teaching
practice
11. Most student teachers intended to include a European dimension in their future
teaching, with modem foreign languages, geography and history being the
subjects where it was felt to fit most easily
12. Student teachersvalued the practical, integrated aspectsof the European
dimension in their PGCE course and in the classroom, for example, foreign visits,

exchanges,links, electroniccommunication,contactwith Erasmusstudentsand
cross-curricularapproaches
13. Student teachersstressedthe importance of a global, multicultural approach, and
of cultural understanding in general
14. Student teacherswere becoming more aware of issues of European integration
15. Views about European identity were divided

16.A needwas expressedfor clear definitionsof termssuchasthe European
dimension and European identity
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Summary

A number of key issues emerged from the qualitative analysis, notably: experiencesin
Europe; the European dimension in education; multiculturalism; cultural awareness;
European integration; European identity; and the need for definitions of key terms.
The main qualitative findings and these key issues will be explored in depth in the
following chapter, with reference to the seven main quantitative findings and the
issues that arose from them.
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Chapter Eight: Discussion of Qualitative Findings
The purpose of this chapter is to discuss the main findings of the qualitative data of
the empirical study, as reported in chapter seven. As with the discussion of the
quantitative findings in chapter six, the conceptual framework established at the end
of chapter two (figure 2.1) will be used to structure discussion of the findings. Any
additional issues emerging from the data, such as experiencesin Europe,
multiculturalism, cultural awarenessand the need for clear definitions of key terms
will also be considered. Where relevant, links will be made to the seven main
quantitative findings, to examine any similarities and differences in the findings.

Experiences in Europe

The qualitativedatarevealthe rich experiencesof studentteachers,eitherliving,
travelling, studying or working in other European countries, prior to commencing

their PGCE course,asreportedin main finding numbereight:
Main finding 8: Significant numbers of student teachershad benef tted from living,
travelling, studying and working in another European country prior to starting the
PGCE course

The majority of the qualitative data in this section came from the student teacherswho
had been able to work in another European country. They were almost unanimously
positive about the experiences and could clearly articulate the benefits they had
accrued, in both personal and professional terms. In their own words, student teachers
described the development of their inter-personal, language and communication skills,
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their insights into and understanding of different cultures, their knowledge of business
and working practices and their growing awarenessof European integration. Main
finding eight is similar to the main quantitative findings six and seven, reported in
in
fluency
in
Europe
impact
five,
travel
the
and
chapter
of
which revealed
positive
one or more foreign languageson the student teachers' attitudes to Europe.

In contrast to the positive views of the student teacherswho had spent time working
in another European country, it is interesting to note the observations of those who
had worked with other European nationals in the UK:
Main finding 9: Student teacherswho had worked with other European nationals in
the UK were more aware of the problems than the benefits of such an experience

Although the question asked respondentsto comment on both benefits from and
had
they
said
the
problems associatedwith
experience, and a greater percentage
benefited from the experience, student teacherschose to recount the problems and
difficulties. The implication of this finding is that it is not enough to work alongside
become
to
European
for
in
UK
more
towards
other
other people
nationals the
attitudes
live,
it
is
travel,
to
for
In
to
take
necessary
positive.
place,
order
attitudinal changes
study or work abroad. The experience of living in another European country, together
better
leads
to
increased
knowledge
this
that
the
entails,
with
and awareness
cultural
integration into the new culture. Cultural differences, together with language and
for
However,
the student
communication problems were not perceived as problematic.
teachersworking alongside people from other European countries in the UK, cultural
differences and language and communication difficulties were perceived as
problematic. These two findings together present a good case for both the school and
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higher education curricula to include more opportunities for travel, study and work
placements abroad. This point will be developed further in the final chapter.

European dimension in education

The majority of comments from both the questionnaires and the semi-structured
interviews referred to some aspect of the European dimension in education, which
thus emerged as the main focus of the qualitative results. Main finding number ten
revealed how many student teachershad experienced the European dimension as an
element of the PGCE course at the University of Nottingham, School of Education:
Main finding ten: Most student teachershad encounteredthe European dimension
during their PGCE course and almost half had taught some aspect of it during
teaching practice

This finding is interesting in that it not only shows that the student teacherswere
aware that they had had the opportunity to consider the European dimension, but that
they had also taught something about it, too. Considering the pressure on the teacher
education curriculum from competing strands (method work, educational studies,
(planning,
be
teaching,
basic
from
teaching)
the
that
covered
practical
must
and
skills
dimension
European
it
is
the
that
classroom management, assessment),
encouraging
had a presence in the course. The finding also revealed that the student teacherswere
National
the
focused
basic
teaching
the
not so completely
and covering
skills of
on
Curriculum that they could not adopt a wider perspective.
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The student teachers represent the future of the teaching force and as such they will be
the main agents of change in the classroom for the next generation of learners. The
main finding number eleven, therefore, was encouraging:
Main finding eleven: Most student teachersintended to include a European
dimension in their future teaching, with modern foreign languages, geography and
history being the subjects where it was felt to fit most easily

In spite of the criticism from some student teachers of the way in which the European
dimension was delivered on the PGCE course, the intention to include it in their
future teaching is significant. This reinforces the first main quantitative finding that
student teachers become more positive about the role of the European dimension in
the curriculum during their training course. They clearly intend to continue being
positive about it by having it as a classroom focus regularly or occasionally. The
student teachers of modem foreign languages, geography and history could seemost
clearly how the European dimension fitted into their subject. This reflects the findings
of the CRMLE research, where the adolescentparticipants from five European
countries revealed that the school subjects in which they learnt most about Europe
were modem foreign languages,geography and history. However, student teachersof
English, mathematics and science were equally adamant in not wishing to be
excluded. They, too, were keen to offer creative suggestionsfor incorporating Europe
into their curriculum areas.If this were to be the case, the European dimension could
permeate the curriculum as a true dimension, and thus help pupils to make links and
connections between subjects.
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In addition to wanting to incorporate the European dimension into discrete subjects,
the student teachers also valued a more integrated approach, both in their training

courseand in the classroom:
Main finding 12: Student teachersvalued the practical, integrated aspectsof the
European dimension in their PGCE course and in the classroom, for example, foreign
visits, exchanges, links, electronic communication, contact with Erasmus students and
cross-curricular approaches

What is striking about this finding is the willingness on the part of the student
teachers to enable their pupils to form relationships, to communicate with other
Europeans and to understand other cultures through direct and indirect contact.
Perhaps they were aware that opportunities for travel are not open to all, and that as
teachers, they had a responsibility to widen horizons for their pupils. This finding has
implications for the kinds of projects and links that should be set up between schools
in different European countries.

Multiculturalism

and global issues

A constant theme running through the open-endedquestions on the questionnaires and
the semi-structured interviews was that of multiculturalism. In other words, for some
student teachers, adopting a European perspective was to have too narrow a view of
the world, and that a global perspective was preferable:
Main finding 13: Student teachersstressedthe importance of a global, multicultural
approach, and of cultural understanding in general
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A strong theme in the educational studies strand of the PGCE course at the University
of Nottingham is multiculturalism. This is stressedfrom the beginning of the course,
and it permeates not only the educational studies component but also method work,
practical work in schools and assessedwork. The aim of this is firstly to prepare
student teachers for the wide range of cultures and languagesrepresentedin the
University of Nottingham Partnership schools in which they will be working during
the course, and secondly to enable them to be able to meet the needs of all children,
whatever their background, when they take up a post at the end of the course. Since
the multicultural framework is a dominant one in the course, student teachersin this
research were expressing their adherenceto a global approach by these comments,
rather than rejecting the European dimension per se. Perhapsthey had perceived the
European dimension in opposition to a global framework, rather than as situated
within it. In which case, there are implications for how the European dimension can
be delivered in a PGCE course, and what messagesare given out.

The second part of main finding thirteen was a result of the importance placed by the
student teachers on cultural understanding. The word `culture' occurred as a leit motif
in the questionnaire responsesand the semi-structured interviews, and the concept of
cultural understanding was clearly highly valued by the student teachersas being of
key importance and something they wished to develop in their pupils. The benefits to
the student teachersthemselves, in terms of cultural understanding, from living,
travelling, studying and working in other European countries have already been
discussed,in relation to main finding eight, earlier in this chapter. This has
implications for classroom practice, and the kinds of activities that teachersorganise,
as discussed above, in relation to main finding twelve.
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European integration

The theme of European integration was a major focus of the quantitative data, which
revealed that the student teachersin this researchbecame less positive about the
concept during the course of their initial training (main finding two). However, the
finding from the qualitative data is more positive:
Main finding 14: Student teacherswere becoming more aware of issues of European
integration

In their responsesto the open-endedquestions and during the semi-structured
interviews, the student teachers' comments did not reveal such strong opposition to
the notion of European integration. There were clear indications that, amongst a
minority of the participants, there was a growing awarenessof the need to prepare
pupils for a future in which the EU was playing an increasingly important role. This is
in contrast to the significant rejection of further European integration revealed in main
finding two. What could be the cause of the difference between the two findings? It is
possible that when faced with a stark choice about European integration, and a limited
range of responses,as in the Likert-type scale employed in the pre- and post-course
questionnaires, that the student teachersopted to reject a controversial and, as yet
unknown, scenario. However, when offered the opportunity to expressthemselves at
greater length in the open-ended questions and during the interviews, they were able
to discuss the possibilities of further European integration in an exploratory manner,
and to begin to examine a future reality with more concrete ideas.

248

It is also interesting to note that European co-operation, which was the first important
focus in the quantitative analysis, did not play a significant part in the qualitative
analysis. The first part of the questionnaire was constructed to ascertain the student
teachers' views of European co-operation, and the first main finding showed that they
became more positive about the notion during the course of their initial training.
However, the notion of European co-operation did not occur with sufficient frequency
in the qualitative analysis in order to justify a qualitative main finding. It is possible
that the student teachersviewed European co-operation as a well-established political
and economic strategy, and that they did not need to comment on a notion that was
accepted in the national psyche. With reference to the conceptual framework (figure
2.1) established at the end of chapter two, the concept of European co-operation has
taken on a less important role during the course of this empirical research,whereas
European integration, the European dimension in education and European identity
have all increased in significance.

European identity

During the course of the data collection for this research,the idea of European

identity was not onewhich hadparticularcurrency,andthis is reflectedin the main
finding from the qualitative data:
Main finding 15: Views about European identity were divided

The issue of identity was not explored in this research until the final year of data
collection (1996-7), so that any comments made by the student teachersin the openended questions on the post-course questionnaires and during the semi-structured
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interviews prior to this were unprompted. There were very few comments, and, as
might be expected, views were divided, but what was considered significant was the
fact that European identity was mentioned at all.

European identity was a newly-emerging issue as the final phase of data collection,
the European survey, was being planned during the academic year 1996-7. A question
pertaining to identity was added to the single questionnaire distributed to the
European survey participants and distributed in five other EU countries. The results of
the European survey will be reported in chapter nine. In order to ascertain the views
of the British student teacherson identity, the additional question was added to the
post-course questionnaire in July 1997. The results of this question will be reported
together with the European survey results in the following chapter.

Definitions

One new theme to emerge from the qualitative analysis was that of the need for
conceptual clarity of certain key terms:
Main finding 16: A need was expressedfor clear definitions of terms such as the
European dimension and European identity

Student teachers increasingly began to recognise the lack of clear definitions for the
terms used within the research, and to articulate their desire for support in this area.
This is one of the problems which this research has sought to address,namely, that
there is no consensuson terminology. Definitions of key concepts used in this
framework
formed
in
the
researchwere offered chapter one, and
conceptual
part of
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established at the end of chapter two. As a result of the empirical findings, it is
intended to revisit the key definitions in the penultimate chapter of this thesis, to
consider whether the original definitions need re-defining or simply restating.

Summary

This chapter has discussed the main qualitative findings of the empirical research and
examined implications for practice. Additionally, the qualitative findings were
compared and contrasted with the quantitative findings where appropriate, in order to
identify similarities and differences. During the final year of the data collection, a
European Survey was carried out with student teachersin five other EU countries, in
order to introduce a real European dimension to the research.The results of this
survey will be reported in the next chapter.
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Chapter Nine: The European Survey

A European perspective on the notion of European integration and European identity
is, as stated earlier in chapter one, an important component of this research. Here, the
results are reported of the major, one year survey which involved five other EU
countries as well as the UK. This representedthe European dimension of the research
itself and evolved towards the end of the main data collection period, when I had been
working and collaborating with colleagues in Austria, France, Germany, the
Netherlands and Portugal over a number of years. The aim was to broaden the
perspective of the key researchquestions. In chapters six and eight, part of the
discussion focused on how the research findings related to, and were supported by,
Bronfenbrenner's Ecology of Human Development. By carrying out a European
survey, it was hoped to explore in greater detail the concept of Bronfenbrenner's final,
or macro-system in his nested sequenceof structures which form the ecological
environment, described earlier in chapter three. For the purposes of this research, the
macro-system has been interpreted as the construct of the European Union. In order to
test out further the interpretation, it was hoped that a comparison of the results from
six different EU countries would allow a judgement to be made regarding the extent
of the influence of EU legislation on teacher education and the views of the student
teacher participants.

In this chapter the quantitative results of the European survey carried out in six
countries will be described in detail. The reporting will follow the structure used to
report the quantitative results of the four year UK study in chapter five. The results
from the new question pertaining to national and European identity, which was not
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part of the earlier questionnaires, will also be included. Any qualitative results from
the one year European survey which add significantly to the main qualitative findings
of the four year UK survey will also be highlighted in this discussion.

As stated earlier, I had a detailed picture of the views, opinions and attitudes of
British student teachers over four years, and decided it would be a logical
development to collect data from some of their fellow European counterparts. This
would enable a comparison of viewpoints to take place, to seein what ways they were
similar or different from each other and to draw possible conclusions. This would help
to further illuminate the principle areasof researchinterest, namely European cooperation, European integration, the European dimension in education and the issues
surrounding citizenship and identity. In particular, I wanted to investigate whether
there was more stability and cohesion in the views of student teachersfrom
continental Europe, and whether the views were uniform across Europe or whether
there were variations from country to country. I was also interested in finding out if
there was a greater pro-European feeling in continental Europe, than there was in the
UK. By drawing on the well-established links I had with colleagues from the
European Teacher Training Programme (ETTP), I felt that I would be able to provide
a practical demonstration of collaborative researchin education. Accordingly, the
focus of the first part of this chapter will be on the participants in the European data
gathering process and the reliability of the questionnaire, and then we move on to the
European statistical analysis.
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European Participants

Issues pertaining to the design of the European survey were included earlier in the
section on research design in chapter four. The total number of participants in the
European phase of the researchwas 352, drawn from teacher training institutions in
six different EU countries. Biographic details concerning the variables of gender, age,
number of countries visited, number of foreign languagesspoken and subject
specialism were collected, as with the British students in the first phase of the
research. However, the variable of subject specialism will not be reported on in this
chapter, since there are difficulties in describing subject specialisms in other
countries, due to cultural differences in curriculum structure and provision. Apart
from the subjects offered on the University of Nottingham PGCE course, a diverse
range of specialisms were offered by other countries: for example, art and music
(Austria, Germany); technology, physical education, philosophy and economics, law
and commerce (France); didactics and the history of education (Portugal); and special
educational needs (Germany). Furthermore, as the ETTP was a cross-phase
Socrates/Erasmusworking group, the whole of the European cohort was a mixture of
primary (Germany and the Netherlands) and secondary student teachers (Austria,
France, Portugal and the UK).

Table 9.1 on the following page shows the number of participants in the cohort from
each country, together with the biographic breakdown according to gender, age,
number of countries visited and number of foreign languagesspoken:
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Country

Number of
participants

% of
female
students

% of
male
students

Average
age in
years

Number of
countries
visited

Number
of foreign
languages

France

50

60

40

26.7

6.0

0.8

Germany

33

84.8

15.2

22.2

5.9

0.9

Netherlands

37

72.2

27.8

21.7

6.8

1.4

Portugal

38

94.6

5.4

26.6

2.2

1.8

Austria

43

71.4

28.6

23.6

6.7

1.2

UK

151

56.6

43.4

24.9

5.9

0.6

Total

352

67.9

32.1

24.5

5.7

0.9

Table 9.1: Student numbers and biographic details of European cohort

The table above shows that the UK cohort was the largest group and that the other
five groups were similar in size. ETTP colleagues had been asked to try and obtain an

optimum sizedgroup of 40, but individual circumstancesin eachcountrydictated
whether or not this was possible. The aim of this phase of the researchwas not to
conduct a full-scale survey similar to the one carried out in the first phase, but rather
to obtain a `snap shot' of a given cohort at a given moment in time, and the results
must therefore be viewed in this light. It is not possible with the given sample sizes to

claim generalisabilityfor the results.They do not represent,In Bronfenbrenner's
macro-system,entire nationalattitudes.The resultsrepresenta sampleof student
teachers from one institution in the six countries surveyed.

With regard to the variable of gender, female students outnumbered male students by
7:3. This contrasts with the 3:2 female/male ratio in the total UK cohort of the first
phase of the research. As such, this reveals a larger proportion of female student
teachersthan males in the European cohort. The German and Portuguesesamples
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contained disproportionately high numbers of female students, which have helped to
skew the results somewhat. It cannot be concluded from a sample of this size that
there are generally more female student teachersthan male in Europe. However, the
statistical evidence available does show that there are more female teachersthan male
in Europe, and my sample may not therefore be unrepresentative.

The average age of the students was 24.5 years, with the Austrian, German and Dutch
students being younger than this on average. In the case of the Austrian and Dutch
students this is understandable,since the courses they attended were of three years
duration, and most students would have been 18 on entry. In the case of the German
students, although the length of their training was one of the longest in Europe, it was
divided into two quite separateparts, the first being theoretical and pedagogical
training and the second being practical. The German students in this sample were
undertaking the first part of their training, and this probably explains why they were
younger than average for the whole sample. The French and Portuguesecohorts both
contained a higher percentage of mature students.

The mean number of foreign countries visited overall by the students in the European
survey was 5.7, with the Dutch, followed by the Austrian studentsbeing the most
highly travelled. The Portuguese were the least travelled, having visited on average
2.2 countries. Apart from the Portuguese, all the other students in the sample had
visited on average at least five foreign countries. With regard to the number of foreign
languages spoken, students in the sample spoke an average of just under one (0.9).
The most able linguists were the Portuguese (1.8) and the Dutch (1.4), whilst their
British colleagues spoke the least number of foreign languages(0.6).
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European data collection

The questionnaire distributed to the European cohort was a combination of the preand post-course questionnaire from phase one of my research (see Appendices G-K
for the full texts of the German, French, Portuguese,Dutch and Austrian
questionnaires). A combination of both quantitative and qualitative data was
collected. For the purposes of drawing comparisons between different EU countries,
the British student teacherswho returned the post-course questionnaire in July 1997
have been included in the sample, together with the Austrian, French, German, Dutch
and Portuguese students, who all completed one composite questionnaire in the
Spring of 1997. The issues surrounding the selection of the student cohorts, and the
administration and translation of the questionnaires have been described in detail in
chapter four.

Reliability of the questionnaire

Heyes et al (1993) state that, "reliability refers to the consistency of a measuring
instrument". Since the questionnaires had been translated and double translated, the
issue of the reliability of the data was initially addressedat the stage of instrument
design. Since, in the case of the European questionnaires, the reliability had to be
assessedfrom a single application of the instrument, a Cronbach's alpha test was later
carried out for each of the first three sections of the European questionnaire, to test the
internal consistency of the data. The Cronbach's alpha test score for section one
(European co-operation

integration
items)
0.7,
for
(European
two
was
section
-6
-4
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items) the test score was 0.82 and for section three (the European dimension in
education -5 items), the test score was 0.72. As has already been stated earlier in
chapter five, according to Youngman (1979), these results fall within acceptable
parameters. Furthermore, the issue of test size should also be considered, since
"lengthening a test tends to increase the associatedalpha" (ibid. p. 180). In section
one of the European questionnaire there were only four items, and this may have
caused the alpha to be slightly lower. However, when a further Cronbach's alpha test
was computed for the total data sample of the three sections (15 items), the increased
reliability score was 0.83, indicating that the students were stable in their views across
the three sections. Having discussedthe issue of reliability, we look next at the
European statistical analysis.

The European statistical analysis

The results will firstly be presented as means and standard deviations for each of the
six countries, with reference to each of the three sections overall. Subsequently,a oneway analysis of variance test was used to report on significant differences between
countries. A further analysis of variance test was carried out on each country's mean
score for each section as a function of gender and age. Each of the three sections was
then broken down into individual questions, when the results were significant. The
number of European countries visited and the number of foreign languagesspoken
were then compared between countries, using an analysis of variance test. Finally, the
question pertaining to identity will be reported, later in this chapter.
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European quantitative results

The quantitative results related to the three sections on European co-operation,
European integration and the European dimension in education from the original precourse questionnaire (see Appendix D). Section one from the European questionnaire
was the same as section one on the original pre-course questionnaire and was
concerned with European co-operation. Participants were asked to decide how far
they agreed or disagreed with their own country working alongside other countries in
Europe in certain socio-political and cultural areas.

Overall results per section for each country

Figure 9.1 shows the overall results for each country in responseto section one:

QSection 1
4

3.5
3

2.5

2
1.5

France

Germany

Holland

Portugal

Austria

England

Figure 9.1: Overall results for each country in response to section one (European
co-operation) of the European questionnaire
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It can be seen that, with regard to co-operation amongst European countries, all the
countries, with the exception of the Netherlands, had a mean score of over 3, with
Germany having the highest mean score (3.57; sd=0.38) and the Netherlands having
the lowest (2.98; sd=0.38). A one-way analysis of variance was carried out to show
the differences between the means of independent groups, with country as
independent variable and section one (European co-operation) results as dependent
variable. The test showed that country was a significant factor (F=5.93, p<0.000). A
post-hoc Scheffe test was used to find out the degree of significance between pairs of
countries, in terms of the differences in their views on European co-operation. The
post-hoc Scheffe test is used for making comparisons between unequal sized groups.
It was found that the views of the German students, who were in this respect the most
pro-European, were significantly different from those of both the Dutch (p=0.001)
and British students (p=0.003).

Figure 9.2 showsthe overall resultsfor eachcountryin responseto sectiontwo
(European integration) of the European questionnaire:
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Figure 9.2: Overall results for each country in response to section two (European
integration) of the European questionnaire

The picture presented here is rather different from that of section one results, with
each country's mean score for European integration being lower than it was for cooperation. Although France, Germany and Portugal still have mean scores of over 3,
with Portugal's being the highest (3.21; sd=0.52), the Netherlands, Austria and Britain
are less positive, with Austria having the lowest mean score (2.72; sd=0.64). A oneway analysis of variance was carried out and the results showed that country was
again a significant

factor (F=7.02, p<0.000). A post-hoc Scheffle test showed that, in

terms of the differences in views on European integration, the French students' views
differed significantly

from those of both the Austrians (p=0.047) and the British

(p=0.016), and that the Portuguese students, who were the most pro-European, also
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held significantly different views from those of the Austrians (p=0.012) and the
British (p=0.003).

Figure 9.3 shows the overall results for each country in responseto section three
(European dimension in education) of the European questionnaire:

QSection 3

3.5

2.5

2

1.5

France

Gerrnany
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Fbrtugal

Austria

England

Figure 9.3: Overall results for each country in response to section three
(European dimension in education) of the European questionnaire

The results for this section reveal that each country was more positive about the
European dimension in education, than it was about European co-operation and
integration per se. The mean scores for each country were all over 3, with Germany
having the highest mean score (3.72; sd=0.26) and the Netherlands having the lowest
(3.26; sd=0.38). A one-way analysis of variance was carried out, which again showed
that country was a significant factor (F=9.99, p<0.000). A post-hoc Scheffe test
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showed a number of significant differences in the views of pairs of countries with
regard to the European dimension in education. The views of the German students,
who were again the most pro-European, were significantly different from those of the
Dutch (p=0.001), Portuguese (p=0.003) and British students (p=0.001) and the views
of the Austrian students were significantly different from those of the Dutch
(p<0.000), Portuguese (p=0.002) and British students (p<0.000). (A fuller explanation
of this, and other emerging issues,is provided in the next chapter.)
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Gender

Figures 9.4(a), 9.4(b) and 9.4(c) illustrate the overall results for each country in
the
to
European
the
three
according
two
to
questionnaire
of
and
response sections one,
independent variable of gender:
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Figure 9.4(a): Overall results for section one (European co-operation) according
to the independent variable of gender
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Figure 9.4(c): Overall results for section three (European dimension in
education) according to the independent variable of gender
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It is clear from the three figures that there were differences nationally between the
responsesof the men and the women. In almost all countries, the women in the
sample were more positive in their responsesthan the men. The exceptions to this are
Portugal and Austria (section one) and the Netherlands (section three), where the
mean scores of the men are higher than those of the women, and France (section one),
where the mean scores are the same for both sexes.A two-way analysis of variance
test was applied to assessthe effects of gender and country (independent variables) on
the mean scores for sections one, two and three (dependent variables). For section
one, the interaction sex-by-country was not found to be significant, neither were the
main effects for gender, but the main effects for country were significant (F=4.29,
p=0.001). For section two, the interaction sex-by-country was not found to be
significant, neither were the main effects for gender, but the main effects for country
(F=5.01, p<0.000) were significant. For section three, the interaction sex-by-country
was not found to be significant, neither were the main effects for gender, but the main
effects for country (F=5.62, p<0.000) were significant. (This issue of gender,
discussed earlier in chapter six, will be explored further in chapter ten.)
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Age

Figures 9.5(a), 9.5(b) and 9.5(c) illustrate the overall results for sections one, two and
three of the European questionnaire according to the independent variable of age:

Section 1
4-

3.5-

3M Age 21-22
Age

2.5

23-25

QAge 26+
2

1.5

1
France

Germany

Holland

Portugal

Austria

England

Figure 9.5(a): Overall results for section one (European co-operation) according
to the independent variable of age
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Figure 9.5(b): Overall results for section two (European integration) according
to the independent variable of age

Section 3
4

3.5
3
QAge 21-22

Age 23-25
QAge 26+

2.5
2
1.5
1
France

Germany

Holland

Portugal

Austria

England

Figure 9.5(c): Overall results for section three (the European dimension in
education) according to the independent variable of age
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No clear pattern regarding the importance of age as an independent variable emerged
from the three figures shown above. The section one responsesshowed that, with the
exception of the Netherlands, the respondentsbecame more positive about European
co-operation the older they were. With regard to the responsesto sections two and
three, no clear pattern emerged, although the respondentsfrom France, Portugal and
the UK became more positive concerning European integration (section two) the older
they were. A two-way analysis of variance test was applied to assessthe effects of age
and country (independent variables) on the mean scores for sections one, two and
three (dependent variables). For section one, the interaction age-by-country was not
found to be significant, but the main effects for age (F=4.45, p=0.012) and country
(F=4.3, p=0.001) were significant. For section two, the interaction age-by-country
was not found to be significant, neither were the main effects for age, but the main
effects for country were found to be significant (F=3.43, p=0.005). For section three,
the interaction age-by-country was not found to be significant and neither were the
main effects for age, but the main effects for country (F=8.36, p<0.000) were

significant.

Results for individual questions

The responsesby each country to individual questions in sections one, two and three
were analysed. Here, the reporting will focus on the small number of casesof
particular interest, where the responsesof individual countries seemedeither much
higher or much lower than those of the other countries. In section one (European cooperation), the Dutch students were markedly less favourable to political and cultural
co-operation (questions 1a and 1c), having mean scores of 2.95 (std=0.74) and 2.83
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(std=0.81) respectively, than students from the other countries who all had means
over 3. Similarly, the Austrian students were less in favour of co-operation with
regard to social legislation (question ld), scoring 2.6 (std= 1.05), whilst all the other
countries scored 3 or over. The German students had the highest scores for questions
1a, 1b and 1d, and the second highest score for question 1c.

In section two (European integration), the French studentswere much more in favour
of integration with regard to the legal system (question 2b), having a mean score of 3
(std=0.8), in comparison to all the other countries, whose mean was less than 3. The
Portuguese students were highly in favour of integration with regard to health and
national insurance (question 2c), having a mean score of 3.3 (std=0.74), whilst the
students from the other countries were less in favour, all scoring less than 3. The
British students had a very low mean score (2.93; std=0.81) with regard to integrating
educational qualifications (question 2d), compared to students from the other
countries, who all had mean scores of over 3.

In section three (the European dimension in education), there were two questions
where the mean scores of the Dutch and Portuguese studentswere much lower than
those of their other European peers. In question 3 (European awarenessshould
permeate all subjects in the curriculum), the Dutch scored 2.86 (std=0.42) and the
Portuguese scored 2.78 (std=0.79), whereas the other students all scored over 3. In
question 4 (The history, geography and cultural background of other European
countries should feature in the curriculum), the Dutch scored 2.95 (std=0.33) and the
Portuguese scored 2.97 (std=0.59), whereas the other students again all scored over 3.
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A Kruskal-Wallis test, which is a non-parametric test equivalent to an analysis of

variance,was then administeredto examinethe significanceof differencesbetween
the countries, and all the results were shown to be very significant, as table 9.2
illustrates:

Question

Significance

1a

P=0.002

lb

P<0.000

Ic

P=0.001

Id

P<0.000

2a

P=0.018

2b

P<0.000

2c

P<0.000

2d

P<0.000

2e

P=0.005

2f

P=0.004

3

P<0.000

4

P<0.000

5

P=0.001

6

P=0.004

7

P<0.000

Table 9.2: Significant differences between the countries in response to individual
questions
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It is clear from the number of significant results in table 9.2 that there are considerable

differencesbetweenthe responsesof individual countries,andthat thereis a lack of
uniformity across the countries of the European Union in many of the issues explored
in the first three sections of the European questionnaire. (This finding is discussedin
more depth in chapter ten.)

Number of countries visited

The average number of countries visited by students in the various countries has been
reported earlier in this chapter. Table 9.3 below summarisesthe mean, minimum and
maximum number of countries visited by student teachersin each country:

Country

Mean

Minimum

Maximum

France

6

2

17

Germany

5.9

2

13

Netherlands

6.8

0

14

Portugal

2.2

0

9

Austria

6.7

2

13

UK

5.9

0

16

Table 9.3: Mean, minimum and maximum number of countries visited by
student teachers

It is clear that many student teachershave had the opportunity to travel widely in

Europe,with somestudentshaving visited asmany asseventeendifferent countries,
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whilst others have not been outside their native land. The exception to the general
picture is Portugal, whose students are the least widely travelled, having a much lower
mean (2.2) than the other countries. A one-way analysis of variance was carried out,
with country as independent variable and the number of European countries visited as
dependent variable. The test showed that country was a significant factor (F=5.93,
p<0.00). A post-hoc Scheffe test was used to find out the degree of significance
between pairs of countries, in terms of the number of European countries visited by
the students. It was found that the number of countries visited by the Portuguese
students was significantly different (less) from the number visited by the students of
all the other countries (p<0.00 in each case).

Number of foreign languages spoken

The averagenumberof foreign languagesspokenby the Europeanstudentteachers
has already been reported earlier in this chapter, but table 9.4 below summarisesthe
mean, minimum and maximum number of foreign languagesspoken by them:
Country

Mean

Minimum

Maximum

France

0.8

0

4

Germany

0.9

0

2

Netherlands

1.4

0

4

Portugal

1.8

0

4

Austria

1.2

0

3

UK

0.6

0

3

Table 9.4: Mean, minimum and maximum number of foreign languages spoken
by student teachers
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It is interesting to note that the Portuguese student teachers,although the least well
travelled, are the most able speakersof foreign languages,having on average a
competence in 1.8 foreign languages.The Dutch and Austrian students were also
competent linguists, speaking on average 1.4 and 1.2 foreign languagesrespectively.
At the other end of the scale, the British students knew, perhapsnot surprisingly, the
least number of languages,having an average competence in 0.6 foreign languages.
A one-way analysis of variance was carried out, with country as independent variable
and the number of foreign languagesspoken as dependentvariable. The test showed
that country was a significant factor (F=15.54, p<0.00). A post-hoc Scheffe test was
used to find out the degree of significance between pairs of countries, in terms of the
differences in the number of foreign languagesspoken by the students. It was found
that the number of foreign languages spoken by the Portuguesestudents was
significantly different (greater) from the number spoken by the French (p<0.00), the
German (p=0.001) and the British students (p<0.00). It was also found that the
different
foreign
languages
by
British
the
number of
studentswas significantly
spoken
(less) from the number spoken by the Dutch (p=0.001) and Austrian (p=0.004)
students.

Identity

A new question regarding European and national identity was asked of all the
felt
they
in
Students
to
European
participants the
were asked state whether
survey.
they had a European or national identity. Figure 9.6 shows their responsesby country
as percentages:
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Figure 9.6: Overall results by country for question relating to national and
European identity

It is clear from the graph that the responses are extremely varied and differ from
country to country. With the exception of Germany, over 50% of the students in every
other country stated that they felt more national identity than European. In Portugal
and the Netherlands, the scores for national identity were as high as 97% and 87%
respectively. In the UK, France and Austria, the majority of students stated that their
national identity was more important than a European identity, with totals of 76%,
74% and 58% respectively, whereas only 30% of the German students admitted to
feelings of national identity above any other. Conversely, feelings of European
identity were the highest in Austria (40%), Germany (27%) and France (24%), and
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the lowest in the UK (20%), the Netherlands (8%) and Portugal (3%). A small
percentage of students in each country did not answer the question, or qualified their
reply in some way, by saying that they felt both their national and a European
identity. There were two exceptions to this pattern: Portugal, where no students
answered in this way, and Germany, where as many as 42% did not answer the
question, as it was set.

Country

and identity

A chi-square test was used to investigate the hypothesis that there is a relationship
between country and identity, since both of the two variables were nominal, or
category variables, and a test for frequency data was therefore appropriate (Howitt
and Cramer, 2000). According to Heyes et al, 1993, the chi-square test "looks at the
number of observations made in each category and compares this with the number of
observations which would be expected if there was no relationship between the
variables and if differences between the proportions in each category were simply a
result of chance ". The results showed that a significant relationship existed between
the two variables (value=94.82, df=10, p<0.000), meaning that the distribution of
choices is unlikely to have occurred by chance, so the hypothesis that there is an
association between country and identity can be accepted.

Identity and responses to questionnaire items

A further set of cross-tabulations was carried out to investigate the hypothesis that
there is a relationship between the identities expressedby the students and the
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answers they gave to the individual questions in sections one, two and three of the

Europeanquestionnaire.A chi-squaretestwas againusedto look at the numbers
within each category, the variables being identity and responsesto questions. There
were six items where a significant relationship occurred, and the results are shown in
table 9.5 below:

Questionnaire
item

Value of chisquare

Degrees of
freedom

Significance

la (political co-op.)

15.583

6

P=0.016

lb (economic co-

20.925

6

P=0.002

op.)
lc (cultural co-op.)

12.726

6

P=0.048

3 (European
P<0.000
25.521
6
awarenessin
curric. )
4 (European hist,
35.815
6
P<0.000
geog etc in curric.
7 (HE study period
P=0.002
20.258
6
in Europe)
Table 9.5: Chi-square test results showing relationship between identity and
responses to certain questionnaire items

In all of the questions shown in table 9.5, the significance recorded lay in the
difference between the responsesof the student teacherswho did not expresstheir
identity in nationalistic terms and those who did. The percentagesof student teachers
who expressedtheir identity as either European or in some other form (both European
and national, or world citizen, for example) were higher, and their responsesmore
positive than those of the student teacherswho said that their national identity was
more important. This group of student teachers, for whom national identity was the

most important form of identity, althoughbeing fairly positive in their responses,
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were significantly less positive than their peers for whom European identity was
important. This finding reinforces the hypothesis that there is a relationship between
the identities expressedby the student teachersand their attitudes to certain European
issues (mainly those pertaining to European co-operation and the European dimension
in education).

Summary of European quantitative findings

The quantitative analysis of the European survey data led to a number of findings
being revealed, some of which are similar to the UK survey data, and some of which
are different from the UK survey data. The findings are listed below:
El.

Student teachers in the European survey were generally positive about
European co-operation, very positive about the European dimension in

educationand lesspositive aboutEuropeanintegration.
E2.

Female student teacherswere generally more positive in their attitudes to

Europethan male studentteachers.
E3.

Age was not a significant factor in the attitudes of the European student
teachers.

E4.

There were significant national differences in the attitudes of the European
student teachers.

E5.

The majority of the European student teachersfelt that their national identity
was more important than their European identity.

These results will be discussed further in chapter ten. It is now pertinent to report the
qualitative findings from the European survey.
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European qualitative results

Interestingly, the European qualitative results largely amplified the findings of the
qualitative data from the main UK survey, and there were no surprising or unexpected
findings. When interrogating the European qualitative data, it was felt that saturation
point had been reached (Strauss, 1987). However, the European qualitative data did
serve a useful purpose in validating the qualitative findings of the main UK survey
previously reported in chapter seven. The new area explored in the European survey,
and in the final year (1996-7) of the main UK survey, that of national and European
identity, will however be reported here.

Categories of data

The responsesto the question, "What does it mean to be European? " were coded
according to a number of categories, using the same detailed and thorough
interrogation procedure that had been used in the analysis of the UK survey
qualitative data. An inter-rater reliability of the coding system was first established,
which led to the final coding system. Some of the categories are the same as ones that
emerged in the earlier analysis, but a number of new categories do emerge. The
categories are detailed below, including an explanation of the derivation of each one:
"

Culture and way of life

This category generatedthe most responses,and was also an important category in the
UK survey qualitative analysis, where student teachersrecognised the benefits for
themselves and their pupils of knowledge and understanding of other cultures.
Evidence gathered in the European survey demonstratedthe importance placed by the
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student teachers on recognising, and being positive about, the differences and
similarities with other cultures. The following sub-categorieswere established:

"

la)

common cultural background

1b)

different cultural backgrounds

lc)

understanding other cultures

Community

This was a new category to emerge from the European survey data, although it
resonateswith, or is a key aspect of both European co-operation and European
integration, from the conceptual framework in chapter two (figure 2.1). This was the
second most important category to emerge, with student teacherscommenting on
being part of a wider community with common goals and a senseof belonging.
"

Opportunities in Europe

Again, this was another new category, although it is similar to the `Business and
working practices' category from the UK survey qualitative analysis. The
opportunities refer to the free movement available for citizens of the EU for travel,
work and leisure purposes.
"

European integration

This category derived from the conceptual framework and was also an important
element in both the quantitative and qualitative analyses in the main UK survey. Here,
the term is used specifically to refer to common social, economic, political and
monetary policies.
"

Attitudes, relationships and personal development

This category is identical to one from the earlier UK survey qualitative analysis.
Whereas in the previous analysis, student teachershad commented on their personal
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development as a result of living and working in other European countries, here the
focus was on the qualities necessaryfor being European.
"

Languages

This was a new category in its own right in the European survey, although it had
formed a sub-category of the `European dimension in education' category in the main
UK survey. Being fluent, or able to communicate in more than one languagewas
regarded as an essential part of being European.
"

Other

This was a large category, as there were many varied comments which did not fit into
any of the other categories, and which did not warrant the establishment of separate
categories. This reflects a certain lack of consensusamongst the student teacherson
the question of what it means to be European. It is thus a question which is wide open
to many different interpretations.

In addition to there being a lack of coherence in the responsesgiven by the student
teachers to the question on European identity, there were also many student teachers,
especially in Austria, the Netherlands and Portugal, who did not attempt to answer the
question at all. There could be a number of reasons for this. Since I was not present
myself in the five countries when the questionnaires were administered, it could be
that the student teachersran out of time (it was the last question on the questionnaire).
There is also the question of ownership of the research.I was relying on the good will
of my colleagues in each of the countries and the successof the European data
collection was due to a large extent to their willingness and ability to `sell' the idea to
their students. Another plausible reason for the lack of responseto this particular
question, however, resides in the difficulty it may have presented to the student
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teachers. If they had never before considered the issue of personal identity in the
terms in which the question was framed, it is possible that they would choose to
ignore the question, rather than attempt to answer it. Overall, however, the response
rate from the six European countries was not disappointing in that it provided rich
data for analysis.

Qualitative findings on identity by category

The European survey qualitative findings on identity will now be presented according
to category. The comments of the Austrian, French, German and Portuguese student
teachers have been translated into English, but all the comments quoted below will be
identified by their country of origin.

1. Culture and way of life
There was a total of 43 comments in this category. Under sub-category 1a (common
cultural background), several student teachersmade general remarks about sharing a
"common cultural background" (UK), a "collective cultural area" (Germany) and a
"common cultural identity "(UK). One student teacher introduced the notion of
inclusion, by saying that being European meant "belonging first of all to one's own
culture, but also to a larger European culture" (France), whilst another felt that being
European was "to understand that our culture does not stop at a border" (France). In
sub-category lb (different cultural backgrounds), many of the UK student teachers
highlighted the notion of diversity. For one student teacher the importance lies in:
"being aware of cultural differences and using this awareness in a positive manner to learn more about the different aspects of countries/people within Europe" (UK).
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Another student teacher spoke of "having common interests, but keeping one's
personal richness (culture, way of life) " (France). Understanding was a key element
in sub-category 1c (understanding other cultures) and according to one student
teacher, being European means "having friends in different countries and being
tolerant of other countries, religions etc" (Germany). For one Dutch student teacher,
being European means being a "multicultural human who tries to observe and accept
other European countries and also to learn from other countries" (Netherlands). One
student teacher sums up the issue thus, introducing the notion of dual, or multiple
identity: "What is important is to understand and appreciate other cultures. We
should feel proud of our national and European identity " (UK).

2. Community
There were 21 comments in this category, which focused on being "less insular" and
"belonging to a community of countries" (UK), whilst "not being limited by borders"
(Portugal) or not "seeing any borders " (Netherlands). One student teacher felt that
being European meant having "a wider sense belonging" (UK) whilst another
of
envisaged it as being 'part of a wider collectivity, striving to work together to achieve
common goals" (UK). This is echoed by the belief that being European means being
'part of a collective community, without borders (limits) " (Austria). "Being
integrated into the heart of a community (European) " (France) was one opinion
expressed,together with 'feeling `at home' everywhere in Europe" (Germany).

3. Opportunities in Europe
There were 17 comments in this category which focused
on opportunities for travel,
study, work and leisure. "Being European means there are more opportunities
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economically and educationally and more job prospects than any one country can
provide" (UK). For one student teacher, being European means "to have
opportunities to work and study in other countries as well as Austria " (Austria). For
other student teachers,being European means "being able to live and work
everywhere in Europe" (France), "mobility, a larger space in which to move about"
(France) "being unrestricted in one's leisure activities" (Germany) and "being able
to choose (freely) where I live" (Germany).

"

European integration

There were 11 comments in this category, which focused on the integration of social,
economic, monetary and political policies: "to have a close/supportive businessand
industrial relationship with the EU countries and to have certain shared plans and
policies" (UK). For one student, as Europe is a reality, being European signifies that
"all countries must collaborate at the political level in order to improve the living
conditions of European citizens" (France), whilst for another, being European means
tackling "collective activities such as economic and social problems etc" ((Austria).
The notion of equal opportunities is introduced: "to bepart of a community...in which
countries are united in a bid to bring social, economic and political equality to all EC
countries " (UK).

"

Attitudes, relationships and personal development

When referring to the kinds of attitudes and personal characteristics that are desirable
in a person claiming European identity, 11 responseswere made by the student
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teachers. The attitudes of tolerance, kindness, openness,empathy and flexibility were
mentioned by French, German, Dutch and UK respondents.For example, one student
teacher felt that to be European was to "be open-minded and try to learn from each
other and not judge each other" (Netherlands). From a UK perspective, one student
teacher, having been brought up in Holland with English parents, stated "I feel
European rather than British. I feel open to ideas and traditions from Europe" (UK),
and another respondent felt strongly that being European meant "to befree of insular
shackles and xenophobic pettiness" (UK).

Languages

Therewere 10 responsesin this category.For the studentteacherswho mentioned
competencyin foreign languages,being Europeanmeant "being able to learn or get
to know...other languages" (Austria) or "speakingseverallanguages" (Germany).
One studentteacherraisedthe issueof the dominanceof English: "I havealso learnt
foreign languagesfrom Europeand thereforedo not rely solely on otherslearning
English " (UK) andanothermentionedthe importanceof communication:7 am
"
feel
European
I
I
Europeans
that
pleased can communicateand empathisewith
such
(UK).

"

Other

There were 56 responsesin this category, which actually made it the largest category,

into
simply becausethe rangeof alternativeresponsescould not be accommodated
any of the existing categories. Within this category there was a small number of
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comments (5) of a spatial nature from UK and French student teachers,who believed
that being European meant living in the geographical landmassthat was the continent
of Europe. Four student teachers,again from the UK cohort, mentioned European cooperation, believing that being European was "to be aware of a needfor co-operation
beyond national boundaries" (UK). Some student teachers,notably from Germany
and the Netherlands, mentioned the need for peace and security in Europe, with one
student teacher hoping that being European would mean "the events of the Third
Reich (Hitler's politics) will not be repeated" (Germany). For others, being European
meant "I amfreed from the cliches that others attach to me becauseI am German.
For this reason I never talk about my homeland when I'm in a foreign, European
country" (Germany).
Following on from this idea of distancing oneself from a national identity, some
student teachersreferred to a wider, global dimension of being a citizen of the world,
UK
in
inclusive
idea
data
from
the
survey,
the
main
an
qualitative
which emerged
reported in chapter seven. One student teacher problematised the notion of European
identity thus: "Even though I consider myselffirst and foremost German (simply
becauseI have spent the majority of my life here and I have been shaped socially and
culturally by this country), I see myself of course also in a larger context ie. as a
European. Mind you, I sometimes have problems with being European becauseit is
often used to exclude other people politically, culturally and economically. There are
by
Europe
differences
in
in
that
masked
are
also considerable
mentality predominant
the word 'European : And wrongly so! " (Germany).
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European qualitative findings
The qualitative analysis of the European survey data led to a number of findings being
revealed, some of which were similar to the UK survey qualitative findings, and some
of which were different. The findings are listed below, and follow on numerically
from the European quantitative findings, listed earlier in this chapter:
E6.

Student teachershad had similar experienceswith regard to living, travelling,
studying and working in other European countries as those in the UK survey

E7.

Student teachershad had similar experienceswith regard to the European
dimension in their initial teacher training coursesas those in the UK survey

E8.

There was some agreement about the nature of European identity, but a wide
range of views was expressed

Summary

The key issues emerging from the quantitative and qualitative analysis of the
European survey data are: the similarities with the UK survey data; the differences
from the UK survey data; the significance of national differences; and the notion of
identity. The main findings and the key issues arising will be explored in depth in the
following chapter.
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Chapter Ten: Discussion and interpretation of European
Survey findings

The results from the questionnaire administered in the European phase of this research
were presented in the previous chapter and revealed some similarities to the findings
of the main study, and some surprising differences. The purpose of the present
chapter, therefore, is to discuss, and provide an interpretation of the one year
European survey data. Where appropriate I shall relate the European results to the
findings of the main, four year UK empirical study, which were discussedearlier in
chapters six (quantitative findings) and eight (qualitative findings). The findings of
the European survey mirror a number of the original findings of the UK survey,
namely those concerned with European co-operation, European integration, the role of
the European dimension in education and gender issues.These results differ from
those of the main UK survey where the independent variable of age is concerned. The
European results also highlight two key issues that did not emerge in the original
study, namely those concerned with national differences and identity. The first part of
this chapter will thus deal with the similarities in the findings of the two studies,
followed by the differences that emerged. Finally, the new key issueswill be analysed
and discussed.

Similarities with UK findings

The European participants were largely in agreement with their British counterparts
from the main UK study in their responsesto the questions concerning European co-
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operation, European integration and the European dimension in education, as shown
in European finding E 1:
European finding EI: Student teachersin the European survey were generally
positive about European co-operation, very positive about the European dimension in
education and less positive about European integration

They were fairly positive about European co-operation, but markedly less so
regarding European integration. There was a similar, positive responseby the
European participants to the role of the European dimension in education, as shown
by the mean scores all being greater than 3. There was also a very small degree of
national variation in mean scores,which indicates a fair degree of consensusabout the
role of the European dimension in education by student teachersin all six countries.
This picture is very similar to the one that emerged from the findings of the main
study.

Student teachersin both studies clearly perceived the role of education as being a
facilitator of European awarenessin the absence,or failure of, other government
is
legislation
level.
Top-down
European
not
policy measures,at either national or
perceived by the student teachers as being the way forward to greater European
awareness.It is rather a question of a grass roots process, with teachersand other
practitioners developing awarenessof European issues in their students in relevant
and practical ways. This has echoesof the famous statementby Jean Monnet, quoted
earlier, where he retrospectively acknowledged the importance of education as a
starting point in the process of European harmonisation.
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Gender was another key area where the findings of the European questionnaire
confirmed those of the main study, with women student teachersbeing more positive
in their attitudes to Europe than their male counterparts, as shown in European finding
E2:
European finding E2: Female student teacherswere generally more positive in their
attitudes to Europe than male student teachers

Within the European study there were some national differences to this pattern, for
example, the Portuguese and Austrian men were more positive in section one
(European co-operation) and the Dutch men were more positive in section three (the
European dimension in education). The relatively small percentagesof males in each
cohort for Austria (28.6%) and the Netherlands (27.8%) and the exceptionally small
percentage of males in the case of Portugal (5.4%) could account for these exceptions.
However, these small national exceptions to the main finding may indicate that it is
not always the casethat women are overwhelmingly more positive in their attitudes to
Europe than men are.

A number of possible reasons for the finding that women student teacherswere more
positive than men in their attitude to Europe have already been suggestedand
discussed earlier in chapter six, and these remain pertinent in the discussion relating to
the European questionnaire findings. The hypothesis that the female psyche is more
open to change and willing to negotiate and reach a compromise is equally applicable
on a pan-European level as on a national level. Legislation relating to maternity
rights, equal opportunities issues and other social policy matters of benefit to women
(and other minority groups) has been accepted and establishedpractice in many
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European countries for longer than it has been in the UK. I would argue that women
are therefore likely to recognise what Europe can offer them and to respond
accordingly.

In terms of the qualitative analysis of the European data, no major new findings
emerged in terms of the life and educational experiencesof the student teachers,as
revealed in European findings E6 and E7:
European finding E6: Student teachershad had similar experienceswith regard to
living, travelling, studying and working in other European countries as those in the
UK survey
European finding E7: Student teachershad had similar experienceswith regard to
the European dimension in their initial teacher training coursesas those in the UK
survey

This indicatesa parity of experiencesfor all the studentteachersfrom the six different
national groups.

Differences from UK findings

A serious difference appearedin the results of the two studies with regard to the age
of the participants, as detailed in European finding E3:
European finding E3: Age was not a significant factor in the attitudes of the
European student teachers
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No clear-cut picture emergesfrom the European questionnaire data according to the
independent variable of age. The pattern of responseswas mixed, according to the
three different, quantitative sections of the questionnaire and it therefore cannot be
concluded that the age of the European participants had influenced their responsesto
the questions. This is entirely different from the results in the main findings, reported
in chapter five, where it was found that age was a significant factor in the responsesof
the UK participants, as they became increasingly positive about Europe the older they
were. To the best of my knowledge, mine is the only study incorporating age as a
variable.

The European questionnaire results demonstratethat age was not a significant factor
in influencing and shaping attitudes to Europe, contrary to the main study findings.
Therefore the arguments put forth in chapter six, in support of the hypothesis that
increased age leads to more positive attitudes to Europe, cannot be sustainedhere.
Rather, it may be that the student teachersin the European study had, during their
own schooling, been exposed to a curriculum where the European dimension was
more thoroughly embedded,thus enabling them to be more positive about Europe at
an earlier age. Many of the participants (though certainly not all of them) were at least
as well travelled in Europe as their British counterparts, and many of them were better
travelled. This fact may have had a positive influence on their attitudes. Of greater
significance, however, may be the fact that all the European participants spoke more
foreign languageson average than their British counterparts. It is possible to
hypothesise that the ability to communicate in a foreign language provides a greater
opportunity to enter into the foreign culture and be an acceptedpart of it, thus
ensuring a greater flexibility, tolerance and opennessof attitude. However well
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travelled one may be, though, the lack of ability to speak one or more foreign
languagesmay restrict the experience to a kind of "Euro tourism", which does not
allow for an in-depth penetration of the culture of the countries being visited.
Attitudes to other people and opennessto change may thus be limited in scope.

New findings emerging from the European study

As referred to earlier in the chapter, two completely new findings emerged from the
European study. Firstly, the importance of national differences in responseto the
various issues explored will be analysed and discussed,and secondly, the role and
nature of national and European identity will be examined.

National differences

A crucial new finding that did not emerge from the original study, due to its single
country focus, was the great variety in national differences in responseto the issues
raised in the questionnaire, as revealed in European finding E4:
European finding E4: There were significant national differences in the attitudes of
the European student teachers

With regard to the issue of European co-operation, student teacher participants were
generally positive in their reaction, which mirrored the main findings, but there was a
degree of national variation within the responses.The mean scoresranged from 2.98
(the Netherlands) to 3.56 (Germany). The question of European integration similarly
causeda degree of national variation in the responses,with mean scoresranging from
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2.73 (Austria) to 3.2 (Portugal). The results again mirrored those of the main study, in
that respondents were generally less positive to integration than they were to cooperation. The issue of the European dimension in education, referred to above,
revealed less variety in national differences than the questions of co-operation and
integration, with mean scoresranging from 3.26 (the Netherlands) to 3.72 (Germany).
The national differences over the issues surrounding national and European identity
will be dealt with later in this chapter. Table 10.1 on the following page summarises
diagrammatically the national differences that emerged from the European
questionnaire:
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Table 10.1: National differencesemerging from the European questionnaire

France
(highest averageage of all the groups)
for
item
(integration
2b
Highest
score
"
of the legal system)
" Highest score for item 2e (integration
of employment law)
for
highest
Second
score
composite
"
the three quantitative sections

Austria
(student teachers younger than average
for the sample)
" Second most widely travelled group
" Lowest score for European
integration
" Males more positive than females for
European co-operation
" Lowest score for item 1d (social
legislation co-operation)
" Most positive regarding European
awarenessin the curriculum and

(student teachers younger than average
for the sample; more females in the
sample)
" Highest composite score for the three
quantitative sections, thus the most
pro-European
" Highest score for European cooperation
" Highest score for the European
dimension in education
" Highest score for 8 out of the 15
individual items
Portugal
(highest proportion of females in the
sample; second highest average age for
the sample)

"

Leastwidely travelled group

"

Highest number of foreign languages
spoken
Highest score for European
integration
Second highest score for European
co-operation
Second lowest score for the European
dimension in education

"
"
"

Netherlands
(lowest averageage of all the groups;
more females in the sample)
" Most widely travelled group
foreign
highest
Second
of
number
"
languagesspoken
for
Lowest
the three
score
composite
"
least
the
thus
quantitative sections,
pro-European
for
European
Lowest
coscore
"
operation
for
European
Lowest
the
score
"
dimension in education
The UK
(balanced in terms of age and gender)
languages
foreign
Lowest
of
number
"
spoken

"
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Secondlowestcompositescorefor
the threequantitativesections

Low scores for most individual items
Lowest score for item 2d (integration
of educational qualifications

Austria

Austrian student teacherswere younger (23.6 years) than the average age for the
whole cohort (24.5 years). This fact may have influenced how they responded to the
questions, given that age was a significant factor, according to the results of the main
study, which revealed that positive attitudes to Europe increasedwith age. As a group,
Austrian student teacherswere the second most highly travelled group, having visited
on average 6.7 countries. This reflects Austria's position in central Europe, having
borders with Germany, Switzerland, Italy, Slovenia, Slovakia, Hungary and the Czech
Republic. It is therefore somewhat surprising to note that the Austrian student
teachers had the lowest mean score in terms of European integration (2.72). Indeed,
for four out of the six questions in this section, the Austrians had the lowest mean
scores, and overall in this section their views were significantly different to those of
the Portuguese, who were more in favour of integration. Austria is one of the most
recent members of the European Union, having joined in 1995, and perhaps this fact
denotes a cautious attitude to further integration, and perceived loss of national
sovereignty.

Interestingly, Austrian male student teacherswere more positive than women in their
responsesto the issues of European co-operation, which contradicts both the
European and main findings, which revealed that women were more positive than
men in their attitudes to Europe. The issue of gender has already been discussed
earlier in this chapter.
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The Austrian participants had the lowest mean score in section one (European cooperation) for the question pertaining to social legislation (2.6). It is difficult to
imagine why participants might be less willing to co-operate over social, as opposed
to political, economic or cultural matters. However, in terms of the European
dimension in education, the responsesof the Austrian student teacherswere
significantly more positive than those of the Dutch, Portugueseand British student
teachers. The Austrians were the most positive in their responsesto two out of the five
questions in this section, concerning the permeation of European awarenessin all
subjects in the curriculum, and the compulsory learning of one European foreign
language for all children in schools. It is clear that these practical, educational issues
were of considerably more importance to the Austrian student teachersthan those of
European co-operation and integration. Again, it may well be that, since Austria had
only been an EU member state for two years at the time of this survey, the notions of
co-operation and integration were not yet well embeddedin the national
consciousness,whereas issuespertaining to education were.

France

The French student teacher group contained more mature students, since the average
age for the group was 26.7, which was the highest for all the groups. France shares
borders with Belgium, Luxembourg, Germany, Switzerland, Italy and Spain, and
although the French students had visited a higher than averagenumber of other
countries (6), they only spoke an average of 0.8 foreign languages,which was less
than the mean score for the whole European cohort (0.9). So their increased
possibilities for travel had not served as an incentive for learning foreign languages.
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It is interesting to note that the French student teacherswere overall very positive to
all the issues raised in the three quantitative sections of the questionnaire. Their
composite mean score for the three sections (3.28), was the second highest score after
Germany (3.44) and above the average for the whole European cohort (3.17). My
research demonstrates,therefore, that contrary to some of the images of the French
portrayed in the popular press, French student teachers are indeed positive about
Europe and can see the benefits of further European co-operation and integration.
Furthermore, in the section relating to integration, the French student teachershad the
highest mean scores for two out of the six questions, thus challenging some of the
stereotypes which abound in the media of the French as a nation who put themselves
and their own concerns first. The two issueswhere the French student teachersscored
highly were regarding integration of the legal system (3.0) and of employment law
(3.51). It is possible that these are two areasof which the respondentshad a negative
experience and felt that they would be more fairly treated under European laws and
practices. As future teachersit is conceivable that they may have had concerns about
employment law and how it would affect their career paths.

Germany

The German national group of student teacherscontained a higher percentageof
females (84.8%) than all the other groups, with the exception of Portugal. The
German students were also younger on average (22.2 years old) than all the other
students except the Dutch. Germany sharesborders with Denmark, the Netherlands,
Belgium, Luxembourg, France, Switzerland, Italy, Austria, the Czech Republic and
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Poland, and this has facilitated the opportunity for travel for the student teachers,who
have visited 5.9 countries, on average.The German participants spoke an average of
0.9 foreign languages, which was the same as the average for the whole European
cohort together. It is interesting to note, however, that the maximum number of
foreign languages spoken by any of the German student teacherswas two, which was
the lowest number of its kind amongst the six countries. The maximum number of
foreign languages spoken by students in the other national groups was either three or
four.

It can be argued that the German student teacherswere the most pro-European of all
the six national groups, since they had the highest composite mean score (3.44) for the
total of the three sections, and were significantly more positive than the Dutch and
British participants overall. The student teachers demonstrateda high level of
in
dimension
European
European
(section
to
the
commitment
co-operation
one) and
education (section three) by having the highest mean scores in these sections (3.57
and 3.72 respectively), and by having the third highest mean score (3.11) in the
section relating to European integration (section two). In terms of responsesto
individual questions, the German participants scored the highest mean for eight out of
the fifteen items in the first three sections of the questionnaire and the second highest
mean for a further five items.

This research has already shown that females were more positive than males in their
attitude to Europe, and since there was a higher than average proportion of female
students in the German cohort, the very positive responseof the German students can
be partly explained in this way. It is not possible to argue that their positive attitudes
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stem from their competence in speaking foreign languages,since it has been
demonstrated that the German students had only an averagecapability in this domain.
However, the fact that Germany was one of the founder member states of the EU and
that, occupying a central geographic and economic position, she has been perceived as
one of the key players in the European movement, will have had an indirect influence
on the views of the student teachers.Another factor will almost certainly have been
the twentieth century history of Germany's involvement in two world wars, and the
legacy of anti-nationalist feelings, which may have helped to develop strong proEuropean views amongst participants.

The Netherlands

The average age of the Dutch group of student teacherswas, at 21.7, the lowest of all
the national groups, and well below the average age (24.5) for the whole cohort.
There were slightly more female students in the group (72.2%) than the averagefor
the whole European cohort (67.9%). As a group, the Dutch students were the most
highly travelled, having visited an averageof 6.8 countries in Europe. This was an
interesting result, since the Netherlands, a small country in respect of size, shares
borders only with Germany and Belgium and is not as centrally situated in Europe as,
for example, Germany and Austria. It could therefore be argued that opportunities for
travel to other countries are not so obviously available. The Dutch student teachers
spoke more foreign languages(1.4) than the average for the whole cohort (0.9), being
second after Portugal in the number of foreign languages spoken. This may be due to
the fact that Dutch is a minority language, and that the student teachershad
recognised the need to be competent in other languages.
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In view of the relatively high proportion of females in the group, and the fact that the
Dutch students were well travelled and spoke relatively more foreign languages,one
could hypothesise that the Dutch would be positive in their attitudes to Europe.
However, contrary to these indications, the Dutch had the lowest composite mean
score (3.06) for the three quantitative sections of the questionnaire and were therefore
the least positive about Europe. This anomaly is further emphasisedby a closer
examination of the three sections. The Dutch participants had the lowest score overall
(2.98) for section one (European co-operation), including the lowest scores for three
out of the four individual items in the section (political (2.95), economic (3.14) and
for
(3.26)
(2.83)
They
lowest
had
the
section
cultural
co-operation).
score overall
also
three (the European dimension in education), including the lowest scores for three out
of the five individual items in the section. Two of those items concern issueson which
the student teachershad scored highly themselves,namely foreign language learning
and travel opportunities. It is ironic to note that, in comparison with other national
groups, the Dutch do not appear to highly value these areas.It is difficult to offer an
explanation of why the Dutch student teachersin this study should appear to be the
least positive towards Europe. This contradicts the findings of the CRMLE research
(Convery et al, 1997), referred to earlier, which found that Dutch adolescentswere
It
Europe.
in
know
the
their
to
about
amongst
most positive
and understand more
wish
is true to say that the participants in this study were all student teacherson a primary
training course, and this may have been a factor in shaping their attitudes.

With regardto the influenceof gender,the Dutch femalestudentteacherswere
likewise generally more positive in their attitudes to Europe, except in section three
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(the European dimension in education), where the males were more positive. Since
the number of males in the group was relatively small (27.8%), it would be difficult to
draw too many conclusions from this result, except to state that the Dutch male
student teacherswere more positive about the practical issuesof European awareness
than their female counterparts. However, it is interesting to note that it was the Dutch
participants who bucked the trend in this section, as all the other national groups
followed the same pattern, with the females being more positive than the males.

Similarly, when considering the independent variable of age in section one (European
co-operation), it was again the Dutch participants who broke the pattern established
by the other five national groups of positive attitudes increasing as age increased.The
younger Dutch student teachers (aged 21-22) were more positive than those aged over
26, and much more positive than those in the 23-25 age group.

Portugal

The Portuguese national group of student teacherscontained the highest proportion of
females (94.6%) of all the groups. They also had the second highest averageage
(26.6) after France, and so there was a higher proportion of mature students in the
group. Of the six groups, the Portuguesewere the least well travelled, having visited
an average of 2.2 other countries in Europe, whereas the students from all the other
national groups had visited at least 5.9 foreign countries on average. This maybe due
in part to the geographical position of Portugal, having only a common border with
Spain and lying on the western edge of the continent of Europe, making foreign travel
more difficult and more expensive. However, in spite of being the least well travelled,
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the Portuguese participants were the most able linguists, speaking an average of 1.8
foreign languages, whereas the average for the whole European cohort was 0.9. It
could be conjectured that the Portuguese, speaking a minority mother-tongue, had
recognised the need, like the Dutch, to gain competence in languages other than their
own, in order to play a role in Europe.

The Portuguese student teachersdemonstratedoverall a positive attitude to Europe, as
they had the third highest composite score (3.26) for the three sections of the
questionnaire, after Germany and France. Within the three sections, they had the
highest composite score (3.21) for section two (European integration), in which they
had the highest score for two out of the six individual items, notably those concerned
with the integration of practices concerning health and national insurance and equal
opportunities legislation. Of the six countries surveyed, Portugal is one of the most
recent member states of the EU, having joined in 1985. It is possible that these two
areashighlighted in the questionnaire are those where Portuguesenational policy is
considered by the participants to be the least successful, and that they see further
integration with Europe as the way forwards for improving matters. The responseby
the Portuguese group in this section was significantly different to that of the Austrian
and British groups.

The Portuguese group also had the second highest composite score (3.32) for section
one (European co-operation), after Germany, but the second lowest composite score
(3.31) for section three (the European dimension in education). It is interesting to note
that whereas overall the six countries are more positive about the practical, grass-roots
nature of European awarenessinvolved in section three, the Portugueseparticipants
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are more positive about the top-down policy issues involved in European co-operation
and integration. It is possible that, given Portugal's history in the twentieth century,
and its current socio-economic position, the Portuguesestudent teachersvalued
further co-operation and integration with the European Union more than a European
dimension in the curriculum.

The United Kingdom

The UK national group was the most balanced of all the six groups in terms of gender
Student
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and age, which may
cohort.
was
part
teachers in the cohort spoke the least number of foreign languageson average (0.6),
where the average for the whole European group was 0.9. This supports the findings
of the Nuffield Inquiry (2000), which found that the British fall well behind the rest of
the world in terms of foreign language competence.In spite of their poor ability to
UK
languages
island
English,
the
than
the
on the northspeak
situation of
other
and
west edge of the continent of Europe, the student teacherswere well travelled. They
had visited an average of 5.9 countries in Europe, slightly more than the average for
the whole European group (5.7).

Although the UK student teacherswere well travelled, this did not result in them
becoming comparatively more positive about Europe than their peers from the other
five countries. They had the second lowest composite mean score (3.08) for the three
quantitative sections of the questionnaire, behind the Netherlands (3.06), and scored
lowly for the majority of the individual items. For example, they had the lowest mean
score for the item in section two concerning the integration of educational
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qualifications, and for the item in section three concerning higher education students
having the opportunity to study for part of their course in another European country. It
may be that the student teachersfelt that the status of the British education system,
and its standing in the world, might be threatened if any changeswere made to it to
bring it into line with European practices. Being almost at the end of their course of
study and professional training, it could be argued that they feared that their
qualifications might in some way be devalued by having to respond to imposed
changes. With regard to the opportunity of studying in another European country, it is
clear that the British students have not recognised the benefits of living and working
in a different country. This is borne out by the very low take-up rate by British higher
in
for
Erasmus
twelve-week
education students of
period
opportunities
spending a
another EU country, under the umbrella of the Socratesprogramme. The take-up rate
of students from other member stateswishing to study in the UK is considerably
higher.

The British student teachershad mean scores no higher than third out of six, and then
only for three items: political co-operation (3.21, section one), European awareness
permeating the curriculum (3.17, section three) and compulsory foreign language
learning in schools (3.6, section three). It is interesting to note a more positive
approach to European political co-operation on the part of the British participants,
given the current climate of Euro-scepticism in the UK. Perhapsthis is a tentative
recognition of the need for closer contacts with European partners. The warmer
support for compulsory foreign language learning could also be a recognition of the
need to tackle the British lack of skills in this area.
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Problematising the issue of national differences

Having analysed the data from the European questionnaires, it is possible to deduce a
greater level of pro-Europeannessin some countries than in others. This researchhas
revealed a wide range of views and opinions across the countries surveyed, and the
hypothesis that there would be stability and cohesion in the views of student teachers
in continental Europe cannot be sustained. This study has revealed little uniformity or
cohesion of views amongst the participants and there are differences in opinion
amongst the six countries regarding the way forward in terms of European
harmonisation. This diversity of perspective is based on national and cultural
differences and a variety of future goals concerning further European co-operation,
integration and the role of education.

The variety of views and attitudes revealed by the European study raises the question
of what can promote, enhanceor reduce a pro-European consciousness?A further
question would be to ask how this links to the role of education? There is a need to
problematise the complexity of the issue, and to recognise the competing, or
overlapping, concerns involved. For example, one possible reason for the German
participants to be positive in terms of greater European co-operation and integration
would be the enormous loss of life and suffering imposed on the whole of Europe
during the conflicts of two world wars by a strongly nationalist political regime.
However, although this could be argued in the caseof the German and French
participants, it would be difficult to make the same case for the Dutch participants,
whose country suffered greatly at the hands of the same regime, but who, according to
this research, are the least positive in their approach to European harmonisation.
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Similarly, the hypothesis that length of membership of the EU might effect more
positive attitudes to Europe might be applicable in the casesof Germany and France,
but not so for the Netherlands, although all three were founding member statesin
1958. Conversely, recent membership of the EU might indicate positive attitudes to
Europe, which could be confirmed in the case of Portugal (1986) but not for Austria
(1995), according to this research.

A further example of the very complex nature of the attitudes to Europe that exist
within the member states, and which again highlights the complementary and
contrasting perspectives revealed in this research, is the influence of geographical
position in Europe. For example, Portugal is situated at the western edge of the
continent, and the positive attitudes of the Portuguesestudent teachersmay be due in
part to their desire to be psychologically in a more central position, in order to
compensate for their physical position. On the other hand, the UK is similarly in an
isolated geographical position, with the added disadvantageof not being physically
connected to mainland Europe (apart from via the Channel Tunnel since 1995). It
could not be argued, however, that the attitudes of the British student teacherswere
more positive for that reason. Indeed, being isolated and "different" from the rest of
Europe seemsto be regarded as an advantagein some quarters.

A final example of the complexity of the issuesbeing dealt with in this discussion is
the images portrayed in the press and media of different countries and their national
citizens, together with the, often, stereotyped views held by individuals. The French,
for example, are often portrayed as following their own interests and not respecting
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European law, as in the caseof the blockades over the price of petrol (September
2000). This is not the situation revealed in this research,which indicates that the
French have strongly positive attitudes to Europe. The British, on the other hand, have
a good record of respecting and applying European law, as in the caseof fishing rights
and protected fishing grounds, but the participants in this researchdo not have
positive attitudes to Europe. The Germans are seenas central players on the European
stage, and demonstrate the positive attitudes to reinforce this point. The Dutch,
however, who are perceived as being heavily involved in Europe, did not, in this
research, display a positive approach to Europe.

Identity

The second main issue that did not emerge from the UK survey was that of identity,
since the question relating to identity was not included in the researchuntil the final
year of data collection (1996-7). Two interesting findings concerning identity
emerged during the European phase of the research, and they will now be analysed
and discussed.

Studentteacherswere askedto statewhetherthey felt predominantlytheir nationalor
Europeanidentity, and a largemajority (70%) saidthey had a nationalidentity, as
reported in European finding E5:
European finding E5: The majority of the European student teachers felt that their
national identity was more important than their European identity
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For the majority, nationality is fundamental in determining identity. There are,
however, national variations in this question, as there were in many of the other issues
probed in the research, and discussed in the previous section. What is most striking is
the degree of national identity expressedby student teachersin Portugal and the
Netherlands, and the relative lack of national identity expressedby the German
student teachers. The fact that the Portuguese student teacherswere so
overwhelmingly supportive of their national identity is surprising in view of their
positive attitude towards European integration expressedin section two of the
questionnaire, discussed earlier in this chapter. On the other hand, since Portugal is
still a relatively recent member of the EU, it is possible that the student teachershave
not yet had the time or opportunity to consider the issue of European identity. More
difficult to understand is the high level of support by the Dutch student teachersfor
their national identity, which contradicts previous research findings concerning
attitudes to Europe (CRMLE, 1997) and the popular conception of the Dutch being at
the heart of a federal Europe. The finding is consistent, however, with the fact that the
Dutch had the lowest composite mean score for the three quantitative sections of the
questionnaire, and were the least positive about Europe of all six countries, as
discussed earlier in this chapter. The German student teacherswere divided in their
felt
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question: only
a national
Interestingly, 43% did not answer the question as it was set, but gave alternative
answers, such as `both German and European', `citizen of the world' or simply
`human being'. Part of the reason for this dichotomy must lie in the devastation and
outcomes of the first and second world wars, which have causedthe German nation
much soul-searching on the subject of strong nationalist tendencies.Furthermore,
being one of the founder members of the EU, and more recently, having to cope with
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the reunification of their country post 1989, it is likely that the German student
teachers have had to examine the question of identity more frequently and more
seriously than some of their other European peers. European finding E7 demonstrates,
therefore, that the notion of European identity is not yet a predominant one, and is
certainly not yet embedded in the consciousnessof a cross-section of European
citizens.

The issue of identity is compounded by the fact that there was no common
understanding amongst the student teachersin the European survey as to the meaning
of the term `European identity', as revealed in European finding E8:
European finding E8: There was some agreement about the nature of European
identity, but a wide range of views was expressed

Analysis of the European qualitative data pertaining to identity revealed that some
student teachers were attempting to make senseof the term, as there was some
in
identity
European
defining
For
to
the
term
consensusas what
meant.
example,
terms of culture and way of life, whether it be in understanding a common cultural
background, or in recognition of cultural diversity in Europe, was found to be
important for some student teachers.For others, European identity was expressedin
terms of integration, such as the senseof community or sharedpolicies in a range of
areas. Other interpretations of European identity included the opportunities to travel,
work and spend leisure time freely in Europe, the ability to communicate in more than
just one's mother tongue and the kinds of attitudes and personal qualities one would
look for in European citizens. However, there were many more individual
interpretations, and these, together with the large number of student teacherswho did
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not attempt to answer the question, all reveal their lack of conceptual clarity
surrounding the term `European identity'. This is also demonstratedin the literature.

One of the main aims of the European survey was to examine the macro-system of
Bronfenbrenner's Ecology of Human Development. As described earlier in chapter
three, the macro-system brings together common, overarching patterns of
interconnected systems and deals in ideologies, belief systems and values. I have
interpreted the macro-system as the European Union for the purposes of this research,
and aimed to evaluate the successor otherwise of the EU in establishing a set of
shared values and belief systems. The current research findings indicate only partial
successin this area with respect to the cohort of student teacherswhose views and
attitudes are represented.The findings represent consistent patterns of similarity
within cultures or member states,but also consistent patterns of differentiation
between them. The EU, in seeking to impose laws and policies across its different
member states,has the power to affect the well-being and quality of life of European
citizens by determining the conditions of their lives. However, in the absenceof a
commonly understood and shared set of beliefs and values, the effects may not be felt
by the individuals in the micro- and meso-systemsto the extent of encouraging
in
findings
this
feeling
identity.
According
the
to
to
of
research,
allegiance a shared
of
Bronfenbrenner's terms, the environmental events in the macro-system (EU) are not
having such a profound influence on the behaviour and development of individuals in
the immediate setting, as the EU leaders and policy makers would intend there to be.
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Summary

This chapter has discussed the main quantitative and qualitative findings of the oneyear European survey. Additionally, the findings were compared and contrasted with
those of the main four-year UK survey, and any similarities and differences were
identified. Finally, the findings were discussedin the light of Bronfenbrenner's
Ecology of Human Development, to examine the validity of the interpretation of the
macro-system in this research as the EU. The implications for theoretical development
will be discussed in the following, penultimate chapter, together with the political and
philosophical dimensions.
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Chapter Eleven: Theoretical, Political and Philosophical
Dimensions

"Europe is not only a continent, but a world experienced in a particular way. The
common space of Europe therefore is neither homogeneousnor self-evident, but
free
intricate
time
the
an act of a
same
rather an
and rich structure of cultures and at
individual. " [1]

This opening quotation succinctly draws together some of the main themes of this
study: definitions of what Europe actually is, the diversity and richness of cultures in
Europe and individual and personal responsesto Europe, and serves as a useful
introduction to a broad discussion of the issuesraised. The purpose of this chapter,
therefore, is to explore the theoretical, political and philosophical dimensions of the
findings, to examine the original researchquestions in the light of the data, to reflect
on the three main issueswhich have emerged from the empirical study and to develop
a framework of ideas.

In order to do this, the chapter will: 1) explore the extent to which theoretical
understanding has been modified, or developed, as a result of the inquiry. Key
concepts which were defined in chapter one will then be revisited, to 2) examine
development in the conceptualisation that has taken place in the light of the empirical
study. At the time of writing there is ongoing debate in the press concerning the
nature of European integration and the meaning of European (and British) identity. As
there has been a time lapse of nine years since the first data was collected for the
purposes of this study, it is appropriate to 3) locate these discussions in the current
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political climate, in order to understand the context in which the findings are now
situated. Finally, 4) the three main themes to emerge from the empirical data will be
discussed, namely European integration, teacher training policy and the concept of
identity, and their significance for teacher educators, education policy makers and
researcherswill be considered.

1) The development of theoretical understanding

Bronfenbrenner's four-stage model (1979), the Ecology of Human Development,
formed the basis of the theoretical framework of this research,as detailed in earlier
chapters. Although Bronfenbrenner devised his theory specifically in relation to the
development of young children, his four stage analysis (micro-, meso-, exo- and
macro-systems) also provides a useful framework for examining the development of
student teachers in initial training. The dynamic interactions which take place between
the individuals on the training course and significant others (for example, tutors,
mentors and teachers) in the context of the nested structure of environments in which
they live and work are crucial to their development as new teachers.

As detailed earlier in chapter three, I had interpreted Bronfenbrenner's model in the
context of teacher education. His four systems fitted neatly to the four ever-widening
spheresof influence, or environments, applicable to an investigation of student
teacher development in relation to awarenessand understanding of the European
dimension. Bronfenbrenner's micro-, meso-, exo- and macro-systems seemedto
illuminate perfectly the settings in which the student teacher interacts and develops.
Using the European Union as a parallel to the macro-system, and the national UK
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context as the exo-system, enabled an exploration to take place of the extent to which
the student teacher's development could be linked to a heightened awarenessand
understanding of the European dimension. Within the micro-system, where the
student teacher spendsthe majority of his/her time, whole course input on the subject
of the European dimension could be seen as having some influence on students' views
and attitudes. Furthermore, opportunities for discussions with peers and tutors during
method sessionsand tutorials also helped to reinforce the notion of the European
dimension in the minds of the student teachers.

As seen in the analysis of Bronfenbrenner's model in chapter three, within the mesosystem it is the interconnectednessbetween the various micro-systems that is
important for the effective and smooth development of the individual. In the context
of teacher education, the interconnectednessof the settings, namely the partnerships,
communication and understandings that occur between those responsible for the
training in various settings, enables the student teacher to develop. If there is mutual
understanding of, and commitment to the delivery of the European dimension in the
curriculum on the part of tutors in the training institution, and of mentors and other
professionals in schools, then a more coherent approach can be achieved. The
qualitative data from the questionnaires and in-depth interviews revealed that this was
not the case for the majority of trainees, becausethe European dimension was not on
the agenda for mentor inservice training meetings and therefore was not part of the
mentor's role to have such discussions in schools. So although student teachersdid
receive some input on the European dimension in the university-based part of their
training course, this was not complemented by discussions with mentors and guidance
on integrating it into classroom practice during teaching practice. With all the other
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pressureson them to meet government-driven standardsin many crucial areasof

competence(DES, 1992),for example,subjectknowledge,planning,teaching,
classroom management and assessment[2], it is easy for issues such as the European
dimension to be marginalised.

Use of the conceptualisation of Bronfenbrenner's exo-system to serve theoretically as
the national UK context was particularly relevant in this research.Many policy
decisions taken at this level, whether directly concerned with the European dimension
or not, have largely dictated what studentshave covered on their training courses.The
plethora of educational reforms of the last decade,focusing on national concerns of
the secondary and teacher education curricula, has had the effect of squeezing out, or
sidelining, other wider or global issues.There is simply not enough time on a thirtysix week training course to cover in depth some of the more philosophical or
problematic concerns of education for a future European society. They may be
highlighted, but not fully explored. This rather narrow and superficial approach to
issues within the teacher education curriculum is due, in my opinion, to the
government-imposed reforms, prescribing the `what' and the `how' of the curriculum.
There is no longer any room, or time, for teacher educatorsto exercise their
professional choice on curriculum content and method. Perhapsthese wider or global
issues would, in the current model, be better covered within the framework of a
structured, continuing professional development programme.

Bronfenbrenner's macro-system was interpreted as the larger cultural context of the
EU for the purposes of this research, and policy documentation and guidelines were
examined in order to analyse what influence it had, if any, on the training of

316

secondary teachers in the UK, as outlined earlier in chapter two. Questionnaires
administered to successivecohorts of student teachersprobed their views on key
European issues. The quantitative data, examined in chapter five, revealed that there
was a considerable shift in attitudes to various aspectsof the European dimension
during the training course, and these will be discussed in more detail later in this
chapter.

However, although as a theoretical model Bronfenbrenner's ecology of human
development worked well as an initial framework for this research,an analysis of the
data has revealed the need to revisit it, in order to extend and develop it further. The
linear development and organic growth implicit in Bronfenbrenner's nested structures
does not sufficiently reflect the dynamic of multi-directional interactions within and
between the systems revealed by the data collected in this study. The current situation
interactions
the
which
the
requires a model which reflects
enormous complexity of
take place between all those involved in teacher education, in a variety of directions,
and which also includes the concept of change over time. Movement within and
between the levels can take place in both directions, outward and inward, so that
intense pressure in the exo-system might affect the macro-system, and vice versa.
Movement is not a gradual process between one system and the next; rather it can
have
between
in
levels,
happening
the
a
that
might
switch
macro-system
something
so
direct effect on the student teacher in the micro-system. Diagrammatically, the revised
theoretical model I propose might appear as illustrated in figure 11.1, on the following
page:
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Figure 1 1.1

Theoretical refinement of Bronfenbrenner's Ecology of Human Development,
showing the overlapping and interconnected systems

Key:
Bronfenbrenner's

nested environments

Micro-level, in which the teacher develops
Meso-level,

the interconnected

situations in which

the student teacher develops
Exo-level,

the national (UK) context

Macro level, the European Union context

and interpretations

Within the Meso-level:
1. Autumn Tenn Teaching Experience School
2. Teaching Practice School

3. Tutor Group
4. Subject Method Group
5. Educational/Professional

Studies Group

Passageof time, duration of the PGCF course (36 weeks):
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In the light of the research findings, an extension to Bronfenbrenner's original model
is therefore proposed to incorporate the dimension of time, and two-way movement
between the levels, to reflect the complexity of interactions that student teachersare
involved in and the current pace of social change. [3] The refining of
Bronfenbrenner's theoretical model is highly relevant to the connection that is
proposed between the four nested environments and the system of teacher education
in Britain and the EU. For me, this is particularly useful becauseit problematises the
issue of time, which is a crucial consideration in the development of student teachers.
In this critical analysis of Bronfenbrenner's model, it is proposed that the notion of
"development over time" be added to the paradigm, which will be of crucial
importance within the micro- and meso-levels, as student teacherschange and develop
professionally. Concurrently, changesare taking place in the wider societies and
communities (exo- and macro-levels) in which the student teachersare training, and

thesedetermine,to a greateror lesserextent,the natureof the interrelationsthat take
placewithin the micro- andmeso-levels.

Bronfenbrenner is himself aware that his theoretical paradigm is evolving, and his
most recent formulation of the model does indeed introduce the notion of time
(Bronfenbrenner, 1995). He now defines his approach as bioecological, involving the
interplay between the characteristics of the person and the social context in affecting
developmental processesover time (Moen, 1995). The model is referred to as a
processperson-context-time (PPCT) model, and is based on two propositions:
"Proposition 1
Human development takesplace through processes of progressively more complex
...
reciprocal interaction between an active... human organism and the persons... in its
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immediate environment. To be effective, the interaction must occur on a fairly regular
basis over extendedperiods of time. Such enduring forms of interaction in the
immediate environment are referred to as proximal processes.
Proposition 2
Theform, power, content, and direction of the proximal processes effecting
development vary systematically as a joint function of the biopsychological
characteristics of the developing person; of the environment, both immediate and
more remote, in which the processes are taking place; and the nature of the
developmental outcomes under consideration" (Bronfenbrenner, 1995).
Thus the concept of time is brought into the paradigm in Proposition 1 and its
importance is recognised, both within and across the nested structures comprising the
environment. Proposition 2 highlights the interplay between the proximal processes,
the characteristics of the individual, the immediate and distant environment and the
nature of the developmental outcomes.

Bronfenbrenner's reconception of his Ecology of Human Development paradigm into
the PPCT model is highly significant, in retrospect, for my research.Examples of
proximal processes,namely recurring interactions over time, from the PGCE course at
the University of Nottingham would be the Record of Professional Development
(ROPD) tutorials that take place between the student teacher and his/her tutor at
regular intervals over the course of the training year. These chart the professional and
personal development of the student teacher in terms of his/her strengths and
weaknesses,and result in realistic and short-term targets being set, to allow the
student teacher to work on their areasfor development. The tutor monitors the targets
at intervals, with the student teacher having to produce evidence of progress made.
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During the course of the training year, the student teacher gains a deeper
understanding of the processesthat are taking place, whilst having concrete evidence,
in the ROPD file, that s/he has made progress. The nature of the discussions between
tutor and student teacher also become more complex and reflective. Further examples
of proximal processeson the PGCE course are the weekly meetings that take place
during the teaching practice placement between the student teacher and his/her
mentor, to review progress and set targets, and the ongoing discussions which take
place between student teachers in their peer groups, either formally within the timetabled seminars and workshops, or in more informal settings.

In Proposition 2, Bronfenbrenner postulates that the `... content and direction of the
proximal processes...vary systematically as a joint function' of three variables - the
individual, the environment and the developmental outcomes. This study did not
explore in any great depth the biopsychological characteristics of the student teachers.
However, the immediate and remote environments were under scrutiny, and the fact
that the European dimension was not an important issue for the content of the
proximal processeswill certainly have had an effect on the developmental outcomes,
namely the student teachers' awarenessof and commitment to European issues.The
changes in attitude revealed through the statistical data in chapter five were not due to
the student teachershaving been able to consider and reflect upon in any great depth
the European dimension as a part of the proximal processesthey had experienced.

Bronfenbrenner himself statesthat "the models I am proposing are indeed as yet
`untried"' (1995, p. 620). Further researchis therefore called for in order to apply the
new paradigm and to test out hypotheses,although I believe that the unique
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application of his theory in this study has provided a useful and innovative
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2) Developing key concepts

It is apposite now, in the light of the research findings, to revisit the key concepts of
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a) European co-operation

In chapter one, I defined European co-operation as follows:

"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

foster
in
to
spheres,
order
and cultural
mutual awareness and

understanding. " (Convery, 2001)

The results of this study do not indicate that a substantial change to the original
definition of European co-operation is necessary.The majority of student teachers,
both in the UK and other European countries were overwhelmingly in favour of cooperation, and in their answersto the qualitative sections of the questionnaires
provided examples of co-operative projects and ways of working which would be of
enormous benefit to pupils in schools. The qualitative data from the in-depth
interviews did not raise any new issueson the subject of European co-operation, but
served to substantiate the original definition. However, further reflection has led to the
need for a slight rewording and tightening of the original definition, to include the
notion of sovereignty, the breadth of issuestackled and the outcomes. Brigid Laffan
(1992) describes co-operation as follows:
"Intergovernmental co-operation occurs within clearly defined limits and is
controlled by the member states. In other words, organisations characterised by
intergovernmental co-operation are not intended to impinge greatly on national
sovereignty. Organisations designed to promote intergovernmental co-operation do
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"
independent
the
states
not create a centre of power and authority
of
participating
(p3).
For example, organisations characterisedby co-operation are the Council of Europe,
the North Atlantic Treaty Organisation (NATO), the European Free Trade
Association (EFTA) and the Organisation for Economic Co-operation and
Development (OECD), amongst many others. The work of the Council of Europe
`promotes intergovernmental co-operation by means of conventions and standing
conferences' and `includes the following policy areas:human rights, social policy and
legal matters, mass media, education and culture, conservation and the environment,
and youth affairs' (ibid. pp 44-45). As a result of the empirical findings and further
reading, a new conceptual understanding of the term `European co-operation' would
be:

"European co-operation refers to Britain retaining full sovereignty, and working
alongside other countries in Europe on an equal basis to takejoint decisions, in a
wide range of socio political and cultural spheres, in order to foster mutual
awareness, understanding and common practices. " (Convert', 2001)

Although there is now a substantial history of co-operation between countries and
interest groups in Europe, for real progress to be made in European rapprochement,
co-operation must lead to the overlapping theme of integration.

b) European integration
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The initial definition of European integration that I offered in chapter one was as
follows:

"European integration refers to Britain accepting decisions made at a supranational, political level by a greater European communal authority, in matters of
specific legislation, where Europe sets the agendafor change and where the needsof
the community as a whole are placed before national interests. " (Convery, 2001)

According to the quantitative data, the student teacherswere much less supportive of
the notion of European integration than they were of European co-operation.
Furthermore, the successiveBritish cohorts became markedly less supportive during
the course of their training year, which was a surprising finding. The general lack of
support for integration is possibly due, in part at least, to the largely negative
reporting in the press and media of matters European. Specifically, the thorny issue of
the status of national sovereignty could also have influenced the views of the student
teachers, who were perhaps not ready to place community needsbefore national
interests. Qualitative evidence from the in-depth interviews did not raise any major
new issues concerning European integration, but revealed mixed opinions and
understandings of the concept.

As in the caseof European co-operation, further reading has led to the need to
consider the issue of loss of sovereignty:
"When states engage in integration, they cede somepart of their individual
sovereignty in favour of its joint exercise with other states " (Laffan op.cit. 1992 p. 3).
Haas (1971) points out one of the benefits to be gained from such a loss:
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"... states cease to be wholly sovereign, they voluntarily mingle, merge, and mix
...
with their neighbours so as to lose thefactual attributes of sovereignty while
acquiring new techniquesfor resolving conflict between themselves" (p. 6).
Several writers point to the main arenasfor the development of integration as being
economic, political and social (Close, 1995; Laffan, 1992; Wilson and van der
Dussen, 1995), and this should also be made explicit in a reformulated definition. A
new conceptual understanding of the term `European integration', based on evidence
from the data and further reading, would therefore be:

"European integration refers to Britain ceding sovereignty in some areas and
accepting decisions made at a supra-national, political level by a greater European
communal authority, in matters of specific economic, political and social legislation,
where Europe sets the agendafor change and where the needsof the community as a
whole are placed before national interests. " (Convery, 2001)

Much of the literature about Europe focuses on co-operation and integration
processes.There is a relative paucity of writing specifically on the European
dimension in education.

c) The European dimension in education

In chapter one it was acknowledged that the term European dimension was one that
the research sought to elucidate, and one of the original research questions was
framed thus:
Research question 4: `What is meant by the term 'European dimension'? '
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The following, initial definition was one that I formulated, based on my previous
research, teaching experiences and extensive reading:

"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 enables them to be aware of the rights and opportunities
available, whilst at the same time it encouragespositive attitudes to people in the
wider continent of Europe and the rest of the world. " (Convery, 2001)

The student teacherswere overwhelmingly positive in their support of the European
dimension in the curriculum, as evidenced by the quantitative data from the
questionnaires reported earlier in chapter five. However, they did not have sight of the
definition quoted above when they completed the questionnaires and it is the
qualitative data, from the in-depth interviews, reported in chapter seven, which
provides a clearer picture of the different ways in which they understood the term
`European dimension'. Their responsesto the question 'What do you understand by
the term `European dimension'? ' were varied and centred round the categories of
geography and spatial awareness,the curriculum, citizenship and identity. The
original definition included elements of geography and spatial awareness(wider
continent of Europe, the rest of the world), the curriculum (knowledge, skills and
understanding) and citizenship in general terms (rights and opportunities, positive
attitudes to people), but did not make specific reference to EU citizenship or identity.
Since several student teachers,from both the UK and other European cohorts,
mentioned aspectsof EU citizenship and identity in the in-depth interviews, a revised
definition of the European dimension has been formulated to include them:
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"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 enables them to be aware of the rights and opportunities
available to them as citizens of the European Union. At the same time, it encourages
the development of a sense of identity and theformation of positive attitudes to people
in the wider continent of Europe and the rest of the world. " (Convery, 2001)

The theme of citizenship is being introduced into the National Curriculum for
England and Wales from September 2002. It will be interesting to note whether
European citizenship plays a significant part in this, or whether it will be sidelined in
favour of a more national focus. [4]

Having discussed theoretical and conceptual issues,this chapter now moves on to a
discussion of the current political climate, as a context in which to examine the main

Europeanthemesemergingfrom the research.

3) Current Political Climate

In the five years since the completion of the empirical research for this thesis, there
have been major developments in Europe: a war in Bosnia, ethnic cleansing in the
Balkans, the rise of neo-Nazism in Germany, the incidence of an increasing number
of homeless and statelesspeople, a rise in the number of immigrants and the
emergenceof new states, following the break-down of old political orders. Issues of
identity, citizenship and borders have never been so confused. However, before
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discussing the major implications for the European themes raised by this research, it is
important to locate the analysis and development of Bronfenbrenner's theoretical
model within the political dimension of 2001, at the turn of the millennium, and set
the discussion in the broader political context. Bronfenbrenner's, fourth or macrolevel, deals with values and ideologies in the larger cultural context, and was
interpreted for the purposes of this research as the European Union, to provide a
theoretical vehicle to encapsulatethe political and ideological dimensions of the
study, as detailed in chapter three. It is important to consider the extent to which the
European Union exerts pressure on national governments and influences policy and
practice within the member states. Similarly, it is possible for the governments of
member states to exert pressure on the European Union and for legislation to be
altered or amended accordingly.

There is ongoing debate in the British press, and throughout Europe, concerning the
for
European
integration
draw
heavily
identity.
I
this
this
nature of
on
reporting
and
chapter, to capture the timeliness of the issues and also to off-set the relative absence
of current literature in the field. The Guardian, for example, has a web site dedicated
to European integration [5], which indicates the importance of the issue. Regular
articles by Guardian feature writers and commentators, stereo-typically considered to
be representatives of a middle-class, liberal press, promote the positive aspectsof
further European integration, and the advantagesto be gained by Britain continuing as
a member of the EU. [6] This contrasts strongly with the ongoing debate in the Daily
Telegraph, which takes an anti-European stance, and whose pages frequently contain
invective calling for Britain's withdrawal from the EU and a strengthening of the
nature of British, or English, identity. [7]
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Issues of Europeanism rise and flow on the political agenda,but for the general
election of 2001, they again appear on political platforms to discredit or endorse
current political thinking. For example, Tony Blair was recently forced to define the
date of the promised referendum on whether Britain should join the euro or not.
Furthermore, addressingthe Tory spring conference in Harrogate on 4 March 2001,
William Hague made a controversial speech,drawing the attention of the right wing
of the Conservative Party to a possible future scenario under a secondterm of Labour
Government:
"Let me take you on a journey to a foreign land to Britain after a second term of
Tony Blair". Clearly, there was more than a hint of xenophobia expressedas he
continued, "The Royal Mint melting down pound coins as the euro notes start to
circulate. Our currency goneforever. The chancellor returning from Brussels
carrying instructions to raise taxes still further. " [8j Michael Heseltine, the former
Conservative deputy prime minister, was led to disagree:
"Does anyone seriously think that France is a foreign 'country? Or that Germany is
a foreign 'country? " [9]
I would argue that the word `foreign' is not one that has significance for the world in
the twenty-first century. With the populations of so many countries being composed
of citizens from many different backgrounds, `foreign' can be a loaded word which
has connotations. Even amongst the Tory backbenchers,one notes the conflicting
views of what constitutes a foreign power and what constitutes British identity.

With a huge diversity of backgrounds and notions of citizenship and identity in
Europe, the concept of `foreign', or a foreign country sits uncomfortably, since the
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popular press, and sections of the British community, can employ the term with
negative connotations. As we search for new language to better convey diversity,
complexity and the relationship of one country to another, incorporating shifting
notions of political correctness,we have to rely on the lexical corpus available,
however inadequate. I find the word `foreign' unacceptablefor the purposesof this
discussion, and indeed for future good educational practice, and prefer to use
overseas, continental, European or some other term. Language is not neutral, [10] and
we need to find alternative terminology to better articulate our position, both
professionally and personally.

4) Major implications for European themes

Having considered the political climate in the UK and Europe at the beginning of the
twenty-first century, the three main European themes which emerged from the
empirical data will now be discussed, in relation to the original researchquestions
posed in chapter one. The three themes are European integration, teacher training
policy and European identity and table 11.2, on p. 330, shows the inter-relationship
between the themes, key concepts and definitions and the researchquestions.
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i) European integration

The first main theme, European integration, has been shown by the findings to be a
controversial issue and, in my opinion, it is clear that there has been a lack of
discussion in the media, and by the British government, concerning the positive
aspectsof further European integration for Britain. Furthermore, negative aspectsof
perceived loss of sovereignty have dominated the debate.This may have contributed
to the formation of the student teachers' views on Europe, as revealed in this research.
It is now apposite to return to the researchquestions which were posed at the
beginning of the thesis.

Research question 1: 'What are the attitudes of student teachers to Europe? '
The study has indeed revealed a wealth of information in this respect, as analysed in
chapter five. Data have revealed that the UK student teachersare positive about
European co-operation, and even more so about education issues to do with Europe,
namely, having a European dimension in the curriculum. The study also revealed that
they were less positive about European integration, and this can be understood in that
it requires a greater amount of commitment, indeed, a leap of faith in a relatively
untried and untested arena. Interestingly, the results for the European student teachers
but
British
that
their
they shared the attitudes and opinions of
counterparts,
revealed
that they were more positive in their expression of them.

Research question 2: 'Do student teachers' attitudes to Europe change during the
course of the training year? '
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This was answered with an overwhelming `yes'! Significant changesin their views
between the beginning and end of their training have been revealed by the quantitative
data, and not always in ways which might have been anticipated. The philosophy
underpinning the PGCE course at the University of Nottingham is basedupon a belief
in equal opportunities and a multicultural approach to education. Great importance
has always been placed on values and attitudes, demonstrable in the course
documentation (see PGCE Student Handbook), and in the general ethos of the course,
as stated in the aims and objectives. It would have been reasonable,therefore, to
hypothesise that student teacherswould develop more positive attitudes to aspects
such as European co-operation, integration and the role of the European dimension in
the curriculum. However, although quantitative data did reveal such a change in terms
of European co-operation and the role of the European dimension in education, the
hypothesis was not sustained on the question of European integration. There would
appear to be a tension between the student teachers' overwhelming approval of the
idea of Britain working and co-operating with other European countries, whilst
retaining national decision-making powers, and their reluctance to cede a certain
amount of sovereignty, or state autonomy, for the greater good of the wider
community in Europe. [I I]

This apparent lack of commitment on the part of the student teachersin this study to
European integration may have serious implications for the further development of
the European ideal. The student teachersin this study showed themselves suspicious
of moves to relieve Britain of her ability to legislate nationally and to cede elements
of her sovereignty. If the new entrants to the profession, as people responsible for the
education of future generations, are not supportive of the kind of changesnecessary
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on a political level to achieve a more integrated European Union, then the goal will
take longer to reach. The messagefor politicians, both national and European, is clear:
change is best brought about through education, inspired by grass-roots initiatives and
implemented with enthusiasmby ordinary members of the public, rather than the topdown legislation in terms of economic, social, monetary and other reforms imposed
by politicians. This is certainly borne out by the quantitative and qualitative data
generated in this study, which shows that all the student teachers,both UK and
European, were most positive in their responsesto the issues surrounding the
European dimension in education.

ii) Teacher Training Policy

The second main theme to emerge from the data was that of teacher training policy. A
number of the original research questions outlined in chapter one relate specifically to
teacher training policy and the role of the European dimension within the teacher
for
implications
it
is
important
here
the
to
policy
education curriculum, and
consider
and practice for both teachers and teacher educators.

Research question 3: `Doesthe initial training of teachers include preparation for
teaching about Europe? '

This question was answerableby a close examination of governmental requirements
for the training of teachersand the documentation of the University of Nottingham
PGCE course. In both casesthere has been a diminution of what might be defined as a
European dimension. When I first began working full-time in teacher education in
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April 1991, the government requirement, outlined in the Department of Education and
Science Circular 24/89, was for the European dimension to be included in the teacher
education curriculum, as one of a number of cross-curricular themes. [ 12] However,
three years later this explicit inclusion was removed with the publication of Circular
9/92, which introduced the competence-basedapproach to teacher education. An
oblique reference, under the heading of `Further Professional Development', to
student teachershaving to acquire "an awarenessof individual differences, including
dimensions" is the only competencewhere a tenuous interpretation of the
cultural
...
European dimension could be made. [13] This Circular was supersededin 1998 by
Circular 4/98, which introduced the Standardsfor the Award of Qualified Teacher
Status. These Standardsplace great emphasison the breadth and depth of subject
knowledge by the student teachers,together with competencein planning, teaching,
class management, assessmentand other professional requirements. There is,
however, no mention at all of the European dimension, tenuous or otherwise.

In parallel with the developments in teacher education policy, the full impact of the
introduction of the National Curriculum in England and Wales in 1987, and its
assessmentrequirements, has meant that the cross-curricular dimensions and themes,
where the European dimension was originally located, were quickly dropped. [ 14]
The main emphasis in schools was on the delivery of the statutory core and
foundation subjects, with non-statutory issues squeezedout through lack of time and
resources. Who, then, can be expected to take the initiative, since
"Without the requirement to include it for purposes of assessmentor for
OFSTED inspection, many teachers may not see it as a priority"? (Convery et
al, 1997, p. 91).
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It is of great concern that in the spaceof ten years, at a time when political, economic
and social integration in Europe is proceeding at an ever increasing pace and
complexity, the equivalent structures for locating education within the integration
process have apparently disappearedfrom the British education system. It is as if
educational planners and policy makers are ignoring the developments taking place
(or are even ignorant of them) in other areasof society, and indeed of Europe. Despite
the explicit guidelines issued by the EU Council of Ministers, referred to in chapter
two, regarding the inclusion of the European dimension in the curriculum, these have
at best had lip service paid to them and at worst, been largely ignored by British
policy makers. I would argue, therefore, that educational policy and curriculum
development as presently constructed appearsto be conceived in an isolationist
vacuum and perpetuates ethno- and Brito-centrism. [15]

Research question 5: 'Should the teacher education curriculum include a European
dimension? '

In terms of education, there was overwhelming approval acrossboth cohorts of
student teachers,UK and European, for all the aspectsof the European dimension
highlighted in the questionnaire, as detailed in chapters five and nine. There was
strong agreement that the curriculum should be permeatedby European awareness
and that this should include elements of the history, geography and cultural
background of other European countries. Secondly, the learning of a European foreign
language was also considered as an important skill. For the UK students, this is in
direct contrast to government policy, where there is currently no statutory provision
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for the learning of a foreign language during the primary phase, and where pressureis
being applied to remove foreign languagesfrom the core curriculum at key stage four.
[16] Meanwhile, our close European neighbours, the French, have introduced
legislation for 2002 to give all children the opportunity to learn a foreign language
from the last year of nursery school, and making the study of a second foreign
language compulsory at the beginning of the secondary phase. [ 17] This example of
very different national policy in the field of education from two member statesof the
European Union is illustrative of one area which would benefit from a more coherent
and central approach. When Jean Monnet remarked that he wished he had `started
with education', referred to earlier in chapter one, his hindsight was remarkable. The
empirical research of this thesis clearly shows the importance placed on change
through educational intervention by student teachers,and this is an important message
for national and supra-national policy makers and decision takers.

The third and final element of the European dimension in the curriculum which was
probed in the questionnaire was the opportunity for movement between countries in
Europe. Again, support for the proposal that all pupils should have the opportunity to
visit another European country was overwhelming, as was the suggestion that all
students in higher education should have the opportunity to study for part of their
course in another European country. There was unanimous agreementamongst the
student teachersover the benefits of travelling and studying abroad, in terms of
increasing tolerance and understanding of others and gaining insight into different
cultures. This result was confirmed by the analysis carried out according to the
variables of the number of countries visited in Europe and the number of foreign
languagesspoken. The student teacherswho had travelled a great deal and those who
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spoke the most foreign languageswere the ones who were the most open to European
integration, which indicates a certain feeling of easein other settings, or perhaps a
EU
findings
implications
The
that
the
the
are
stronger senseof self.
of my study
of
Ministers of Education could be more proactive in opening up the opportunities for
young people to cross borders. For example, they could initiate a programme of
exchange visits open to all pupils in secondary education, together with a programme
of study visits for all higher education students.Although such arrangementsdo exist
under the current Socratesand Erasmus programmes, the number of young people
benefiting from them is limited, becauseof the limited amount of financial support, in
the form of grants, available. In financial terms, the cost of such an ambitious
On
be
initiated
it
be
to
enormous.
programme, were
on a pan-European scale, would
the other hand, what would be the alternate scenario for Europe in the twenty-first
century? Aspects of human nature which education may rightly wish to challenge are,
for example: continuing racist behaviour towards, and suspicion of immigrants;
behaviour
drunken
loutish
international
football
and
outbreaks of violence at
matches;
of young people when holidaying abroad for the first time. If the vision of a fullyintegrated Europe is to become a reality, then the kind of programmes being
suggestedhere are a necessity, and must attract high levels of funding and
sponsorship from multi-national companies.

In order to keep pace with a developing federal structure in Europe, there ought at
least to be measureswithin the education system aimed at ensuring that the decisionmakers of the twenty-first century are equipped with the means to cope with change
and complexity. All young people need to understand their rights and responsibilities
The
Europe.
including
in
live
in
different
they
as citizens the
and work,
spheres which
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young people interviewed in the CRMLE survey (Convery et al, 1997) were emphatic
in their desire to be better informed about the European dimension, and that they
wanted schools to be able to help them understand the confusing and often
contradictory messagesreceived from the media. The quantitative data from the
questionnaires in this research showed overwhelming support for the inclusion of a
European dimension in the curriculum on the part of student teachersfrom all subject
areasover a period of four years. If future teachersthink that pupils should learn
about Europe in schools, it then follows that student teachersneed to be prepared
during their training course to teach about the European dimension.

Research question 6: `What would be an effective way of delivering a European
dimension in a teacher education course? '

The model being used in the University of Nottingham PGCE course when I first
became involved was the `bolt on' one, where students were introduced to the concept
in the final three week Short Coursesphase of the course, This was neither a useful
nor a helpful model, and the negative reactions to it, described in chapter one, were a
large part of the stimulus for the empirical researchof this thesis. The next model
used was a more integrated one, where the European dimension was covered together
with citizenship, as part of the Professional Studies strand of the course during the
first term. Student teachersattended a workshop led by three lecturers, during which
they not only received information about citizenship, including European citizenship,
but also a whole range of ideas for tasks and activities designed to help raise
awarenessabout the topic. They then had to plan and deliver their own seminar to a
group of peers on the same topic. This was a more successful model, and together
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with a yearly programme of visiting Erasmus students and lecturers, helped to make

the Europeandimensionissuemore firmly embeddedin the course,andthusless
controversial.

Since 1998, there has also been the opportunity for student teachersto take part in a
Socrates-funded Intensive Programme, entitled "Educating for European Citizenship
in the 21stCentury". This has involved a ten day course in Leipzig (1998), Vienna
(1999) and Groningen (2000), attended by student teachersfrom partner teacher
training institutions in Nottingham, Leipzig, Vienna, Groningen, Lisbon and Angers.
In an attempt to widen the remit of the group, and to include participants from Eastern
Europe, two student teachers from Hungary joined the group in 1999, and in 2000
similarly, two student teachersfrom Macedonia participated. These are the kinds of
initiatives which I feel do contribute to the development of greater awarenessof the
European dimension, to knowledge of our similarities and differences and to the
removal of barriers. Such developments can only work towards a more integrated
European community and may contribute towards the development of more positive
attitudes to Europe.

Research question 7: `Doesthe inclusion of a European dimension in the initial
teacher education curriculum help to change attitudes to Europe? '

This is a very difficult question to answer with conclusive evidence. As discussed
earlier in chapter two, we cannot assumea causal link between attitudes and
behaviour. Allowing student teachers to experience a European dimension during
their training course does not necessarily mean they will become more favourably
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inclined towards it. It is one factor amongst many possibilities. Although attitudes are
acquired or learnt, and have a fixed quality about them, they can be subject to change.
However, a person's ability to resist attempts to change attitudes is considerable
(Reich and Adcock, 1976). Consequently, any answer must be qualified, and the
evidence from the data should be interpreted with this fact in mind.

Although the vast majority of student teachers(92%) replied that they had had the
opportunity to consider the European dimension during the course of their initial
training, only 46% were confident that they understood the position of the European
dimension within the National Curriculum. Thus the exposure to the European
dimension did not automatically result in understanding on the part of the student
teachers. If they did not understand certain aspects,it is unlikely that they would feel
positive about them. During the in-depth interviews, reported in chapter seven,
question nine (see Appendix L) probed whether the student teachersbelieved that
their attitudes to the European dimension had changed during the course of the PGCE
felt
had
implying
The
from
definite
`no',
they
that
originally
year.
answers ranged
a
negatively about it, and still did, to an emphatic `no' becausethey had already
experienced it prior to coming on the course: "No. I always havefor a long time felt
quite European. " Some students felt they had changed their attitudes, and were
strongly negative: "Yeah. Mine have a lot. Before I started this course, I must say 1
thought Europe would be one big happyfamily, but personally I just don't think it's
physically possible. " Other students felt that they had become more positive about the
European dimension: `I think that thinking about it as a European dimension has
changedfor me. I've not really considered it as an area of education before, to be
honest... ". In summary, the answers to question nine were varied, with no clear
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pattern emerging from the responses,and with students revealing differing levels of
understanding of the issue.

The relationship between values, attitudes and behaviour is complex, and although we
cannot be certain, there is an underlying belief that by trying to change attitudes we
are ultimately focusing on behaviour (Reich and Adcock, 1976). For the purposes of
this study, behaviour is interpreted as what the student teacher does, or intends to do,
in the classroom. Two of the questions on the post-course questionnaire asked student
teachers about their present and future behaviour. 46% said they had included aspects
of the European dimension in their teaching during teaching practice, whereas 94%
stated that they intended to include aspectsof the European dimension in their future
teaching, either occasionally (60%) or as a regular feature (34%). It may be that a
European dimension in an initial teacher education course contributes to more
positive attitudes to Europe, but the evidence is not conclusive, and there are a range
of other factors which may well have influenced the process, and be equally, if not
more, important.

iii) European Identity

The question of identity is one which is currently generating debate in the press, and
one which causesconflicting discourses among academicsand researchersalike, as
demonstrated earlier in chapter two. The questions posed in the press generally ask
what exactly European identity is, and how it is defined? This has led to a discussion
in the press and the media on the issue of British identity. Tabloid journalists tend to
focus on the perceived loss of British identity, under the threat of domination by
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Brussels, and to use headlines such as, "Up yours, Delors! " [18], in order to stir
emotions and feelings of fear and anger. Questions surrounding the definition of
British, or more precisely, English identity have been raised, in an attempt to justify
the right to say `I'm British' or `I'm English', but the resulting articles have
concluded that it is almost impossible to find a definition that would apply to
everyone. [ 19] These were some of the issues that the researchquestion on European
identity hoped to probe.

Research question 8: Is there such a concept as "European identity"? '

At the end of the data gathering period, in July 1997, student teacherswere asked
whether they felt European rather than British, as part of the post-course questionnaire
(see Appendix E). Student teachersin Austria, France, Germany, the Netherlands and
Portugal were also asked whether they felt European or their national identity in 1997
(see Appendices G-K). The results, reported in chapter nine, showed that, with the
exception of Germany, the majority of student teachersfelt more their national
identity than European. However, the fact that there were significant numbers who
felt primarily European (40% of Austrian student teachersin the survey, for example)
means that the research question under discussion can be answeredaffirmatively,
since a significant number of respondentsrecognised it as a meaningful concept.
Defining what it meant to be European was more problematic. The views of the
student teachers on this issue were reported earlier in chapter nine.
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Reflections on the issue of European identity

In the political and social reality of twenty-first century Britain, and indeed Europe,
where the population is composed of people from many different ethnic groups and
backgrounds, I would question whether it is any longer appropriate to have a national
identity as one's primary source of identity? History has demonstratedthe dangersof
strong nationalist identities during the nineteenth and twentieth centuries, leading to
has
(1991)
human
Habermas
stated
on
conflict and
unprecedentedscales.
suffering
that the creation of a European state, similar to the earlier nation states, is not
desirable:
"our task

is to develop a new political self-confidence commensuratewith the role
...

of Europe in the world of the twenty-first century" (cited in Wilson and van der
Dussen, 1995, p. 206).
I would suggest that, for a new millennium, a way forward would be for people to
These
identifying
for,
might
other.
with
each
search
or recognise, new ways of
include, amongst others, the notion of European citizenship, given that nationals of
each EU member state were accorded the legal status of European citizens, and
associatedrights, under the Maastricht Treaty of 1992.

The idea of the development of a new kind of European citizenship, capable of
uniting its citizens through its inclusive policies and legislation, is compelling.
Delanty offers a systematic critique of the idea of Europe, and is largely sceptical of:
"whether a European identity (can) emerge as a collective identity capable of
becoming
both
force
challenging
the cohesive
of nationalism and racism without
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transfixed in either consumerism or the official culture of anonymous institutions?
(1995, p. viii). However, he does offer a glimmer of hope, and statesthat:
"A tentative answer is that the idea of Europe can be the normative basis of collective
identity only if it is focused on a new notion of citizenship" (ibid. p. 1) which
`unambivalently accommodate(s)diversity' (ibid. p. 3). In this respect, issues
concerning the rise of neo-nazism, ethnic cleansing and the plight of immigrants must
be dealt with within the framework of a multi-cultural, pluralist European society,
where citizenship is defined by residence, and not by birth or nationality. Thus, "postnational citizenship", as termed by Delanty, involves participation by citizens in the
European democratic polity and the right to cultural autonomy. This has enormous
implications for education and teacher training. In this respect, the British
government's plan to introduce citizenship into the National Curriculum for all pupils
in key stagestwo, three and four from September2002 is to be applauded. It will be
interesting to see how successful the initiative is, and whether it achieves its aims.
Further measureswill also be necessary,taken at a macro-level by the European
Ministers of Education, with any loss of sovereignty that this may entail for individual
member states.

One such measure would involve a common policy for language learning across the
EU. Viviane Reding, the commissioner responsible for education across Europe, said
last year:
"Every citizen of Europe has the right to set himself up in another member state
where he can work and study, but to fully take advantage of this opportunity
knowledge of the host country sforeign language is essential." [20]
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She continued, making an explicit connection between language learning and
European identity:
"By learning a language, any language, we come closer to a foreign culture and
learn to know and appreciate each other and to accept our differences. It is the key to
building a European identity far removedfrom the cliches of intolerance and
racism. "

The idea expressedby the commissioner, above, is borne out by the empirical
research carried out for this thesis. When I analysed the statistical data according to
the variables of the number of foreign languagesspoken and the number of European
countries visited, the students who spoke the most foreign languagesand those who
were the most widely-travelled, were those whose attitudes to Europe were the most
positive. New identities can be formed through travel and speaking other languages.

Academics and researchershave postulated the notion of multiple identities (Grant,
1997, Weiler, 1999), and this would certainly appear to be a way forwards for the
European Union and the desire to foster `... an Ever Closer Union among the Peoples
of Europe' (Treaty of Rome, 1958). Identity is primarily concerned with the need to
belong, and to be a useful member of a group, of different groups. Recognition of
one's place in society comes with maturity and confidence, and the role of education
in enabling individuals to recognise and feel comfortable with personal and social
identities should not be underestimated. In this respect, a concentric circles model for
developing an individual's senseof identity is useful, and to a certain extent matches
Bronfenbrenner's ecology of human development, as illustrated in figure 11.2. Thus a
child could recognise his/her role in the family, nursery environment, playgroup and
other immediate settings, which correspond to Bronfenbrenner's micro and meso
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levels. As the child grows and develops, he or she may take on a role and have
changing roles, and recognise their place, in the local, regional or national
communities, thus corresponding to Bronfenbrenner's exo level. Finally, in my
interpretation of Bronfenbrenner's model, the young person could feel an affiliation
with Europe, thus being part of the macro level, engaging in a broader senseof
geography and one's place in Europe. This exemplifies a point made earlier in this
chapter in the theoretical discourse concerning Bronfenbrenner's reconception of his
bioecological paradigm, the process-person-context-time (PPCT) model.

I am proposing the Bronfenbrenner model as a way of explaining the multiple
possibilities of identity and the reinforcement of my view that it is possible to move
away from national identity as the first, or only, descriptor of self, to one of European
identity. I recognise in proposing this argument that it challenges for many the status
quo, and it may be seen as idealistic and over ambitious. However, we are only at the
very beginning of the European project, the European vision of European integration
and citizenship in human terms, and therefore should not prematurely close down
possibilities of a stronger or closer European identity becauseof adversestatements
by politicians and the press. This concentric circles model suggeststhe idea of
structured layers of identity, but does not fully acknowledge the complexities of the
notion of identity as it is applicable for the twenty-first century. Griffiths (1995), as
detailed earlier in chapter three, has referred to the `web of identity', which is a more
appropriate metaphor for the shifting and changing nature of human identity.

Although therewas only oneoriginal researchquestionto probethe issueof European
identity, it has now become, in my opinion, the most important of the three major
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themes to emerge from the empirical data of this thesis. This is becauseunderstanding
identity is a fundamentally important aspect of education, for the establishment of a
valid self-construct and the reinforcement of self-esteem (Stevens, 1997; Wetherell,
1997). The ability to recognise and be comfortable with one's place in the different
social and political groups to which one has accessis fundamental to being able to
enjoy the rights and responsibilities of citizenship, including European citizenship.
However, questions relating to an individual's senseof identity are problematic, being
suffused with issues of the public and private perceptions of the self. The complexity
of the notion of identity is one which must be tackled through education, and I shall
return to this issue in the final chapter.

Throughout this chapter and dissertation, the focus has been on broad philosophical
concerns pertaining to the European dimension in education - European integration,
teacher training policy and the notion of identity. The thesis is concluded by a more
practically-based perspective on the implementation of policy and practice.

PERSONAL VIGNETTE
I first started this research in September 1992 and I am writing the final chapters
between March 2001 and March 2002. Ten years, and a long journey, with
professional and personal highs and lows along the route. Reflecting on the complex
in
is
the
identities
to
that
the
nature of multiple
one subject
and
proximal processes
rapidly changing world at the beginning of the twenty-first century, has led me to take
a life course perspective on my own roles: lecturer, parent, tutor, colleague, friend,
bread-winner, researcher, amongst others. All are varied, with differing demands,and
have involved steep learning curves at various stages.
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My identity as a researcherhas been slow in developing. It is only now, as I am
reaching the end of this particular researchjourney, that I feel comfortable in
assuming the role of researcher, as I can seethe concrete evidence of what I have
achieved: asking questions; identifying and applying theoretical frameworks;
selecting a methodology; collecting and analysing data; and drawing conclusions. The
developmental processesthrough which I have progressedhave determined my future
developmental course, to paraphraseBronfenbrenner.
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NOTES

1. This quotation was observed outside an exhibition in Prague Castle, August 1996,
and was photographed by John and Rebecca Guest.

2. The Competences for the Training of Secondary Teacherswere introduced by the
DES Circular 9/92, which was supersededby the Standardsfor the Award of
Qualified Teacher Status (DfEE Circular 4/98).

3. To test out the validity of my theory, I contacted Professor Bronfenbrenner myself
by email, at Cornell University, where he is Jacob Gould Schurman Professor
Emeritus of Human Development and Family Studies and of Psychology. At the
time of writing, I am still awaiting his reply.

4.

In the KS3 Programme of Study for Citizenship, pupils should be taught about
the role of the European Union. Interestingly, in the KS4 Programme of Study for
Citizenship (see chapter 1, note 12), Bronfenbrenner's concept of the environment
as a set of nested structures appears,with Europe mentioned as one of the levels in
which pupils can bring about social change.

5. The site can be found at: http://www. ýuirdian. co.uk/eu
It is an interactive site, which allows the visitor to click on each country on a map
of Europe, to find out the country's status with regard to Europe and its attitude to
EU integration.
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6. "A European Magna Carta" by Daniel Cohn-Bendit in the Guardian, Friday 10
November, 2000.

7. "It's not just foreigners who find Britain a foreign land" by Minette Marin in the
Daily Telegraph, Saturday 10 March 2001.

8. Reported in the Guardian on Monday 5 March 2001.

9. Reported in the Guardian on Monday 5 March 2001.

10. See, for example, Fairclough, 1992 and Pennycook, 1994.

11. For more on this theme of European political sovereignty, seeJenkins and Sofos,
1996; La Torre, 1998; Morgan and Tuijnman, 2000; O'Neill, 1996.

12. The Departmentof EducationandScienceCircular 24/89statedthat initial teacher
training courses should develop in student teachersan awarenessof: "the links and
common ground between subjects and (the ability to) incorporate in their teaching
cross-curricular dimensions (eg. equal opportunities, multicultural education and
personal and social education), themes (eg. environmental education, economic
and industrial understanding, health education and the European dimension in
education) and skills (oracy, literacy and numeracy)."
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13. The Department for Education Circular 9/92 on Initial Teacher Training states
that: "Newly qualified teachers should have acquired in initial training the
necessary foundation to develop:
"

An understanding of the school as an institution and its place within the
community (section 2.6.1)

"

An awarenessof individual differences, including social, psychological,
developmental and cultural dimensions (section 2.6.4).

14. See the Education Reform Act, 1987.

15. See, for example, the compulsory sections of the National Curriculum since 1987.

16. The recent Green Paper (February 2002) introduces foreign languagesas an
entitlement in primary schools, whilst at the same time removing the compulsory
study of a foreign language from the 14-16 curriculum.

17.At the endof an article aboutthe shortageof teachersin France,in the Times
Higher Education Supplement, 9 February 2001, JaneMarshall wrote: "Mr Lang
announced last week that all new primary teacherswill have to be competent in
language teaching. The measure is part of a programme that from September
2002, will extend foreign language teaching to all pupils from the last year of
nursery school and will introduce a second compulsory language at the beginning
of secondary education."

18. Front page headline in the Sun, Thursday 1 November 1990.

354

19. For example, "The Battles of Britain" by Gavin Esler, in the Telegraph Magazine,
Saturday 6 May 2000, in which he reveals, "But the biggest surprise for me in
exploring this new Britain of the 21s"century has been the degree to which
ordinary people are concerned that our senseof a common British national
identity is being eroded by forces outside our control" (p. 39).

20. Reported in the Guardian on Tuesday 20 February 2001, at the end of an article
entitled, "UK at bottom of class in foreign languages".
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Chapter Twelve: Conclusion - Implications for Policy and
Practice

The European barometer, as a measureof the views of citizens of the EU, has been
referred to in the previous chapter, and records largely indifferent views towards
European citizenship. In the final chapter of this thesis, it is intended to use the image
of a European barometer to measurewhere we are in our progress towards engaging
with, and embedding the notion of Europeannessin educational policy and practice in
general, and in teacher education in particular. The purpose of this chapter is to draw
together the issuesraised throughout the dissertation and to look at implications for
future policy and practice. In the light of the empirical findings of this research,I
identify a forward-looking agendaby making practical suggestionsfor: 1) education
policy makers at European and national levels; 2) academicsand researchers;3)
teacher educators; and 4) schools. At the beginning of this thesis, the political context
of the study was examined, and we return in this chapter to the issuespertaining to the
current political climate. Finally, an overall vision of where we might be in terms of
the European dimension in education for the next generationsof young Europeans
will be presented.

1. Implications for European educational policy

The main legislation of the European Parliament has to date been concerned with
economic, political and social policy. Education has remained in the domain of
national governments, with the Council of European Ministers of Education only
going so far as to make `recommendations'. It was demonstratedin chapter two how
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national governments assumeddiffering positions in responseto the
recommendations, and followed their own agendapriorities in interpreting them. The
quantitative and qualitative data in this researchshows overwhelming support on the
part of the student teacher participants for the European dimension in education. In
order to implement change through educational intervention, it is recommendedthat
the European Parliament now takes a firm lead and uses its legislative power to
introduce a common educational policy. The policy should cover a number of broad
aspects which would introduce more effectively a European dimension into the
national curricula of member states, such as intercultural studies, foreign language
learning, citizenship and key skills. This over-arching framework would provide
general implementation guidelines, leaving individual member statesthe freedom to
develop and interpret the guidelines according to national and local priorities.

The European dimension should be presentedas a cross-curricular theme, which can
be integrated into the curriculum across all age ranges and in all subjects. The actual
content of the theme need not be specified, as teacherscan use their professional
judgement to decide on appropriate topic areas,many examples of good practice
being already available (Hapgood and Fennes, 1996; Montand and Bordas, 1993;
Shennan, 1991). All schools should be part of a European network and linked with
schools in other European countries, and beyond, thus ensuring an international
dimension and active engagementwith European and other partners. In this way,
Europeanisation is not simply regarded as eurocentric, but is one step in an increasing
globalisation of education (Vander Sande and Windle, 2002). Such partnerships will
encouragedifferent ways of working, and schools can then take part in joint projects
or investigations, sharing materials and exchanging information using, amongst other
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methods, new technologies. Thus first hand material will be readily available, and
more stimulating and motivating for student learners than the traditional textbook.

All young children should begin to learn a first foreign language at the age of seven,
whilst at primary school, and a second foreign language at the age of eleven, as they
begin secondary school, as is already the casein many EU countries. The caseof the
UK lagging behind their European partners in terms of foreign language competence
was referred to in chapter one and has been recently highlighted by the government
Green Paper (February 2002). This introduced an entitlement for primary pupils to
learn a foreign language from 2012, but at the sametime removed the compulsory
nature of foreign language learning from the 14-16 curriculum. [1] The primary
entitlement, although making for encouraging media headlines, does raise the dual
problems of teacher supply and progression from key stage 2 to key stage 3. By
making the study of a foreign language non-compulsory from the age of 14, the
British government has ignored the advice of the Nuffield Languages Inquiry (2000),
which strongly advocated the compulsory study of a foreign language up to the age of
16. SusanBasnett, in a recent article in the Guardian Education, makes the point that
one result of the poor state of language learning in Britain can be a failure to
understand other cultures:
"When you learn another language, you start to have accessto another culture, to
another way of thinking, for languages articulate reality in different ways. If you
never learn another language, you never know how vast the gap can be between
peoples, so you never see the need to start bridging the gap. " (2]
This is a fundamental rationale for compulsory language learning, in my opinion, and
one which the empirical findings of this study have underlined.
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Alternative arrangements for foreign language learning may be necessaryfor the
children of immigrants and asylum seekers,who will need to learn the language of the
country in which they are residing, as well as being given support in their mother
tongue. Schools should encouragelearners to take part in visits and exchangeswith
other schools in their European network. For example, teacherscan also take part in
exchanges, so that pupils in the UK may be taught history for a term, for example, by
a history teacher from Spain. Whilst thesepossibilities are now contemplated in the
National Curriculum for England and Wales, it will require senior management
support at school level to ensure implementation.

The subject of citizenship should be introduced in a similar way to the European
dimension, as outlined above, and the two themes could well be combined where
appropriate (DfEE/QCA, 1999). The content of the theme should include aspectsof
local, regional, national, European and world citizenship, and be delivered in such a
way as to encourage young people to participate actively and have knowledge of
rights and responsibilities within the school community and in society at large. The
notion of identity should also form an important focus within the theme, in order for
students to understand the connections between personal, national, political and other
identities, and that of citizenship (Dekker, 1993; Neave, 1984; Starkey, 1995).

All students will need basic key skills in a number of areas if they are to play a full
role in the future of Europe, and to be able to move freely and search for jobs
according to availability and demand. A common basic skill qualification, such as the
European Driving Licence in ICT capability, should be introduced in the areasof
numeracy, literacy and communication. If all young people across the EU have access
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to a shared qualification in basic skills, this may well help to give them a senseof
belonging to a bigger community, and to contribute towards them developing a sense
of European identity.

At policy level, teacher education courses should include a strand where wider
European and global educational issuesare considered. In order for the above four
recommendations to be put into practice, teacher education coursesacrossthe EU will
need to include seminars and workshops preparing student teachersto be better able
to deliver them in the classroom.

For in-service teacher education, continuing professional development courses will be
needed, in order to familiarise staff with the new requirements. Additionally, masters
and other higher degree courses could be offered, specialising in the European
dimension, for practising teachersto become experts and lead curriculum innovation
in their schools. For example, the University of Hull ran an innovative MA in
European Education programme from 1997-99jointly with partner institutions in
Norway, Belgium and Portugal, with funding from the EU Comenius programme.
Modules were delivered in each of the participating institutions, and incorporated
trans-national working groups and use of new technologies.

Clearly, such an ambitious policy programme as the one proposed here carries
resource implications, and new funding mechanisms would need to be investigated.
Some multi-national companies may be encouraged to sponsor such a programme
from their profits, as part of their corporate responsibility. Alternatively, money could
be raised through taxation.
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Once a more comprehensive European education policy has been legislated, all
member state national governments would need to act to implement the different
aspectsthrough their own national education policies. A common European education
policy need not necessarily be seen as radically encroaching on national sovereignties,
since the actual structure, content and delivery of the curriculum for each country
would not be dictated. Individual member stateswould still retain their autonomy in
deciding `the what and the how' of the curriculum. However, it may be that certain
adjustments would have to be made to national curricula, to refocus the perspective
away from the national, to the European or international. In this way, Jean Monnet's
retrospective wish, that he had started the movement towards European integration
with education, referred to in chapter one, would be realised.

2. Implications for European research

There is an increasing number of polls and surveys being carried out acrossthe
European Union by various bodies [3], and whilst there is also a large number of
published texts concerning the political, economic, and sociological aspectsof
European integration, there is less on educational aspects.Additionally, there is a lack
of serious, empirical researchbeing carried out in the field of European education.
There is thus an urgent need for further researchto be carried out on the main themes
of this study: co-operation, integration, the European dimension, identity and
citizenship, in order to obtain a clearer picture of attitudes to Europe. Other areasare
also worthy of study to widen our understanding of the nature and extent of
Europeanness.New research amongst student teachers,and other groups involved in
education, could be conceptualised on a wider scale than the project reported in this
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thesis, and could be structured to cover a greater number of countries. Researchers
should also ensure that a balance is achieved in terms of gender, age, ethnicity and
nationality in the subjects of new research. Such researchwould be designed to
contribute to the refinement of future European education policy and practice, and to
expand appropriate methodologies and theoretical development (Dekker, 1993;
Fogelman, 1994; Prucha, 1993).

There are some existing European initiatives to support researchbetween researchers
in different countries on themes of common interest. Framework V and the European
Social Fund are good examples of this. However, given the fierce competition, the
limited funding available and the bureaucratic nature of the administrative process
involved, it may well be that a new approach is necessaryto encourageresearchon
European themes. Vander Sande and Windle (2002) have called for greater
collaboration for global research, and in their own work have found that the "rewards
to be reapedfrom partnerships betweenacademic institutions worldwide are
joint
directors
[4]
These
the
of
substantial".
particular researchersare executive
venture between the University of Cambridge and the MassachusettsInstitute of
Technology and claim that the advantagesare `integrated research, education and
international co-operation'.

Similarly, fresh initiatives are required in the European context to encourage
collaborative research efforts between European universities. This is particularly
apposite since, unlike the USA and the UK, the EU member states are tied together
through a number of social, legal and economic treaties which makes it imperative
that a greater senseof mutual understanding is achieved. Despite competition for
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money, there are more funding possibilities for partners to engagein collaborative
research in Europe, than on a global scale.

3. Implications for European teacher education

With improved European and national legislation, teacher education institutions
should restructure their coursesto incorporate emerging European policy. Teacher
educators will need to build a European dimension into the analysis and discussion of
wider issues, such as multiculturalism, globalism and development education, for
example. Student teachersmust be offered opportunities to gain appropriate
knowledge, skills and understanding of the European dimension in order to plan
lessons for pupils that are relevant and motivating. Mentors and teachersin schools,
who work with student teachers,may have further training needs if they are to support
these new developments, and a programme of mentor training will have to be
established. Overall, the emphasis should be on seeing the European dimension as
permeating at every level the design, content and delivery of the curriculum, rather
than as a bolted-on extra.

Disappointingly, the recently published Professional Standardsfor Qualified Teacher
Status (Teacher Training Agency, 2002) in Britain do not overtly specify a
consideration of the European dimension as part of the outcome statementswhich set
out what a trainee teacher has to know, understand and be able to do in order to attain
qualified teacher status (QTS). However, there is one encouraging feature in the new
document: the first set of statements,relating to professional values and practice,
specifies that those awarded QTS must have high expectations of all pupils; respect
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their social, cultural, linguistic, religious and ethnic backgrounds; and are committed
to raising their educational achievement". This emphasison the achievement of all
pupils, irrespective of background, is a theme throughout the document, with phrases
such as `citizenship', `all ethnic groups', `diversity', `language and cultural
backgrounds' `equal opportunities issues' and `challenging stereotyped views'
occurring a number of times. These statementsare very much part of the discourse
that has been a feature of the qualitative data in this research,and are therefore to be
welcomed as providing scope for a greater European dimension. The presenceof such
a framework for the assessmentof teaching competence should help to ensurethat the
teachers of the future are prepared to be part of a changing profession in a changing
world. The establishment of a similar EU framework, applying to student teachersin
all the member stateswould be a positive step towards creating a teaching force
flexible enough to adapt to new and changing circumstances,with individuals able to
move around within the Union according to need, and being able to deliver the key
aspectsof the common European education policy that I am proposing.

In order to do this, teacher education institutions should be seenas actively
participating in a European dimension themselves,by forming links with similar
institutions in other European countries, in order to exchangestudent teachersand
lecturers. Existing schemes,such as the EU Erasmus one, could be more fully
exploited, with full integration of visiting students and lecturers into courses,in order
to avoid a `bolted-on' ethos. For example, visiting Erasmus students should be
expected to share their knowledge and understanding of their own education and
training systems with the student teachersin the host institution. This requires a
commitment to the principles and values of the European ideal by all concerned, and a
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desire to avoid leaving students under-prepared to cope with very different

circumstancesandunder-informedaboutwider influenceson their work (Edwards,
1990). Commenting on the need for teacher educatorsto do more than prepare their
trainees for delivering a narrowly-focused National Curriculum, McClelland
maintains that:
"The teachers of thefuture need a new vision from teacher-educators that enables
them to raise themselvesabove their environment and realize they can become agents
of change in the world, while still preparing themselvesto take a specific place in it"
(1996, p. 8).
The teachers of the future questioned as part of my researchwere not opposedto the
idea of living and teaching in other European countries, and were very mindful of the
need for encouraging cultural understanding on both a European and a global level
amongst their pupils. It is clear that they already saw themselves as agentsof change
in the world. As this is the case,the further professional development needsof teacher
educators should also be addressed.

4. Implications for European schools

Once schools can open up their curricula to a wider, European perspective, they will
be able to embrace different ways of working in order to deliver the new, compulsory
elements of the European policy. A curriculum in which content and process
incorporate a fuller European dimension is proposed, with all schools becoming part
of a European network, as suggestedearlier, to undertake joint projects, exploit new
technologies and share materials. One example of an existing European network is coordinated by my colleague, Dr Do Coyle, at the University of Nottingham, in which
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pupils are taught various subjects in the curriculum through the medium of a foreign
language, and this would serve as a model of good practice. The thrust of the BILD
project (Bilingual Integration of Languages and Disciplines) was to explore the
effectiveness and `value-added' in terms of learning and teaching subjects in another
European language. Initially built on a four Cs model (content, communication,
cognition and citizenship), the project promoted trans-European collaboration not
in
different countries,
in
level
secondary
schools
only at classroom
a wide range of
but crucially in the field of pre-service teacher education. Addressing cultural and
citizenship issues through the BILD environment is potentially a powerful means of
enabling all key players to embed European and global perspectives into regular
curricula, ranging from teaching materials to European Framework Language
Learning portfolios, from syllabus design to reciprocal qualifications.

As citizenship is introduced, or developed as part of the European education policy,
in
`self
find
developing
all their pupils,
of
schools must also
a stronger sense
ways of
and give them confidence in a variety of settings, so that they are aware of their
personal and social identities. The development of identity and the recognition of such
located
have
future.
We
bigger
in
in
to
the
all
ethnically
are
will
play a
role education
(Hall, 1992), and part of curriculum development needsto highlight this point in order
to minimalise the `us and them' or `the other' mentality (Grant, 1997; Weever, 1995).
Indeed, now that assumptions about nationhood, society and culture as bounded
constructs have come under scrutiny (Edwards, 2000), Bronfenbrenner's theoretical
model of nested environments (1979) will be useful to teachersin helping pupils to
Jones,
(Coulby
`the
and
understand
complexities and unpredictable nature of society'
1995). According to Edwards:
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"Rather then being members of a single society... we are part of a heterogeneous
series of overlapping and inter-related local, regional, national, international, global
societies" (ibid. p. 9).
Bronfenbrenner's Ecology of Human Development, in addition to being a framework
within which to examine the development of student teachersin relationship to their
attitudes to Europe, also provides a helpful structure for explaining to pupils their
position in the wider world.

Implications arising from the current political climate

It is ironic that after the I1 September2001 terrorist attack in the USA, and the
ensuing tragedy and loss of life, the incredibly strong relationship between America
and the UK was brought to the forefront. In our political life, we are seento be far
closer to America than had ever been understood. [5] This may partly be explained by
the shared history we have with America on the one hand, and by the competitive
nature of the political and economic relationships which exist between EU member
states on the other. This therefore brings into question the value of European treaties
and legislation if there is no emotional commitment. Beyond the rhetoric of treaties, it
may well be that in the UK we have not moved on in terms of what the reality of
European union is. There is still a prevailing fear of engaging fully in European
integration and losing national sovereignty. A good example of this is the question of
the introduction of the euro, although the debate on this issue appearsto be
progressing since its smooth introduction as a common currency in the eurozone in
January 2002. [6]

367

"While Britain agonises over the euro, the rest of Europe has moved on to the
challenge of enlargement" proclaims the subheadingto a recent Guardian article. [7)
And indeed, the issue of whether the ten or eleven countries applying for membership
can be comfortably integrated into the framework of the existing fifteen member
states is now the most challenging issue in Brussels and most of continental Europe
(with the exception of Denmark and Sweden, who also have not yet acceptedthe
euro). The UK faces being left out of crucial discussions and decision-making if the
country remains a spectator rather than a player. The debate is not confined to the
European perspective, either, since "the promotion and defence ofa less brutal
economic model in world debates about trade, aid, the environment and development
is strengthened, not weakened,by a Britain that is firmly within the European camp ".
[8] There are thus some strong and compelling arguments for Britain adopting a role
at the heart of further European integration and enlargement.

However, the whole European experience is portrayed in the press and media as a
negative one, as stated earlier in chapter one, and at the conclusion of this study the
picture remains largely the same. At a recent conference in London to examine the
role of the press in debate on Europe, Chris Patten, the EU commissioner in charge of
international relations, called for the British media to "escapefrom our national
ghosts " and abandon the notion that Europe "diminished Britain and imprisoned it on
a smaller stage with unreliable fellow actors. " [9] Timothy Garton Ash, director of
the European studies centre at St Antony's College, Oxford, claimed that European
stories were reported in the UK by correspondentswho were 'part of a culture which
felt threatened by Europe and therefore
[
".
10]
in
the
presented
story a certain way
Until the reporting of European issues is based less on the desire for a `good story'
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and more on accurate and unbiased facts, the attitudes of UK citizens may remain

hardenedtowardsEurope.

On the basis of the evidence of the research conducted for this thesis, Europeanisation
is nonetheless an exciting and dynamic experience. The potential for being a
European citizen and helping to build a new European social order is enormous.
Where better to situate and advocate that than in an educational framework,
particularly in teacher education institutions and with future teachers?As discussedin
chapter eleven, European integration and identity do not take away or undermine
national identity, but rather extend and enrich it. The sociologist Ian Taylor, who died
last year, was described thus in his obituary:
"An ardent European, he revelled in the multiplicity of cultures and thejuxtaposition
of difference as much as he extolled the great achievementsof the welfare states of
northern Europe" [11].
This description captures the excitement, dynamism, challenge and rewards of Europe
that I have always felt, and which brought me initially into the researcharea. The
student teachers' negative reactions to the lecture I gave in 1992, described in chapter
one, although difficult to interpret at the time, acted as a stimulus for this researchby
challenging my views and thus enabling me to explore in detail the complex issues
surrounding Europeanness.

As a result, this original piece of research,using data from the field in both the UK
and the EU, combines an in-depth theoretical analysis with complex empirical
research. It moves from discussion of the rhetoric of Europe to a more positive reality
of the ways in which we can embrace the ideals of the founding fathers of Europe and
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move them forwards. All research has to addressissues of generalisability. My thesis
looked at groups of student teachers from one institution in the UK, and similar
groups in five EU countries. Aspects of gender, age and experiencesin Europe helped
shapethe findings of this study. There are clearly limitations in all research: future
studies could incorporate issues of ethnicity and a wider sample size. However, what
this research has shown is the commitment of the future student teachersof the
sample to the notion of European collaboration and the European dimension in
education.

However, such a contribution will help to ensurethat the ideals of European
integration, nobly espousedat the end of World War 2 (Davis, 1996; Roberts, 1996),
are not lost, but rather extended beyond the political, economic and industrial arenas
where they are currently located, into the educational, social and cultural dimensions
of life. In a radio broadcast [12], the Reverend Dr Colin Morris, whilst reviewing the
international community and areasof conflict in the world, referred optimistically to
"the fragile beginnings of a new world order". I would argue that the `fragile
beginnings of a new European order' are now in place and educators and researchers
must take a strong lead in building on what has already been achieved. They should
advocate a central role for education in preparing young people to fully embrace their
European citizenship, to live in a context which is inclusive of minority groups,
immigrants and the homeless and to be confident and comfortable with multiple
layers of identity. The challenges for those involved in education are enormous.
However, the rewards will be those of seeing `Generation Europe' [13] able to
accommodate difference and to make senseof the complex nature of identity and
allegiance demanded of them in the twenty-first century.
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Concluding remarks

The value of my research is that it contributes to, and extends the debate on what it is
to be a European at the beginning of the twenty-first century, by focusing on the role
of teacher education in that arena. It also illuminates the terms `European cooperation', `European integration' and `the European dimension in education' and
Europe',
have
`rhetoric
I
knowledge
the
to
these
as
of
amplified
adds our
of
areas.
perceived through the policies and documents emanating from the EU (chapter two),
by examining the reality on the ground of a group of student teachers' experiencesof
the European dimension and their senseof European identity. In many aspects,this
body,
distant
European
from
is
down'
dictates
`top
a
rhetoric grudgingly received as
which modifies our lives at all levels. There is no senseof real participation, either in
decision-making processesor in the fact of being European citizens, with rights and
responsibilities.

Can the European barometer record, therefore, a swing towards more positive
been
has
for
there
In
thesis
this
a
the
the
ten
the
attitudes?
research
years since
start of
change of attitude towards Europe, although it is sometimes hard to believe in the face
of most reporting of European issuesin the media. According to a Mori poll of young
Europeans (21-35 year olds) for Time magazine in April 2001,31 % of French, 36%
of Germans, 42% of Italians and 21% of Britons felt European rather than their
national identity. The figures for the French and the Germans already show an
increase of several percent over the results of my European survey carried out in
1997, which at the time were 24% and 27% respectively. Whilst Italy was not a
country in my earlier survey, and therefore a comparison cannot be drawn, the present
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result reveals that almost a half of young Italians selected Europe as their primary
source of identity. The young Britons are still lagging behind, with only a fifth feeling
European, which is about the same as my earlier survey. The picture is a differentiated
one across Europe, but it is important not to lose hope in the new European social
order. The process of greater European integration now appearsto have a momentum
of its own, and it requires us, as educators,to meet the challenge presentedto us by
the future citizens of Europe.
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NOTES

1. The Green Paper, entitled "14-19: Extending Opportunities, Raising Standards"
was published in February 2002.

2. The Opinion column, by Professor SusanBassnett, pro-vice-chancellor of
Warwick University, was published in the Guardian Education supplement on 12
March 2002.

3. For example, the Council of Europe's survey of prejudice across the continent
found "UK `most racist' in Europe on refugees", blaming the media for
"xenophobic and intolerant coverage", reported in the Guardian, Tuesday 3 April
2001. A further example, the Breadline Europe survey carried out by researchers
from Bristol University and the London School of Economics, compared poverty
levels in European countries, and was reported in the Guardian on Thursday 8
March 2001 under the headline, "Sm Britons `living on the breadline"'.

4. The Opinion column, Guardian Education supplement, 19 February 2002.

5. "How Americans seeus" by Matthew Engel, in G2, the Guardian, 26 February
2002.

6. Editorial in the Guardian, 25 February 2002.
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7. "Adventures in euroland" by Jonathan Freedland, the Guardian p. 19,13 February

2002

8. Editorial in the Guardian, 25 February 2002.

9. The Guardian p. 10,25 February 2002.

10. The Guardian p. 10,25 February 2002.

11. The Guardian, Wednesday 24 January 2001.

12. "Thought for the Day", broadcast on Radio 4,17 September 1999.

13. Title of the cover story in Time magazine, 6 April 2001.
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Appendix A
EC Resolution on the European
dimension in education
24 May 1988

EC Resolution on the European Dimension in Education
The text of the Resolution objectives is as follows:

-

strengthenin young people a senseof European identity and make clear
to them the value of European civilization and of the foundations on
which the Europeanpeoples intend to base their developmenttoday, that
is in particular the safeguarding of the principles of democracy, social
justice and respect for human rights;

-

prepare young people to take a part in the economic and social

developmentof the Communityandin makingconcreteprogresstowards
European union, as stipulated in the Single EuropeanAct;

-

make them aware of the advantageswhich the Community represents,
but also of the challenges it involves, in opening up an enlarged
economic and social areato them;

improve their knowledgeof the Communityand its memberstatesin
their historical,cultural,economicand socialaspectsandbring hometo
them the significance of the cooperation of the member states of the
European Community with other countries of Europe and the World.

Appendix B
UK government's policy statement
European
dimension
in
the
on
education
February 1991

The Objectives of the European Dimension in Education

The Governmenthasbeenandwill continueto be activein promotingthe objectivesof
the EC Resolution on the European dimension in education. The Government'spolicies
are aimed at:

-

helping pupils and students to acquire a view of Europe as a multicultural, multi-lingual community which includes the UK;

-

encouraging awarenessof the variety of European histories, geographies
and cultures;

-

preparing young people to take part in the economic and social
development of Europe and making them aware of the opportunities and
challengesthat arise;

-

encouraging interest in and improving competence in other European
languages;

-

imparting knowledge of political, economic and social developments,

past,presentandfuture,includingknowledgeaboutthe origins,workings
and role of the EC;
-

promoting a senseof Europeanidentity, through first hand experienceof
other countries where appropriate;

-

promoting an understandingof the EC's interdependencewith the rest of
Europe, and with the rest of the world.

Appendix C
The Maastricht Treaty
Articles 126 and 127

Education, vocational training and youth

Article 126
1. The Community shall contribute to the development of quality education by
encouraging cooperation between Member Statesand, if necessary,by supporting
and supplementing their action, while fully respecting the responsibility of the
Member States for the content of teaching and the organization of education
systems and their cultural and linguistic diversity.

2. Community action shall be aimed at:
-

developing the European dimension in education, particularly through the
teaching and dissemination of the languagesof the Member States;

-

encouraging mobility of students and teachers,inter alia by encouraging the
academic recognition of diplomas and periods of study;

-

promoting cooperation between educational establishments;

-

developing exchangesof information and experience on issuescommon to the
education systems of the Member States;

-

encouraging the development of youth exchangesand of exchangesof socioeducational instructors;

-

encouraging the development of distance education.

3. The Community and the Member Statesshall foster cooperation with third
countries and the competent international organizations in the field of education,
in particular the Council of Europe.

4. In order to contribute to the achievement of the objectives referred to in this
Article, the Council:
Acting in accordance with the procedure referred to in Article 189b, after
consulting the Economic and Social Committee and the Committee of the
Regions, shall adopt incentive measures,excluding any harmonization of the
laws and regulations of the Member States;
Acting by a qualified majority on a proposal from the Commission, shall adopt
recommendations.

Article 127

1. The Community shall implement a vocational training policy which shall support
and supplement the action of the Member States,while fully respecting the
responsibility of the Member Statesfor the content and organization of vocational
training.

2. Community action shall aim to:
Facilitate adaptation to industrial changes,in particular through vocational
training and retraining;
-

Improve initial and continuing vocational training in order to facilitate
vocational integration and reintegration into the labour market;

-

Facilitate accessto vocational training and encouragemobility of instructors
and trainees and particularly young people;

-

Stimulate cooperation on training between educational or training
establishments and firms;

-

Develop exchangesof information and experience on issues common to the
training systems of the Member States.

3. The Community and the Member Statesshall foster cooperation with third
countries and the competent international organizations in the sphere of vocational
training.

4. The Council, acting in accordancewith the procedure referred to in Article 189c
and after consulting the Economic and Social Committee, shall adopt measuresto
contribute to the achievement of the objectives referred to in this Article,
excluding any harmonization of the laws and regulations of the Member States.

Appendix D
UK survey
Pre-course questionnaire

STUDENT TEACHER QUESTIONNAIRE

SEPTEMBER 1996
EUROPEAN AWARENESS
AGE

NAME
MAIN METHOD

Male/Female

PLEASE NOTE!
For the purposes of this study, we are not concerned with Europe as defined by the EU, but with
its wider geographical, cultural and social contexts.

SECTION ONE
Pleaseindicate whether you agree or disagree with the following statements:
I believe that Britain should cooperate with other European countries
a) politically

Strongly agree
Agree
Disagree
Strongly disagree

b) economically

Strongly agree
Agree
Disagree
Strongly disagree

c) culturally

Strongly agree
Agree
Disagree
Strongly disagree

d) with regard to social legislation

Strongly agree
Agree
Disagree
Strongly disagree

SECTION TWOJ
Pleaseindicate whether you agree or disagree with the following statements:
2,

Britain should bring its own practices into line with other European countries with regard
to
a) the electoral system

Strongly agree
Agree
Disagree
Strongly disagree

b) the legal system

Strongly agree
Agree
Disagree
Strongly disagree

c) health and national insurance

Strongly agree
Agree
Disagree
Strongly disagree

d) educational qualifications

Strongly agree
Agree
Disagree
Strongly disagree

e) employment law

Strongly agree
Agree
Disagree
Strongly disagree

f) equal opportunities legislation

Strongly agree
Agree
Disagree
Strongly disagree

SECTION THREE
Pleaseindicate whether you agree or disagree with the following statements:
3.

European awarenessshould permeate all subjects in the curriculum
Strongly agree
Agree
Disagree
Strongly disagree

4.

The history, geography and cultural background of other European countries should form
a significant part of the National Curriculum
Strongly agree
Agree
Disagree
Strongly disagree

5.

It should be compulsory for children in schools to learn at least one European language
(other than English)
Strongly agree
Agree
Disagree
Strongly disagree

6.

All British pupils should have the opportunity to visit another European country

Stronglyagree
Agree
Disagree
Stronglydisagree
7.

All British students in higher education should have the opportunity to study for part of
their course in another European country
Strongly agree
Agree
Disagree
Strongly disagree

SECTION FOUR
Pleaseanswer yes or no to the following questions
7.

Have you ever lived in a household in another European country?
Yes
No

If yes, please specify: eg., for how long, in what circumstances ?

9.

Have you ever been on a school holiday to another European country?
Yes
No

If yes, please specify

10.

Have you ever attended an educational institution in another European country?
Yes
No

If yes,pleasespecifybelow for how long, in what circumstances
1) Primary
2) Secondary
3) Higher Education

SECTION FIVE
Pleaseanswer yes or no to the following questions
11. Have you ever had any work experience in another European country?
Yes
No
What benefits, if any, did this expereince bring you? Pleasespecify:

12. Did the work experience change your attitudes towards the citizens of that country?
Yes
No
In what way? Please specify:

13. Have you ever encountered colleagues from another European country in your workplace
in Britain?
Yes
No
14. Did you benefit from the contact in any way?
Yes
No

15. Were thereany problemsassociatedwith the contact?
Yes
No
If you answer Yes to
questions 14 and/or 15, please specify:

LiCTION

SIX

From the list below tick the European contries you have visited for purposes other than work or
study.
FRANCE

Ei

I

GERMANY

2

SPAIN

fl

3

ITALY

4

UK

5

SWEDEN

[J 7

GREECE

[]

SWITZERLAND

9
11

NORWAY

76

PORTUGAL

Ei 8

AUSTRIA

7

FINLAND

Fý 12

JJ 14

BELGIUM

7

13

DENMARK

IRELAND

7

15

Independent statesof the former

LUXEMBOURG

[]

MALTA/CYPRUS

ED 19

17

10

YUGOSLAVIA

7

16

TURKEY

[J

18

7

20
EASTERN EUROPE Romania, Bulgaria, the Czech and Slovak

Republics,Hungary,independentstatesof
the former USSR
Now choosethe two countries
indicate
list
from
have
frequented
the
the
and
above
you
most

whether you agree or disagree with the following statements:

Country1

Country2

If I had the opportunity I
would be glad to go back to
Country 1

Strongly agree
Agree
Disagree
Strongly disagree

What were the features

Country 2

of Country 1 that you really liked?

Strongly agree
Agree
Disagree
Strongly disagree

I found it easy to make contact with the inhabitants of
Country 1

Strongly agree
Agree
Disagree
Strongly disagree

Country 2

Strongly agree
Agree
Disagree
Strongly disagree

LANGUAGES SPOKEN(otherthanEnglish)

Please.state degree of fluency: bilingual, fluent, reasonably fluent, can get by, few words
LANGUAGE
DEGREE OF FLUENCY

2
3
4

Thank you for your co-operation

Appendix E
UK survey
Post-course questionnaire

STUDENT TEACHER QUESTIONNAIRE

JULY 1997
EUROPEAN AWARENESS
NAME
MAIN METHOD

PLEASENOTE!
For the purposes of this study, we are not concerned with Europe as defined by the EU, but with
its wider geographical, cultural and social contexts.

SECTION ONE
Pleaseindicate whether you agree or disagree with the following statements:
I.

I believe that Britain should cooperatewith other European countries
a) politically

Strongly agree
Agree
Disagree
Strongly disagree

b) economically

Strongly agree
Agree
Disagree
Strongly disagree

c) culturally

Strongly agree
Agree
Disagree
Strongly disagree

d) with regard to social legislation

Strongly agree
Agree
Disagree
Strongly disagree

SECTION TWO
Pleaseindicate whether you agree or disagree with the following statements:
2.

Britain should agree to bring its own practices into line with other European countries
with regard to
a) the electoral system

Strongly agree
Agree
Disagree
Strongly disagree

b) the legal system

Strongly agree
Agree
Disagree
Strongly disagree

c) health and national insurance

Strongly agree
Agree
Disagree
Strongly disagree

d) educationalqualifications

Strongly agree
Agree
Disagree
Stronglydisagree

e) employment law

Strongly agree

Agree
Disagree
Strongly disagree

equalopportunitieslegislation

Stronglyagree
Agree
Disagree
Strongly disagree

L

SECTION THREE

Pleaseindicate whether you agree or disagree with the following statements:
3.

European awarenessshould permeate all subjects in the curriculum
Strongly agree
Agree
Disagree
Strongly disagree

4.

The history, geography and cultural background of other European countries should form
a significant part of the National Curriculum
Strongly agree
Agree
Disagree
Strongly disagree

5.

It should be compulsory for children in schools to learn at least one European foreign
language
Strongly agree
Agree
Disagree
Strongly disagree
All British pupils should have the opportunity to visit another European country

Stronglyagree
Agree
Disagree
Strongly disagree
7.

All British students in higher education should have the opportunity to study for part of
their course in another European country
Strongly agree
Agree
Disagree
Strongly disagree

SECTION FOUR
8.

Have you had the opportunity to consider the European dimension during the course of
your PGCE year?
Yes
No

R

If yes, please tick the areaswhere you were able to consider the European dimension.
If no, go to question 9 below.
a)

Subject Method Work

7

b)

Educational Studies Work
(ie. Lectures, seminars, tutorials, short courses)

7

C)

Teaching Experience/Practice School(s)
Primary
Secondary

d)

Assessedwork
(i. e., essays,project work, teaching materials)

e)

Other (ie. WIS)
Please specify

9.

To what extent do you understand the position of the European dimension within the
National Curriculum?

El

Fully confident
Confident
Uncertain
Not at all sure
10. Did you include
any aspect of the European dimension in your own teaching during
teaching practice?

Yes

R

No

If yes, please
specify:

SECTION FIVE
l 1.

To what extent do you intend to include any aspectsof the European dimension in your
future teaching?
As a regular feature
Occasionally
Not at all
If yes, please specify how:

12. Would you ever consider seeking a teaching post in a European country other than
Britain?
Yes
No
Pleaseadd any comments or
inclusion
European
have
the
a
of
concerning
may
suggestionsyou
dimension in future PGCE courses.

SECTION SIX
13. Do you feel European
ratherthan British?
Yes
No
14. If so, what does it
mean to be European?

Thankyou for your co-operation

Appendix F
UK survey

Letter concerning
post-course questionnaire

BEST COPY

AVAILABLE
Poor text in the original
thesis.
Some text bound close to
the spine.
Some imagesdistorted

u

951 4428
4428

3 July 1996

SCHOOL of
EDUCATION

Dear PGCE Student,

EUROPEAN AWARENESS POST-COURSE QUESTIONNAIRE
You may remember completing a pre-course European Awareness questionnaire
at the beginning of your PGCE course in September 1995. I am now sending you
a similar post-course questionnaire and I should be extremely grateful if you
could spend a few minutes filling it in and return it to me in the pre-paid
envelope provided.

Pleasecould you also fill in your nameat the top of the questionnaire,to enable
me to match it up with your pre-coursequestionnairefrom last September.This
is a very important part of my researchproject, and it will also help us to
continue the evolution of the coursewith respectto the Europeandimension.
I should be grateful if you could return the completed questionnaire by 31
August. I realise that you probably had a surfeit of forms to fill in at the end of
term, so I hope that you won't mind just one more!

Thank-you in advancefor your cooperationin this matter. and best wishes for
a restful summer!

Anne Convery
PGCE Tutor

bv&Ud
hT:
Aesewm

Stuoiet: Professor Onstop w Day (Head of DOPWtrwK)
ProfessorP? p GmrnW
aW Staff Dsmoo n, nt: Professor Roder Mwttf y

University Park
Nottingham
NG7 2RD
Telephone
(0115) 951 5151
Facsimile
(0115) 979 1506

Fragebogen für Studierende für das Lehramt

Februar 1997
Europäisches Bewusstsein
ncL

-----------------

itudienfAcher

--

Alter----------------_männl.

/weibl.

-

Otte-beachtenSie
Fürdie vorliegende Umfrage beschränkt sich der Begriff "Europa" nicht auf die EU sondern auf
lengesamteuropäischen Raum und zwar in geographischer, kultureller und sozialer Hinsicht.
Abschnitt 1
,
Bittegeben Sie an, ob Sie den folgenden Aussagen zustimmen/nicht zustimmen:
1.

Ich bin der Meinung, dass Deutschland mit den anderen europäischen Ländern in den
folgenden Bereichen kooperieren sollte.....

a) in der Politik
dafür
eher dafür
eher dagegen
dagegen
b) in wirtschaftlichen Belangen

dafür
eher dafür
eher dagegen
dagegen

c) in kulturellen Angelegenheiten
dafür
eher dafür

41

dagegen
eher
dagegen
d) in der Sozialgesetzgebung
dafür
I eher dafür
eher dagegen
dagegen

Abschnitt 2
Bittegeben Sie an, ob Sie den folgenden Aussagen zustimmen/nicht zustimmen:
2.

In den folgenden Bereichen sollten Deutschland und andere europäische Länder
aneinander angleichen:

a) Wahlsystem

dafür
eher dafür
eher dagegen
dagegen

b) Gesetzgebung

dafür
dafür
eher
eher dagegen
dagegen

c) Kranken- und Sozialversicherung

dafür
eher dafür
dagegen
eher
dagegen

d) Schul- und Studienabschlüsse

dafür
eher dafür
dagegen
eher
dagegen

e) Arbeitsrecht

dafür
eher dafür
eher dagegen
dagegen

f) Gleichheitsgesetzgebung

dafür
eher dafür
dagegen
eher

I

dagegen

Abschnitt 3
giftegeben Sie an, ob Sie den folgenden Aussagen zustimmen/nicht zustimmen:
3.

Das europäische Bewusstsein sollte in allen Fächern (als Unterrichtsprinzip) vertreten
sein.
dafür
eher dafür
eher dagegen
dagegen

4.

Geschichte, Geographie und kultureller Hintergrund anderer europäischer Länder
sollten im Lehrplan enthalten sein.
dafür
dafür
eher
eher dagegen
dagegen

5.

Zumindest eine Fremdsprache sollte (zusätzlich zu Deutsch) für alle Kinder obligatorisch
sein.

dafür
eher dafür
eher dagegen
dagegen

6.

Alle deutschen Schüler/ -innen sollten Gelegenheit erhalten, ein anderes europäisches
Land zu besuchen
dafür
eher dafür
eher dagegen
dagegen

7.

Alle deutschen Studenten/"innen sollten während ihres Studiums Gelegenheit erhalten,
einen Teil ihres Studiums in einem anderen europäischen Land zu absolvieren.
dafür
eher dafür
eher dagegen
dagegen

Abschnitt 4

Bittebeanworten Sie die folgenden Fragen mit "ja" oder "nein"
8.

Haben Sie jemals bei einer Familie in einem anderen europäischen Land gelebt?
ja nein

Wennja, geben Sie bitte die näheren Umstände an--------------------------------------------------------

9.

Waren Sie jemals mit der Schule in einem anderen europäischen Land?

ja

nein

Wennja, geben Sie bitte die näheren Umstände an.
------------------

10. Haben Sie jemals in einer Bildungseinrichtung in einem anderen europäischen Land
studiert?
ja
I

wennja, geben Sie bitte
Bedingungen
lange
welchen
an wie
und unter
1)inder Volksschule-------------------------------1)in der Hauptschule/AHS/BHS
3)während des
Studiums

etc.- ------

_----------_----_

---------------------------

nein

Fch)

Bittebeanworten Sie die folgenden Fragen mit "ja" oder "nein"
11. Haben Sie jemals in einem anderen europäischen Land gearbeitet?
ja

nein

I
WelcheVorteile - wenn überhaupt - hatten Sie davon?
Bittemachen Sie genauere Angaben-

-------

----------------

---------------------------------------1.---------------------------------------

12. Hat diese Erfahrung Ihre Einstellung zu den Bügern diesesLandes verändert?
ja

nein

I
Wennja auf welche Weise?

13.

----------------------------

Sind Sie mit Kolleg/- innen von anderen europäischen Ländern an Ihrem Arbeitsplatz
zusammengetroffen?

ja

nein

ja

nein

ja

nein

I
14. War diese Begegnung für Sie von Vorteil?
I
15. Haben sich daraus Probleme ergeben?

cI

'Vennsie die Fragen 14 und 15 mit "ja" beantwortet haben, machen Sie bitte genauere Angaben
. -''----------------------------------------"-

--------------------------------------

(Abschnitt6
Kreuzen Sie in der Liste alle jene Länder an, die sie aus anderen Gründen als um dort zu
arbeiten oder studieren besucht haben.
Österreich
Italien
Norwegen

[]
Q
[]

2
4
6

Portugal

Q

8

Vereinigtes Königreich

Q

10

11

Finnland

Q

12

Q
Q

13
15

[]
0

17
19

Q 14
Dänemark
Teilrepubliken des ehern
Q 16
Jugoslawien
Q 18
Türkei
Q 20
Osteuropäische LänderRumänien, Bulgarien, Tschechien, Slowakei,
Ungarn, ehem. Sowjetunion (GUS - Staaten)

Frankreich

Q

1

Spanien

Q

Niederlande
Schweden
Griechenland

Q
Q
Q

3
5
7
9

Schweiz

Q

Belgien
Irland
Luxemburg
Malta/Zypem

WählenSie die zwei Länder, die Sie am häufigsten besucht haben und geben Sie an, ob Sie mit
Jenfolgenden Aussagen einverstanden/nicht einverstanden sind.
Land 1-------------

Land 2

.-------------

;Vennich Gelegenheit hätte, würde ich gerne wieder hinfahren
Land 1

ja
eher ja
eher nein
nein

Land 2

ja
eher ja
eher nein
nein

Vashat Ihnen in Land 1 besonders gefallen?

:h fand es leicht,
mit den Bewohnern in Kontakt zu kommen
Land 1

ja, sehr leicht
eher leicht
eher schwer
sehr schwer

Land 2

ja, sehr leicht
eher leicht
eher schwer
sehr schwer

'VelcheFremdsprachen (außer Deutsch) sprechen Sie? Bitte geben Sie ihre Fähigkeiten an: wie
deutsch(bilingual), fließend,
recht gut, komme damit durch, nur einige Wörter.
Fremdsprache:
1-----------------3
--------4---------

Fähigkeiten:
----------------------------------------------------------------------------------------------

Abschnitt 7
16. Hatten Sie jemals Gelegenheit sich mit der Europäischen Dimension in der Erziehung
während Ihres Lehramtsstudiums auseinanderzusetzen?
ja

nein

Wennja, bitte geben Sie die Bereiche an.
Wennnein, gehen Sie zu Frage 17 weiter.
a) Fachwissenschaften
b) Didaktik

Cý
II

c) Pädagogik
d) Schulpraktikum
e) Bei Studienaufträgen
(Seminararbeiten, Projekten, Anfertigung von
Unterrichtsmaterial)
=

f) andere

I1

II

Bitte beschreiben
--------------------------------------__------------------------------------17. Wie weit is Ihnen bekannt, wo Sie die Integration der Europäischen Dimension im
Lehrplan finden?

bekannt
sehrgut
bekannt
unsicher
keine Ahnung
18. Haben Sie während Ihres schulpraktikums Gelegenheit erhalten, die Europäische
Dimension in den Unterricht einzubauen?
ja
Wenn ja, machen Sie dazu nähere Angaben
---------------------------------------------------------------------_\---------------------------------r------------

---------

nein

Abschnitt 8

19. WelchenStellenwertwird die EuropäischeDimensionin Ihrem Unterricht einnehmen?
wird ein regelmäßiger Bestandteil sein
wird gelegentlich vorkommen
wird nicht vorkommen
Machen Sie bitte nähere Angaben zur Umsetzung
---

-

------------

---------------

--rte---

/ --------------------------------------

---------------------------------------

20.

Ziehen Sie in Erwägung sich eventuell in einem anderen europäischenLand als Lehrer/
in zu bewerben?
ja
nein

littegeben Sie weitere Hinweise oder Anregungen zur Europäischen Dimension in
ukünftigen Studiengängen für das Lehramt.

Abschnitt 9

21. Fühlen Sie sich eher als Europäer /-in als Deutscher / -in
ja
II

nein

22. Was bedeutet es für Sie persönlich, Europäer / -in zu sein?
--'--------------------------------------*----------------,ý

--------------------------------

------------------------------------

Dankefür die Angaben!

Appendix H
European survey
French version of
questionnaire

a

Questionnaire - Eleves professeur's
janvier 1997

Prise de Conscience du Contexte Europeen

Pays:
-------------------Matiereenseignee:
___

Age:
--------------__,

___

Sexe:

Note:
Pourles besoinsde cetteEtude,
d6finie
I'Europe
l'Union
eile
est
comme
par
considererons
pas
nousne
Europeenne
mais de facon plus large,dansson contexteg6ographique,culturelet social.

SECTION 1
lndiquez
quelle est votre opinion concernant les affirmations suivantes:
1.

La France et les autres pays europeensdevraient collaborer:

a)

au niveau politique

entierementd'accord
d'accord
pasd'accord

I
b)

au niveau economique

desaccord
compl6tement en

entibrement d'accord
d'accord
pas d'accord

completementen d6saccord

c)

au niveau culturel

d'accord
entierement
d'accord

pasd'accord

d6saccord
en
completement
d)

ýf

au niveau de la legislation sociale

d'accord
entierement
d'accord

pasd'accord
completementen desaccord

SECTION 2
lndiquez quelle est votre opinion
concernant les affirmations suivantes:

2.

La France et les autres pays europeensdevraient convenir de pratiques communes concernant:

a)

le systeme electoral

entierement d'accord
d'accord

pasd'accord
completementen disaccord
b)

le systeme legislatif

c)

la securite sociale

d)

les qualifications educatives offenes

entierement d'accord
d'accord
pas d'accord
completement en d6saccord
entierement d'accord
d'accord
pas d'accord
desaccord
en
completement
d'accord
entierement
d'accord

pasd'accord

d6saccord
en
completement
e)

le droit du travail

d'accord
entibrement
d'accord
pasd'accord

d6saccord
tement
en
compli

f)

1'dgalM des chances

d'accord
entierement
d'accord

pasd'accord

desaccord
en
completement

SECTION 3
Indiquezquelle
est votre opinion concernant les affirmations suivantes:
3.

La prise de conscience du contexte europden devrait etre encourag6e dans toutes les matieres
enseignees.

enti6rementd'accord
d'accord
pasd'accord
compl6tementen desaccord
4.

Le contexte historique, geographiqueet culturel despays de 1'Europedevrait eire au programme.

entibrementd'accord
d'accord
pas d'accord
completement en d6saccord

S.

L'enseignement d'une langue europdenne(autre que le franrais) devrait eire obligatoire ä I'ecole.
entierement d'accord
d'accord

pasd'accord
complbtementen d6saccord
6.

Tout d1Cvefrancais devrait pouvoir visiter un pays europeenau cours de sa scolarite.

entierementd'accord
d'accord
pasd'accord

completement en d6saccord

7.

Tout etudiant ä l' universitd devrait pouvoir suivre une partie de cesEtudesdans un pays europeen,
autre que la France.
entierement d'accord
d'accord
pas d'accord
comply tement en d6saccord

Q!

4

Pourles questions suivantes, repondre par oui ou par non:

8.

Avez-vous resid6 chez un particulier dans un pays europeen,autre que la France?

oui

Si Oui,specifier
-- - --_.
--_.

9.

non

dans
de
temps
quelles circonstances:
et
pour combien

_...... -----------------------------------------_. _...-------.,.

_-

-

--------------------------

France?
la
daps
des
que
Avez-vous passe
un pays europeen,autre
vacancesscolaires
oui

non

I

Sioui,

spdcifier-----------.

-

-----------------------.

--------------------------------------------ýý------------------------------------------

10.

Avez-vous suivi une partie de votre scolarite dans un pays europeen, autre que la France?

oui

Sioui,
specifier ci-dessous pour quelle dur6e et dans quelles circonstances:
`1)

ecole primaire

--------------------

colIege/lycee
---------------------`"3) etudes superieures-------------------

non

SECTION 5

Repondrepar
oui ou par non aux questions suivantes:

11. Avez-vousdejätravai116
dansun payseurop6enautrequela France?
oui

SP6cifiersicelavousadteben6fique:

non

_______

__________________.

-------------------------------------------------------r---------r------r--

12.

Cette experience a-t'elle modifi6 votre attitude ä 1'egard des citoyens de ce pays?
oui

be quelle
yt

maniere? Specifier:

non

------

_...--------------..

-- --------------------------------------- _------------------------------------13.

Avez-vous rencontrd des gens d'un autre pays europ6en sur votre lieu de travail en France?
non

oui
CD
14.

Cette rencontre a-t'elle ete benefique d'une quelconque facon?

oui
15.

T

Cette rencontre est-elle associeeä des difficultes?
oui

Sivotre

non

reponse ä la question 14 et/ou 15 est positive, specifier:
-`-

-------------------------------------------------------------------------

non

__ - __ __ ---

__ - __ --

SECTION 6
Veuillez cocher les noms de pays que vous avez visites pour des raisons autres que le
travail ou vos etudes:

UK

Q

Espagne
LesPays Bas
Suede
Grece
Suisse
Belgique

1

Q
[]
Q
Q
Q
Q

3
5
7
9
11
13

Irlande

Q

15

Luxembourg
Malte/Chypre

Q
Q

17
19

Allemagne
Italie
Norvege

Q
Q
[]

2
4
6

Portugal

Q

8

Autriche
Finlande
Danemark

Q
Q
Q

10
12
14

EtatsIndependants
Yougoslavie)
(anciennement
Turquie

Q
Q

16
18

Q
Europe de l'Est
20
Roumanie, Bulgarie, R6publiques Tchequoslovaque et
Slovaque,Hongrie,EtatsInd6pendants(anciennementURSS)

S61ectionner2 des
pays que vous avez visit6s le plus frequemment et indiquer si vous etes d'accord ou non
avecles affirmations suivantes:

Pays1:
Si l'occasion

Pays 2:

------------

se presentait,je repartirais volontiers Bansle pays suivant:

Pays 1:

entierement d'accord
d'accord
pas d'accord
completement en desaccord

{

Pays 2:

entii rement d'accord
d'accord
pas d'accord

completementen d6saccord

Quelssontles
aspectsdu paysque vowsappreciezreellement?
- ---------------------------------------------------------------------------------------------------

contact avec les habitants m'a semble facile dans le pays suivant:

Pays
entierement d'accord
d'accord
pas d'accord
completement en ddsaccord

"Y

Pays 2:

entierement d'accord
d'accord
pas d'accord
completement en ddsaccord

Langues
(autres
le
frangais):
parlees
que
(Specifierle
niveau de connaissancede la langue: bilingue, courant, relativement courant,
Perinetantde se debrouiller, limite)
langue

niveau

1
-------2-------3
-------4

---------------------------------. --------------------------------------------------------

SECTION 7

Avez-vous eu la possibilit6 de traiter la dimension europeenneau cours de votre formation comme
enseignant?

16

oui,

non
Q

II

SiOui,cocher les differentes occasions au cours desquellescela s'est produit
sinn passez directement ä la question 17:
a. enseignement de la matiere
b. didactique

c. pddagogie/theories de 1'education
d. experience professionnelle

e. devoirsecrits
f. autre, veuillez specifier

0

0

0

0

0
0

.------------------------------------1-------------------------------------

17

Etes-vous sflr de bien comprendre le role que peut jouer la dimension europeenneau sein du
programme?
oui, tout ä fait sOr
sür
pas sür
pas du tout sür

18

Avez-vous integre une dimension europeenneä votre enseignementlors de votre stage pratique?
oui,

non
0

S'°ui,
specifier:
-------------------------------------

--------------------------------------

SECTION 8

19

De quelle facon envisagez-vousd'int6grer des aspectsdiversde la dimensioneuropeenneau
coursde votre carrieredansI'enseignement?
r6gulierement
occasionnellement
pas du tout

si vous avez repondu, 1 ou 2ä la question 19, specifier:

20

Envisagez-vousde chercherun posted'enseignantdansun payseurop&n autrequela France?
oui

non

Veuillezinclure
ci-dessoustout commentaire que vous avezä faire s'agissantde l'integration de la dimension
europ6enneä des cours de formation ä venir.

-----------------------------------------------------------------------------------~--------------------------------------

------

SECTION 9
21

Vous sentez vous plutöt europeen que francais?

oui
22

Pour vous, que signifie `etre europeen'?

"''-'----------------------------------------~-'----------------------------------------------------------------------------------------

non

Appendix I
Europeansurvey
Portuguese version of
questionnaire

QUESTIONARIO

PARA PROFESSORES EM FORMAcAO
FEVEREIRO 1997

CONSCItNCIA
PAlS------------------

EUROPEIA

IDADE

----------------

DISCIPLINA ESCOLAR----------------------------MASCULINO/FEMININO---------------------------E POR FAVOR!
Paraa fimalidade deste
estudo, näo consideramos a Europa tal Como6 definide en termos da
UE,mas
no contexto mais vasto, geogräfico, cultural e social.
SECýÄO UM
Porfavor, indique
se concorda ou se discords das seguintes afirmacöes
Considero que Portugal e outros paises europeus deviam cooperar..
a) politicamente

fortemente
concordo
concordo
discordo
disordo fortemente

b) economicamente
fortemente
concordo
concordo
discordo
disordo fortemente
c) culturalmente

concordofortemente
concordo

discordo
disordo fortemente
d) no que respeita a legislacäo social

fortemente
concordo
concordo
discordo
disordo fortemente

SECýÄO DOIS
Porfavor, indique
se concorda ou se discorda das seguintes afirmacöes:
z.
`

Portugal e os outros paises europeus deviam concordar quanto:

a) ao sistema eleitoral
concordo fortemente
concordo
discordo
disordo fortemente
b) ao sistema legal
concordo fortemente
concordo

discordo
disordo fortemente
c) ä saüde e seguranca social

d) as qualificacöes educacionais

e) ä lei de emprego

f) ä legislacao quanto ä igualdade de oportunidades

concordo fortemente
concordo
discordo
disordo fortemente

concordo fortemente
concordo
discordo
disordo fortemente

concordo fortemente
concordo
discordo
disordo fortemente

concordo fortemente
concordo
discordo
disordo fortemente

SECS"AO TRES
?or favor, indique
se concorda ou se discords das seguintes afirmacöes
A consciencia europeia deve estar presente ew todas materias do curriculum.
concordo fortemente
concordo
discordo
disordo fortemente
A histöria, a geografia ea cultura de outros paises europeus devem estar presentes no
curriculum.
concordo fortemente
concordo
discordo
disordo fortemente
Devia ser obrigatörio que os alunos nas escolasaprendessempelo menos uma lingua
europeia (alem de portugues).
fortemente
concordo
concordo
discordo
disordo fortemente
Todos os alunos portugueses deviam ter a oportunidade de visitar ourtro pais europeu.

concordofortemente
concordo

discordo
disordo fortemente

Todos os estudantes portugueses do
de
deviam
ter
a
oportunidade
ensino superior
estudarem durante parte do seu curso num outro pals curopeu.
fortemente
concordo
concordo
discordo
disordo fortemente

SECcAO QUATRO

Porfavor,
responds sim ou näo Asseguintes questöes:
8.

Jä viveu numa casanoutro pals europeu?
Sim Näo
Qý

Casosim,
por favor, espesifique, por examplo, durante quanto tempo, em que circumstäncias
---

-------------------------------------

'-----

--

9" Jä foi
nalguna excursäo escolar a outro pals europeu?
Sim Näo

Caso
sim, por favor,, spssfiqte-------------------------` --------------------------------------- ------------------------------------

--

10, Ja frequentou
uma instituicäo escolar noutro pals europeu?
Sim No
Qý
Casa
sim, por favor, especifique durante quanto tempo e em que circumstäncias
1)1
rimäria

-----------------------------------

2)Secundäria------------------------------------3)Educa

ao Universitä '---------

SEý

I'Orfavor,

responda sim ou näo Asseguintes questöes:

11. jä teve
alguma experiencia de trabalho noutro pals europeu?
Sim Näo
I
Quebeneficios the
l'orfavor,

trouxe essaexperiencia?

especi igide
- -------------------------------

`, 'ý-------------------------------------

12

_. - ------.
_. _.. ----------------------------------_..
A experiencia laboral mudou as suas atitudes para con os cidadäos desse pals?

Sim Näo
que modo? Por favor, esReecifigue
----.

---------------.

-------------------------------------------

--_. _. _. ----------------------.
-------------------13, a
alguma vez encontrou colegas des outro pals europeu no seu local de trabalho em Porgal.

Sim Näo

14" Beneficiou
do contacto?
Sim Mo
I
x5" Houve
alguns problemas deccorentesdo contacto?
Sim Mo
Q---I
respondeu sim As questöes 14e/ou 15, por favor, especifique
----------------

--------------------------------

`----------------------------------------

SECý
_.
Da lista abaixo assimale
os paises europeus que visitou por motivos que näo de trabalho ou
de estudo.
FRANCA

Q

ESPANHA

1

ALEMANHA

Q

2

Q

HOLANDA
SWECIA

3

Q
Q

5
7

Q
Q
Q

4
6
8

GRECIA

Q

ITALIA
NORVEGA
GRA - BRETANHA

AUSTRIA

Q

10

SUI(; A

9

Q

11

FINLANDIA

Q

12

RELGICA

Q

IRLANDA

13

Q

15

LUXEMBURG)
MALTA/CHIPRE

Q
Q

17
19

Q 14
DINAMARCA
Estados independentes da
Q
16
JUGOSLAVIA
antiga
Q 18
TURQUIA
Q 20
EUROPA DE LESTE Romenia, Bulgaria, Republica Checae Eslovaca,
Hungria, & estados independentes da antiga URSS

Escola dois
os
paises que mail visitou e diga se concorda ou näo com as seguintes afirmagoes:
Pais1

__. ___________

Pais2

Setivesse
oportunidade, gostaria de volta a
Pals 1

concordo fortemente
concordo
discordo
disordo fortemente

Pais 2

fortemente
concordo
concordo
discordo
disordo fortemente

Quaisforam
as caracteristicas do pals 1 de que realmente gostou
-----------------------------------------------------------------------Acheifäcil
estabelecercontactos com os habitantes de
Pais 1

concordo fortemente
concordo
discordo
disordo fortemente

Pais 2

LýIguasfaladas
(para alem do portugues)
Pot

concordo fortemente
concordo
discordo
disordo fortemente

favor, indique
fluente,
fluente,
fluencia:
fluente,
bilingue,
poucas
pouco
razoavelmente
a
palavras

Lingua
1---------2
-------"
3~
---------4----=------

Grau de fluencia
---------------------------------------------------------------------------------------------------------

SEA
ÄO SETE
CNý;

"6. Teve oportunidade de considerar a dimensao europeia durante a sua formacäo de
professores?
Sim

Näo

Faso
sejasim, por favor, assinale as areas em que a dimensäo europeia foi considerado.
Fasosejanäo, responda ä questäo 17
a) Materias especificas
b) Didäctica
c) Estudos pedagogicos/teoria da educacäo
(aulas, seminärios)

Cý
ýý

d) Prätica de ensino/prätica na(s) escola(s)
e) Trabaiho avaliado
(ensaios,projectos, hateriais de ensino)

I1

f) Outros
Por favor, especifique

ý7

U

Ate que ponto compreende a posicäo da dimensäo europeia no curriculum?

Totalmentesegura
Segura
Incerta
Totalmente incerta
'$ Inclui algum aspecto da dimensao europeia na sua prätica de ensino?
Sim

Näo

Casaseja sim, por favor, especifique
.......................................................................................................................................................

S.

SEOcAo

OITO

19. Ate que
ponto tenciona incluir aspectosda dimensäo europeia na sua futura actividade
docente?
Como caracteristica permanente
Ocasionalmente
Nunca
Caso sire, por favor, expliave

20. Alguma
vez consideraria procurar um lugar de professor num outro pals que näo
Portugal?
II
II
Sim

Näo

1 Porfavor,
acrescentecomentärios ou sugestöesquanto ä inclusäo da dimensao europeia em
futuros
'
cursos de formacäo.
...............................................................................................

v..................................................................

..................................................................................................................................................................

cc(

rýO

NOVE

j 21. Sente-se
mais europeu do que portugues?

Sim

Näo
CI

Caso sim, o que significa ser europeu?

Obrigada pela sua cooperacäo

Appendix J
Europeansurvey
Version of questionnaire
for Dutch cohort

STUDENT TEACHER QUESTIONNAIRE

MARCH 1997
EUROPEAN AWARENESS
NAME

AGE

MAIN TEACHING SUBJECT(S)

Male/Female

PLEASE NOTE!
For the purposes of this study, we are not concernedwith Europe as defined by the EU, but with
its wider geographical, cultural and social contexts.

LiICTIONONE
Please indicate whether you agree or disagreewith the following statements:
I.

I believe that the Netherlands should cooperatewith other European countries
a) politically

Strongly agree
Agree
Disagree
Strongly disagree

b) economically

Strongly agree
Agree
Disagree
Strongly disagree

c) culturally

Strongly agree
Agree
Disagree
Strongly disagree

d) with regard to social legislation

E

Strongly agree
Agree
Disagree
Strongly disagree

SECTION TWO
Pleaseindicate whether you agree or disagreewith the following statements:
2.

The Netherlands should agree to bring its own into line with other European countries
with regard to
a) the electoral system

Strongly agree
Agree
Disagree
Strongly disagree

b) the legal system

Strongly agree
Agree
Disagree
Strongly disagree

c) health and national insurance

Strongly agree
Agree
Disagree
Strongly disagree

d) educationalqualifications

Stronglyagree
Agree
Disagree
Stronglydisagree

e) employment law

Strongly agree
Agree
Disagree
Strongly disagree

fl equal opportunities legislation

Strongly agree
Agree
Disagree
Strongly disagree

SECTION THREE
Please indicate whether you agree or disagreewith the following statements:
3.

European awarenessshould permeate all subjects in the curriculum
Strongly agree
Agree
Disagree
Strongly disagree

4.

The history, geography and cultural background of other European countries should
feature in the curriculum
Strongly agree
Agree
Disagree
Strongly disagree
It should be compulsory for children in schools to learn at least one European language,
other than Dutch
Strongly agree
Agree

Disagree
Stronglydisagree
6.

All Dutch pupils shouldhavethe opportunityto visit anotherEuropeancountry
Strongly agree
Agree

Disagree
Stronglydisagree
7.

All Dutch students in higher education should have the opportunity to study for part of
their course in another European country
Strongly agree
Agree
Disagree
Strongly disagree

SECTION FOUR
Please answer yes or no to the following questions
7.

Have you ever lived in a household in another European country?
Yes
No

If yes, please specify: eg., for how long, in what circumstances ?

9.

Have you ever been on a school holiday to another European country?
Yes
No

If yes, please specify

10.

Have you ever attended an educational institution in another European country?
Yes
No

If yes,pleasespecifybelow for how long, in
1) Primary
2) Secondary
3) Higher Education

what circumstances

LiCTION

FIVE

Please answer yes or no to the following questions
11.

Have you ever had any work experience in another European country?
Yes
No

What benefits, if any, did this expereince bring you? Please specify:

12.

Did the work experience change your attitudes towards the citizens of that country?
Yes
No

In what way? Please specify:

13.

Have you ever encountered colleagues from another European country in your workplace
in the Netherlands?

Yes
No
14.

Did you benefit from the contact in any way?
Yes
No

15.

Were there any problems associatedwith the contact?
Yes
No

If you answer Yes to questions 14 and/or 15, please specify:

SECTION SIX
From the list below tick the European contries you have visited for purposesother than work or
study,
FRANCE

Q1

SPAIN

Q3

UK

Q5

SWEDEN

Q7

GREECE

Q9

SWITZERLAND

Q

BELGIUM

Q

IRELAND

Q

GERMANY

Q2

ITALY

Q4

NORWAY

Q6

PORTUGAL

Q8

AUSTRIA

Q

10

FINLAND

Q

12

13

DENMARK

Q

14

15

Independent statesof the former

11

LUXEMBOURG

Q 17

MALTA/CYPRUS

Q 19

YUGOSLAVIA

Q 16

TURKEY

Q

EASTERNEUROPE-

Q 20

18

Romania, Bulgaria, the Czech and Slovak
Republics, Hungary, independent statesof

the formerUSSR
Now choose the two countries
indicate
list
from
have
frequented
the
the
and
above
you
most
whether you agree or disagree with the following statements:
Country 1

Country 2

If I had the opportunityl
Country 1

would be glad to go back to

Strongly agree
Agree
Disagree
Strongly disagree

What were the features

Country 2

liked?
1
Country
that
you
of
really

Strongly agree
Agree
Disagree
Strongly disagree

I found it easy to make contact with the inhabitants of
Country 1

Strongly agree
Agree
Disagree
Strongly disagree

Country 2

Stronglyagree
Agree
Disagree
Strongly disagree

LANGUAGES SPOKEN(otherthan Dutch)
LANGUAGE

DEGREEOF FLUENCY

2
3
4
SECTION SEVEN
16.

Have you had the opportunity to consider the European dimension during the course of
your teacher training?
Yes
No

If yes, please tick the areas where you were able to consider the European dimension.
If no, go to question 17 below.
Subject Studies

Q

Didactics

Q

C)

Pedgaogical Studies/Theory of Education
(ie. lectures/seminars)

Q

d)

Teaching Experience/Practice School(s)
Primary
Secondary

a)
b)

e)

l)

Q

Assessedwork
(i. e., essays,project work, teaching materials)

Q

Other
Please specify

Q

17.

To what extent do you understandthe position of the European dimension within the
curriculum?
Fully confident
Confident
Uncertain
Not at all sure

18.

Did you include any aspect of the European dimension in your own teaching during
teaching practice?
Yes
No

If yes, please specify:

SECTION EIGHT

7

To what extent do you intend to include any aspectsof the European dimension in your
furture teaching?
As a regular feature
Occasionally
Not at all
If yes, please specify how:
19.

20.

Would you ever consider seeking a teaching post in a European country other than the
Netherlands?

Yes
No
Pleaseadd any comments suggestionsyou may have concerning the inclusion of a European
or
dimension in future training courses.

SECTION NINE
21.

Do you feel European rather than Dutch?
Yes
No

22.

If so, what does it mean to be European?

Thankyou for your co-operation

Appendix K
Europeansurvey
Version of questionnaire
for Austrian cohort

Fragebogen für Studierende für das Lehramt
Februar 1997

Europäisches Bewusstsein
LancL
- ------------.

-----

Studienfacher
-------------------------männl.

Alter

---------------------

/weibl.

-----

Me-beachten-Sie

Für die vorliegende Umfrage beschränkt sich der Begriff "Europa" nicht auf die EU sondern
auf
den gesamteuropäischen Raum und zwar in geographischer, kultureller und sozialer Hinsicht.
Abschnitt 1
Bitte geben Sie
1.

an, ob Sie den folgenden Aussagen zustimmen/nicht zustimmen:

Ich bin der Meinung, dass Österreich mit den anderen europäischen Ländern in den
folgenden Bereichen kooperieren sollte.....

a) in der Politik
dafür
eher dafür
dagegen
eher
dagegen
b) in wirtschaftlichen Belangen
dafür
eher dafür
eher dagegen
dagegen

c) in kulturellen Angelegenheiten

dafür
eher dafür
eher dagegen
dagegen

d) in der Sozialgesetzgebung

dafür
eher dafür
eher dagegen
dagegen

Abschnitt 2
Bitte geben Sie an, ob Sie den folgenden Aussagen zustimmen/nicht zustimmen:
2.

In den folgenden Bereichen sollten Österreich und andere europäische Länder
aneinander angleichen:

a) Wahlsystem

dafür
eher dafür
eher dagegen
dagegen

b) Gesetzgebung

dafür
eher dafür
eher dagegen
dagegen

c) Kranken- und Sozialversicherung

dafür
eher dafür
eher dagegen
dagegen

d) Schul- und Studienabschlüsse

dafür
eher dafür
dagegen
eher
dagegen

e) Arbeitsrecht

dafür
eher dafür
eher dagegen
dagegen

f) Gleichheitsgesetzgebung

dafür
eher dafür
eher dagegen
dagegen

Abschnitt 3

BittegebenSie
an, ob Sieden folgendenAussagenzustimmen/nicht zustimmen:
3.

Das europäische Bewusstsein sollte in allen Fächern (als Unterrichtsprinzip) vertreten
sein.

dafür
eherdafür
eher dagegen
dagegen
4.

Geschichte, Geographie und kultureller Hintergrund anderer europäischer Länder
sollten im Lehrplan enthalten sein.
dafür
dafür
eher
dagegen
eher
dagegen

5.

Zumindest eine Fremdsprache sollte (zusätzlich zu Deutsch) für alle Kinder obligatorisch
sein.

dafür
eher dafür
eher dagegen
dagegen

6.

Alle österreichischen Schüler/ -innen sollten Gelegenheit erhalten, ein anderes
europäisches Land zu besuchen
dafür
eher dafür
eher dagegen
dagegen

7.

Alle österreichischen Studenten/-innen sollten während ihres Studiums Gelegenheit
Land
in
Teil
ihres
Studiums
zu absolvieren.
anderen
europäischen
erhalten, einen
einem
dafür
eher dafür
eher dagegen
dagegen

Abschnitt 4

Bitte beanworten Sie die folgenden Fragen mit' ja" oder "nein"
8.

Haben Sie jemals bei einer Familie in einem anderen europäischen Land gelebt?
ja nein

Wenn ja, geben Sie bitte die
näheren Umstände an- --_.

9.

--_.

_. ------_.

---

Waren Sie jemals mit der Schule in einem anderen europäischen Land?
ja

nein

I

Wenn ja,

geben Sie bitte die näheren Umstände an.---------....

---...

---------------------------------------------

_.

-------

--------------------------------------

10.

Haben Sie jemals in einer Bildungseinrichtung in einem anderen europäischen Land
studiert?

ja

nein

I

Wenn ja,

geben Sie bitte an wie lange und unter welchen Bedingungen

1)in der Volksschule
-----------------------.
2) in der Hauptschule/AHS/BHSetc.
3) während des Studiums

_....... _... ___,

-------------------------..

--------.

__. ------

-____-_-__--`_----.

--.

Abschnitt 5

BittebeanwortenSiedie folgendenFragenmit "ja" oder "nein"
11. Haben Sie jemals in einem anderen europäischen Land gearbeitet?

ja
Qý
Welche Vorteile

davon?
hatten
Sie
überhaupt
wenn
-

Bitte machen Sie genauere Angaben_
--

12.

nein

______---

__--

__---

____---

__--

Hat diese Erfahrung Ihre Einstellung zu den Bügern dieses Landes verändert?
ja

nein

I
Wenn ja auf welche Weise?

__-__

_______________+_____"...

13. Sind Sie mit Kolleg/- innen von anderen europäischen Ländern an Ihrem Arbeitsplatz
zusammengetroffen?

ja

nein

ja

nein

ja

nein

14. War diese Begegnung für Sie von Vorteil?

15. Haben sich daraus Probleme ergeben?
I
Wenn sie die Fragen 14

bitte
Sie
Angaben
haben,
beantwortet
"ja"
15
genauere
machen
und
mit

----------------------------------------

Abschnitt

6

Kreuzen Sie in der Liste alle jene Länder an, die sie aus anderen Gründen als um dort zu
arbeiten oder studieren besucht haben.
Frankreich
Spanien
Niederlande
Schweden
Griechenland

[]
Q

Schweiz
Belgien

Q
[]

Irland

Q

Q

1
3
5
7
9

Deutschland
Italien
Norwegen
Portugal
Vereinigtes Königreich

Q
Q
Q
Q
Q

2
4
6
8
10

11
13

Finnland
Dänemark

Q
Q

12
14

Teilrepubliken des ehem
Q 16
Jugoslawien
Q 18
Luxemburg
[] 17
Türkei
Q 20
Malta/Zypern
Q 19
Osteuropäische LänderRumänien, Bulgarien, Tschechien, Slowakei,
Ungarn, ehem. Sowjetunion (GUS - Staaten)
Wählen Sie die zwei Länder, die Sie am häufigsten besucht haben und geben Sie an, ob Sie mit
den folgenden Aussagen
einverstanden/nicht einverstanden sind.
15

Land2

Land 1-------------

Wenn ich Gelegenheit hätte, würde ich gerne wieder hinfahren
Land 1

ja
eher ja
eher nein
nein

Land 2

ja
eher ja
eher nein
nein

Was hat Ihnen in Land 1 besonders gefallen?

Ich fand es leicht, mit den Bewohnern in Kontakt zu kommen
Land 1

ja, sehr leicht
eher leicht
eher schwer
sehr schwer

Land 2

ja, sehr leicht
eher leicht
eher schwer
sehr schwer

Welche Fremdsprachen (außer Deutsch) sprechen Sie? Bitte geben Sie ihre Fähigkeiten an: wie
Deutsch (bilingual), fließend,
Wörter.
durch,
damit
komme
nur einige
recht gut,
Fremdsprache:
1
--------2
------3
-------4---------

Fähigkeiten:
--------------------------------------------------------------------------------------------------.

--

Abschnitt 7
16. Hatten Sie jemals Gelegenheit sich mit der Europäischen Dimension in der Erziehung
während Ihres Lehramtsstudiums auseinanderzusetzen?
ja
0

nein

Wenn ja, bitte geben Sie die Bereiche an.
Wenn nein, gehen Sie Frage 17 weiter.
zu
a) Fachwissenschaften
b) Didaktik

II

c) Pädagogik
d) Schulpraktikum

1I

e) Bei Studienaufträgen
(Seminararbeiten, Projekten, Anfertigung von
Unterrichtsmaterial)

II

f) andere

II

Bitte beschreiben

17. Wie weit is Ihnen bekannt, wo Sie die Integration der Europäischen Dimension im
Lehrplan finden?
sehr gut bekannt
bekannt
unsicher
keine Ahnung
18. Haben Sie während Ihres schulpraktikums Gelegenheit erhalten, die Europäische
Dimension in den Unterricht einzubauen?
ja
Wenn ja, machen Sie dazu nähere Angaben

----------------------------------------

nein
II

Abschnitt 8

19. WelchenStellenwertwird die EuropäischeDimensionin Ihrem Unterricht
einnehmen?
wird ein regelmäßigerBestandteilsein
wird gelegentlichvorkommen
wird nicht vorkommen
Machen Sie bitte nähere Angaben zur Umsetzung

20.

Ziehen Sie in Erwägung sich eventuellin einem anderen europäischenLand als Lehrer/
in zu bewerben?
ja
nein
Q
II

Bitte geben Sie
weitere Hinweise oder Anregungen zur Europäischen Dimension in
zukünftigen Studiengängen für das Lehramt.

Abschnitt 9

21.

Fühlen Sie sich eher als Europäer /-in als Österreicher /
-in
ja

nein

II

1I
22. Was bedeutet es für Sie persönlich, Europäer /
-in zu sein?

---------------------------------------------------------_...

-_.

__--

Danke für die Angaben!

Appendix L
Questions for semi-structured
interviews

Questions for semi-structured interviews

1. What do you understand by the term `European Dimension'?
2. Do you see the European Dimension as being relevant to your subject area?
(Why/Why not? How? )
3. Have you studied any aspectsof the European Dimension during the course of
the PGCE this year?
4a. How important do you think it is to be aware of and consider the
cultural/ethnic backgrounds of the pupils you teach? (Why? )
4b. How does this influence your teaching style/management style/relationships
with pupils?
5. Did you feel that your were in sympathy with the ethos/culture of your TP
school?
Or were you in conflict with it?
Or did you feel you wanted to change it? How? Why?
6. Have any of your previous experiencesof living, travelling, studying or
working in other European countries influenced any of your work in
classrooms this year? (How? Specific examples?)
7a. Has your tutor or mentor given you any advice regarding any work you have
done on the European dimension?
7b. Did you need that kind of advice?
7c. Were there any tensions peceived between the advice given by your mentor
and that given by your tutor?
8. Have your attitudes to people from different cultural backgrounds changed
over the course of the PGCE year? (How? Why?)
9. Have your attitudes to the European dimension changed during the course of
PGCE year? (How? Why?) Becauseof being in schools? Becauseof
method/educational studies seminar? Becauseof interactions with
mentors/tutors/peers?
10. How important do you think it is to prepare pupils to be citizens of Europe?
Why? /Why not?
11. Would you be interested in finding out the results of this researchor being
involved in the dissemination of the results?

Appendix M
Invitation letter for semiinterviews
structured

As from School of Education
15 June 1997

Dear
I am currently carrying out a piece of research into the European dimension in
education, and would like to interview a small sample of PGCE students, to follow
up some of the issues raised in the questionnaire which all students completed last
September.

The interviews will take the form of small group discussions(3 studentsand
myself) and will be informal in tone. I envisagethat they will last between20 and
30 minutes. I intend to record the interviews on cassette,in order to obtain
transcriptsafterwards,but completeanonymity is guaranteedin terms of the
resulting report.
Your namewas selectedas part of a random sample,and I should be very grateful
if you would agreeto take part in this project. Could you be availableat
............
If you have any queriesabout the processpleasedo not hesitate
on ..................
to contact me ( home tel: 9266409) or your methodtutor. I should be very
grateful if you could confirm either to me or your methodtutor whetheror not you
would be willing to participate.
I realise that we are in the final phaseof the coursebut I hopethat you would see
this project as an opportunity to reflect on one particular aspectof the curriculum
(and one that is currently receiving a lot of media attention)as part of your
professionaldevelopment.
Tea/coffee and biscuits will be provided.
With best wishes,
TINGyqý

, GFRS1
TY 0 ý4`P

