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European Studies in Education

The political, economic, and social developments in the European Union
pose new challenges to education in Europe, where each country has its own
system. Under these circumstances, the relation between national, regional
and local traditions on the one hand and supra-regional, transnational
aspirations on the other must be conceived. The field of education is seeing
the rise of new issues, responsibilities, and research requiring scholars from
different cultures to work together.

European Studies in Education constitutes an international forum for the
publication of educational research in English, German, and French. The
multilingual nature of this series mirrors that of Europe and makes it possible
to portray and express cultural diversity.

The present volume was written in the context of the Amsterdam-Berlin-
London network of faculties of educational science (4ble). It contains
contributions from two conferences which took place in Amsterdam and
London within the network’s collaborative sphere.
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Introduction

This book deals with three major fields of contemporary education in
Europe: intercultural education, values in education and educational insti-
tutions. In each of these central areas education is currently confronted
with rapid changes, related to the process of European unification and
globalisation, which is considerably altering the frame of reference for na-
tion-based cultures and educational systems. The enlargement of Europe in
the years to come constitutes one of the most challenging developments in
the European Union. This development will make the communication be-
tween the members of the different cultures even more crucial than it is to-
day. In this process the commonalities and differences between European
nation states, cultures and regions play an important role (Wulf 1998).
How to handle these will be among the central tasks of the future. In the
European Union, education is destined to become an increasingly intercul-
tural task (Wulf 1995).

The first chapter of this book considers therefore some of the issues
that concern intercultural education. How to communicate and to cope
with the other is among the central challenges of intercultural education
(Wulf). The other plays a constitutive part in the development and well-
being of the individual and the community. It is counterpart to a person’s
sense of self and identity. Patterns of ordering create the differences ac-
cording to which the other is identified. Cultural contexts and the symbolic
order define why someone is perceived as an other. Moreover, neither can
an individual or a community be conceived without the other, nor can the
other be conceived without them. Thus, instead of conceptualising culture
as a homogeneous unit, it is better to think of it as a conglomeration of
profound differences, as a plurality of ways of being and belonging, as a
deep diversity. The same applies to the identity of an individual, which is
more appropriately conceived as a unit of heterogeneous elements. To
come to know the other inside of oneself is an important prerequisite to
cope with the other in the outside world. A mimetic approach towards the
other is suggested for further elaboration. In the process of migration and
immigration, the other, such as people belonging to different ethnic groups
and cultures, is of central importance. Schools are confronted with the task
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of helping students from different ethnic backgrounds find their way into
the society they live in (Leeman). Preparatory arrangements for new arri-
vals, language programmes, multicultural policies, compensations and
enrichment strategies are offered. In spite of these common efforts,
approaches to dealing with students from various minorities may vary
largely. In the Netherlands there is a strong tendency to allow multicul-
turalism and to stimulate intercultural education. This has created a shift in
the focus of intercultural education, from ‘getting to know’ immigrants to
‘learning how to associate with others’. In this situation multiculturalism is
the result of a process of negotiation on cultural and ethnic differences in
an ethnically heterogeneous society. Here, major issues are the policy of
the school, the school climate, the communication and the contact between
school and parents. The problems of ‘communication in the school’ and of
the ‘relationship between school and parents’ are dealt with in detail. In the
context of intercultural education, school motivation, future perspectives
and the well-being of high school students play a central role (Peetsma/
Wagenaar/de Kat). In the reported research on pupils in segregated and
integrated schools in the Netherlands the findings are evident. The stu-
dents’ motivation and well-being rate higher in an integrated or a black
segregated situation in comparison to a segregated white situation. With
regard to pupils’ motivation, the black segregated situation offers the most
positive results for migrant children, whereas native pupils are better moti-
vated in an integrated situation. With regard to well-being, on the other
hand, the integrated school offers the best conditions. With regard to ‘mo-
tivation’ and ‘well-being’, ethnic self-description was of no influence, a
finding which calls for further research. To develop a positive future per-
spective black girls seem to need school more than black boys. On the
whole, migrant youngsters adapt easier to their new country than older
people.

This and other research show that in intercultural education the histori-
cal perspective is of central importance. Social phenomena like racism,
xenophobia and nationalism can only be dealt with in their historical con-
text (Gundara). History helps to come us to be aware of the development
and specificity of different cultures and to perceive their commonalities
and differences; art history is an especially important field for intercultural
learning, since it allows a non violent mimetic assimilation of a specific
culture and permits one to grasp its beauty and value. The production of
textbooks, maps and monuments must take this into consideration. What is
required in this context is therefore an education oriented towards social
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integration (Lenzen). Social integration has to cope with four types of dis-
integration due to national dispositions, ethnic, religious and cultural
bonds, physical characteristics and characteristics that stem from social
statuses that threaten European integration. Integration as the state of being
of a societal system may be distinguished from integration as a social act
integrating people in a society. Furthermore, discourse on European inte-
gration concerns systemic integration, which can only be observed but not
be created. Finally, discourse on the integration of underprivileged groups
in the European nations refers to integration as a social act of integration.
To achieve European integration the societal system requires at least one
code which can be used to decide whether an operation is affiliated to the
system or not. Moreover, the participants of the system need a common
system of symbols, in which the system can be communicated; they have
to be prepared to refrain from those options which are not affiliated with
the operation licensed by the system code. A system code communicated
through a shared system of symbols must therefore be developed, in which
participants are prepared to refrain from certain options. The system must
also be self-reflexive. Finally, the question of whether pedagogy has a role
to play in establishing these conditions is examined.

In intercultural education, as well as in education in general, values
play an important role. Issues related to values and value conflicts are cen-
tral within a pluralistic society. They result from the cohabitation of differ-
ent ethnic and social groups and are related to the freedom of individuals.
What and how something is to be taught are controversial issues in educa-
tion. This raises the problem of to what extent values can be taught and
how value differences and conflicts can be dealt with? All societal and
educational transformations imply value changes. To understand them re-
quires sociological imagination (Whitty). Drawing on this, societal and
educational alternatives can be conceived and developed, which implies a
challenge to many school effectiveness studies that do not pay sufficient
attention to alternatives to the existing school system. More than ever must
the goals, methods and contents of education in transition be discussed.
European unification and globalisation constitute challenges to education
by which the traditional character and values thereof might be changed.
From the perspective of market-oriented education, values of individual-
ism, competition, performativity and differentiation play an important role.
The growth of self-managing schools and the promotion of a decentred
market identity go hand in hand. Deregulation of the economic field pro-
duces new demands and values for education, engendering changes of
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emotions, attitudes and mentalities. To understand these changes, their
historical character has to be considered. A study on the infimacy and es-
trangement between parents and children in the Netherlands and Flanders
1800-1970 provides an example for mentality changes and their impor-
tance for education (Réling). On the basis of memories of childhood inti-
macy, safety and trust are proved to be characteristic for the relation be-
tween parents and children. Furthermore, the father is perceived as a base
of safety and the ‘unforgettable’ mother as a reference point for intensive
feelings. At the same time, children are also aware of the gulf that exists
between their parents, who they look up to and admire, and themselves.
The father and/or mother’s inaccessibility often constitutes a significant
part of a child’s experience. This influences their relationship to the parents
and contributes to shaping their emotions. These parent-child relations can
be understood as the result of different values shaping parental and child
behaviour.

The same is true in the study on the Authoritarian Character Revisited
(Merkens). The authoritarian character can be conceived as a set of val-
ues shaping the individual’s performance; it can be seen as the result of
economical dependencies and the pauperisation of human relations. The
authoritarian character is a personality formation that arises under the
conditions of the late capitalist society. Using the authoritarian character as
a theoretical concept gives rise to a research problem that results from the
low degree of coherence between the nine sub-concepts of authoritarian-
ism stretching from conventionalism to authoritarian subordination to de-
struction and cynicism. Nevertheless, the strong theoretical value of the
concept challenges us to use it again for research on families and young-
sters. Here the concept of authoritarian character was constructed as a la-
tent variable within the three variables ‘extreme right-wing orientation’,

‘nationalism’ and ‘social differences’. In the study carried out between
" 1990 and 1997 in East and West Berlin, between 600 and 800 young peo-
ple in all secondary types of classes 7 to 10 were annually surveyed. The
research shows that a small group of these young people can be defined as
having an authoritarian character.

Given the importance of values and attitudes for personality develop-
ment and education, moral education in schools (White) is clearly needed.
After having introduced the National Curriculum for state schools, which
is based entirely on traditional academic subjects and has little provision
for personal and social or civic education, in 1996, the School Curriculum
and Assessment Authority (ACAA) complained that schools were not do-
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ing anything about moral and civic development. At least the authorities
took moral education seriously. For this purpose the quest for a value-
framework is needed, in which people could believe, as they did 150 years
ago, in the church, the nation, the monarchy and hard work. Value educa-
tion includes cultivating virtues like generosity, courage, friendliness, and
patience as well as inducting rules against things such as stealing, killing,
lying and breaking promises. To do this and to build up confidence in
pupils, their own flourishing should be placed more in the centre of the
teaching. Pupils must receive a more rounded picture of their well-being
and of what a fulfilled life is like. Moral education as social inclusion is
also an important issue in German schools, especially in the new school
subject L-E-R in Brandenburg (Ehrenspeck). It is considered important in
times of social upheaval and social crisis as a means of counteracting the
loss of meaning and lack of orientation that many pupils suffer from, or to
fight concrete problems such as violence among youths, attacks against
foreigners or the loss of normative orientation. Problems of value orienta-
tion, world conception and meaning are at the centre of this new subject,
which takes the place of religious instruction in other counties. Being
‘school-’, ‘problem-’, ‘project-’, and ‘action-oriented’, as well as ‘interdis-
ciplinary’ and ‘integrative’, L-E-R (Life-Ethics-Religion) instruction is
supposed to contribute to the development of ‘personal’ and ‘social com-
petence’, to the ‘competence to have disagreements with meaningful sug-
gestions’ and ‘ethical competence’. Insisting on ‘openness’, this new
school subject focuses on a ‘shared search for orientation’ and ‘authentic’
learning experiences to contribute to the education of young people in a
complex society.

Not only school based value education but also children’s play consti-
tutes an important educational activity in which a variety of values are ex-
pressed and learnt. A comparison between games in Germany and Japan
makes this very clear (Lenzen). Indeed, not only the values in children’s
play but also the practices and performances vary. In Japan the time spent
playing indoors doubled between 1975 and 1992. This suggests that chil-
dren spend just over 1% of the day playing, whereas in Germany an esti-
mated 25% of a child’s day is spent at play. With a reduction of autono-
mous play, there seems to be a clear displacement in the direction of or-
ganised free-time activities in Germany. Here play is not oriented towards
a practical purpose, but has its purpose in itself. In Japan, interiorisation
and a temporal reduction of play shapes play-reality and there is also a
minimalisation of available space, time, distance between the play cycles,
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movement, requisites, physical multiplicity of play, options for individual
activities, individual order and the possibilities of individual imagination.
A comparison of the historical semantics of ‘play’ in Japan and Germany
reveals fundamental differences. On this basis different qualities of the
meaning of ‘play’ are compared.

Most education takes place in educational institutions. To a large ex-
tent these institutions determine the quality of the processes of education.
Changes in education therefore imply changes within the educational insti-
tutions. Intensifying intercultural education and value education conse-
quently leads to the transformation of educational institutions. In five case
studies, processes of transforming educational institutions are described
and analysed. The first case study (Jewitt/Kress) analyses the construction
of scientific entities through image, gesture and movement in the science
classroom. Within this process it is essential to consider the full repertoire
of meaning making resources which pupils and teachers bring to the class-
room (action-based, visual, and linguistic resources) and which are central
to teaching and learning. Exploring language as one mode operating along-
side others, within a multimodal communicational landscape, both enables
a better understanding of the meaning potentials and limitations of lan-
guage itself and the role of other modes in education. What this study
shows is how the construction of entity ‘particles’ in a science lesson is
achieved through the interaction between language, image, gesture and
demonstration, rather than solely through the written and spoken narrative
of the teacher. Finally, what may be concluded is that learning and teach-
ing are multimodal processes in which each mode is developed to realise
different meanings. In the second case study the implementation of cross-
age peer tutoring in primary schools is examined to develop knowledge of
the conditions in which this intervention strategy can be used successfully
(Vosse). Peer tutoring is an important strategy to decentralise education
and to help minority groups, such as pupils from deprived areas, mentally
retarded pupils or those from ethnic minority groups. In this study, the ef-
fects on tutors and tutees of a cross-age peer tutoring programme for
mathematics reveals an improvement of achievement as well as a means to
stimulate the development of social cohesion among pupils in schools.
This programme leads to improvements in academic achievements and to
positive changes in attitudes and self-conception, although the evidence
here is less strong than for the academic results. The third case study deals
with the social integration of juvenile delinquents in Reformatory Educa-
tion in Japanese schools and shows fundamental differences in reform
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strategies, based on differences in historical and cultural developments
(Hedenigg). Reformatory Education is closely linked to the ambivalent
process of modernisation, in which disciplinary power and bio-power are
confronted with the paradoxes of westernisation. Whereas in this study the
focus is on an historical analysis of the Japanese process of civilisation, the
following fourth case study deals with characteristic changes in the stu-
dent body in the Netherlands between 1982 and 1995 (Sikkema). The
question dealt with in this research is to what extent the elite character of
higher education in the Netherlands has changed or may have stayed the
same, because in general the socio-economic status has increased in soci-
ety, and individuals with lower socio-economic backgrounds may still
hesitate to enter university. Mass student population and the influence of
the socio-economic background of student aspiration call for an examina-
tion of the extent to which the parental socio-economic status of students,
the initial capacities of students and the study attitude of students changed
between 1982 and 1995. In this context the study also investigates the ex-
tent to which cohort and discipline have an influence on goals and invest-
ment after the inclusion of background characteristics. For this purpose
data from different longitudinal data sets are used. The study shows that
changes in the background characteristics of students and cohort effects
make for differences in goals and investment. Students with different so-
cio-economic backgrounds define their goals in a different way. Those
from higher socio-economic backgrounds are more intent on getting a
propaedeutic degree and graduating. They invest less in their studies and
might have more academic self-esteem. The last contribution in this book
also focuses on higher education. Here the focus is on issues of individual-
isation (Rau). With the transition from elite to mass education, the concept
and process of individualisation can be seen to change. These are influ-
enced by student cultures, disciplinary cultures, and cultures of the aca-
demic profession, as well as by the cultures of institutions and of the na-
tional system of education. To a large extent individualisation is influ-
enced by competition, efficiency and effectivity. Related to these problems,
internationalisation, cost-effectiveness, excellence and market orientation
play an important role in higher education today.
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Christoph Wulf

The Other as Reference Point in European Education

For every society, for every social subject, contact with the other consti-
tutes an essential condition. The human body is connected to and depend-
ent on others for conception, sustenance and socialisation. Much of what
an individual experiences is related to others, from gestures and rituals, to
participation in games and the exchange of gifts. Mimetic behaviour is al-
ways directed towards another individual. A person comes both to resem-
ble others, as well as to realise the limits to which another person can ever
be fully related to or understood. We shall consider the following aspects:

— the ineluctable other,

— difference and otherness,
- reduction and repression,
— foreign others,

— mimetic approaches.

There is a constant ambivalence in the relationship between self and other:
it oscillates between success and failure. A successful encounter will bene-
fit both self and other, whereas its failure will work to the detriment of both.

The Ineluctable Other

In his essay on education, Rousseau speaks of how, in order to be happy,
every individual is dependent on others. Human existence is both relative
and collective, for our true ‘I’ is never quite within us. It is impossible to
really be content or enjoy ourselves without it always having something to
do with others.! People need others not only to lead happy lives, but also in
order to find pleasure in themselves. An individual cannot choose to do
without other people. Even to retreat from contact with others, still means

1 Rousseau 1993.
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living in relation to them. Others enable an individual to perceive his/her
own existence. This is due to our ability to direct our senses and emotions
towards people otherwise unknown to us. We cannot live without being
touched, spoken to, and looked at by others, without their representations
within us. The other is a mirror in which we see, discover, and investigate
our own selves. It allows us to perceive inner representations of ourselves
and thus to develop consciousness. This dependency on other people and
their representations is what makes human reality fundamentally social.

In order to have its existence confirmed and be able to grow, an infant
needs to feel the attention and touch of the other, through its parents. A
child’s state of ‘incompletion’ is manifest in its dependency on its parents
and their compensatory behaviour. Only through parental care can a child
free itself from its initial sense of inferiority. The child’s capacity to imi-
tate is stimulated by its sense of inequality in relation to grown-ups; it
yearns to relate to and resemble the other. This mimetic process is encour-
aged by the parents’ reciprocal mimetic behaviour, which in turn, satisfies
the child’s demand for recognition, and encourages activities that lead to
its fulfilment. A person’s sense of belonging to a family and a community
is rooted in this initial interplay between parent and child.

At birth, a child is already predisposed towards a social existence. In the
infant’s early development, this predisposition is diversified and special-
ised. Touch and attention constitute a form of pre-verbal exchange between
parents and child. Speech and visual contact communicate to the child a
sense of the other. Through being spoken to and looked at, the child also
experiences its own existence. Playing with his/her parents or with other
people of reference, a child makes his/her first enquiries into the world, and
carly forms of self-awareness are developed. Language enables the child to
enter the world of the other. Mimesis plays an essential role in these stages
of early childhood development. As in the physical interplay between par-
ents and children, in their exchanges of touch, visual contact and ritual be-
haviour, mimetic processes are mutual. When parents attend to their child, it
responds with mimetic reactions that elicit in turn a response from the par-
ents, and call for more attention and input. A sense of communal together-
ness, resulting from this kind of interplay, is the environment in which a
child will develop its essential faculties: seeing, touching, remembering,
and speaking. Without the parents’ example, there would be no stimulus to
imitation. Parents show the child what to do, and encourage or acknowl-
edge its performance by their reactions. This exchange is what transforms
the child into a social being. The child realises its dependency on others,
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and experiences other people’s recognition of its own existence as a neces-
sary condition for life. In the mimetic relation between itself and others,
the structure of a child’s personality is developed. Features of others are
adopted and come to overlay the child’s archaic self. They connect with it.
By experiencing the people in his’her environment — the challenges, inter-
ests and desires that they present — a child creates his/her own self-image,
which will continue to develop throughout the course of his or her life. This
self-image formed out of the responses the child receives from others, is
created according to mimetic processes that take place between it and them.

Human interaction is not bound to the present. When for instance peo-
ple of different ages live together, exchange is inter-generational. Through
language, both spoken and written, as well as customs, human exchange
reaches back into the past whilst pointing towards the future. The young
build on the cultural achievements of the older generations. Human exis-
tence in time increases the individual’s dependency on a community. In-
dividual self-sufficiency, autonomy and sovereignty are all but illusion. An
individual needs a community in order to grow and mature. Without the
sense of being connected to a wider group, people would be isolated and
paralysed. This fact of human incompletion makes mutual recognition a
necessity for the members of a community.> Recognition is what makes an
individual find his/her place within the community, and become a social
being. If an individual fails to receive the amount of recognition s’he
needs, s/he will feel marginalised and excluded and become ‘invisible’.
Loneliness and bitterness are the consequences.

The other plays a constitutive part not only in the development and
well being of an individual, but also in the development and well being of
every group, community and culture. It is counterpart to a person’s sense
of self and identity, to that which he or she considers his/her own. Border-
lines and patterns of ordering create the differences according to which an
other is identified. Historical and cultural contexts, and the symbolic order
define why someone is perceived as other. In the same way as one’s con-
cept of ‘self’ is necessarily dependent on one’s concept of ‘foreign’, so an
individual is in complementary relation to that which is other. Neither can
an individual be conceived without the other, nor can the other be con-
ceived without the individual.

The split inherent in the human constitution enables people to relate to
themselves. Reflexivity is the condition for our perception of others. A

2 Todorov 1989.
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person’s sense of the other largely depends on his or her attitude. Human
flexibility makes for a great multiplicity of forms that the other can take.
The process of relating oneself to internal as well as external ‘others’ de-
fines whom a subject perceives as other. The other can be seen in many
different figures: in that which is considered foreign, enemy, or mad; in the
ghostly, evil, or unsettling; in the other sex, or the sacred. In cases like
these, there is an overlap between concrete forms of otherness, and a more
extreme, abstract other. In fact, every concrete form of otherness points
towards a more indefinable, elusive, radical other. In the case of God for
instance, the superimposition of a personified other with an abstract other
is particularly clear.? Such overlaps can be seen in other figures as well.
The multiple forms the other can take are a result of the symbolic order of
language.

Difference and Otherness

Under the banner of egalitarianism, European civilisations have often
shown the dangerous tendency to annihilate foreign differences through
assimilation. The prevailing assumption is that other countries and cultures
should not remain different, but transform in order to become part of a
world-culture defined by Europe. Even between countries within Europe,
this assumption has prevailed. Throughout history, various countries have
claimed to be the measure per se for a European spirit, and have wanted to
lay down the criteria for a European civilisation and Weltkultur, at the cost
of European and World wars. Instead of valuing the unique characteristics
of each culture, and strengthening such cultural features, European nations
have tended to give in to the dangers of sacrificing the particular to the
general. It is now, therefore, more relevant than ever to accept the particu-
larities of every culture and encourage these to blossom. For surely, only
on the basis of a supportive attitude towards the differences of other coun-
tries and people, will it ever be possible to discover and develop a sense of
transnational community.

Despite national differences, similar social conditions have meant that
European countries have much in common. They share the same demo-
cratic structure, economic system, as well as many cultural traditions. Life
expectancy and living standards are also much the same. These points in

3 Otto 1963.
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common are often the basis upon which different countries communicate,
connect and unite. Many factors, including the. New Media, have contrib-
uted to this European ‘common ground’. With the mass media reporting
the same events throughout Europe, the same information is spread. Events
can simultaneously take place and be broadcasted in images and reports.
People’s perception is shaped by the high speed at which information
travels, by the multitude of images, and the process of miniaturisation
(through T.V. etc.). Our aesthetic sense is the media representation of the
world we perceive. Processes of abstraction and pictorial representation
have intensified. The emergence of a perception moulded by the media
facilitates the globalisation of attitudes, values and knowledge. This, in
turn, leads to the globalisation of products, money and signs, thus intensi-
fying the dynamics of industrialised societies, whose aim it has been to re-
duce the ‘unknown particular’ to something more general and familiar.

In face of this movement towards the general, it is important to
strengthen that which is ‘other’, and support the particularities of every
given culture. Surely, cultural multiplicity is a European characteristic
worth preserving. Instead of conceiving culture as a homogeneous unit, it
is better to think of it as a conglomeration of deep differences, as a plural-
ity of ways of being and belonging, as deep diversity. This new under-
standing of culture is a consequence of the world’s decentralisation, and
the fragmentation of cultures. Valuing deep diversity could contribute to
reducing negative feelings and aggression towards that which is foreign,
and encourage attitudes that are more open towards others. For surely, in
accepting differences lies the essential condition for creating intercultural
consciousness. Only real knowledge and acceptance of the differences of
others can open the way for understanding, friendship and co-operation.

There are three main dimensions to our reception of those we consider
others:

— The first concerns our value judgements. How do we regard the mem-
bers of a foreign culture? Do we feel attracted to them or put off? What
are the consequences of these perceptions and feelings?

— The second dimension concerns approaches to the other. What possi-
bilities are there for communicative contact? Do people look for contact
with those who are seen as different; do they desire to be close to them?
Can one identify with the others and assimilate oneself with them? Do
not some people even subordinate themselves to the other in a kind of
euphoria about that which is foreign?
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— Thirdly, to what extent do we really know those we perceive as differ-
ent, and how substantial is our knowledge of them? This is especially
relevant in situations where in fact there is no contact with the other.

All three complementary dimensions acknowledge the other’s separate
nature. To accept others you must overcome yourself. This takes a certain
amount of courage, yet only then can those others be known. To experi-
ence an other’s foreignness, one must be prepared to discover and get to
know the other within oneself. For no individual is ever only one. There
are always contradictory parts to a person, each possessing a will of its
own. Although a subject will try to suppress its major contradictions and
be free, time and again, its freedom is thwarted by heterogeneous drive
impulses and regulatory norms. In order to perceive itself, the ‘I’ must ac-
knowledge and include those excluded parts of itself. This is also a neces-
sary condition for any tolerant or open approach towards others.

Relations between self and other are complicated by the fact that nei-
ther is a clearly separate entity. Many forms of the other are included in
the make up of a subject. Far from existing only outside the ‘I’, otherness
is also within every individual. An individual’s internalised others may
impede that person’s approach towards outside others. There is no solid
ground for the subject outside of the other, for the other is always already
contained within it. Yet what the other is, and how it is seen, is not solely
dependent on the subject. The impressions the other makes of itself,
though not necessarily homogeneous, are equally decisive in determining
the image an individual has of it.

Identity cannot be conceived without otherness. The subject, fragment-
ed, yet irreducible in its particular character, is in constant relation to a
multi-faceted other. Two further aspects play a part in this relationship:

— the unique nature, in every individual, of the connection between other-
ness and identity (due to each individual’s particular life circumstances
and experience etc.);

— the respective history of what is defined as ‘self’ or ‘own’, as opposed to
‘foreign’, as well as the history of relation between them.

If to question otherness is necessarily also to question one’s self, and vice
versa, then understanding the other necessarily involves processes of self-
examination, self-recognition and development. As the ‘foreign’ becomes
more familiar, there is an increased sense of self-estrangement or self-for-
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eignness. As the world is progressively demystified, and the exotic ban-
ished, the danger arises that in future we will only ever meet likenesses of
ourselves. People will then lack the possibility to grow and develop that is
provided by contact with the unfamiliar and foreign. If the loss of that
which is foreign endangers human development, then surely it must be
protected. Suddenly it becomes important to defamiliarise that which is
known, and safeguard one’s own self-foreignness. The attempt to preserve
the foreign within us, as well as the foreign outside of us, could be a valu-
able counter-movement to the global tendency to level out differences.

Since individuality is made up through amalgamation with the other,
then only too easily could the disappearance of the foreign lead to the loss
of the individual. The unquenchable driving-force of every individual re-
quires self-assurance, that is, to realise what s/he has become, what s/he is,
and what s/he wants to become. Self-conception, self-construction, and
self-reflection all play a part. This kind of knowledge is only ever tempo-
rary, and changes throughout the course of one’s life. In Les Faux Mon-
nayeurs, André Gide defines an individual as only ever that which it be-
lieves itself to be. This changes so constantly that it often seems as if the
being that I am in the evening would not recognise the one that I had been
in the morning. Nothing is more different to an individual than itself.

There is no better key to an open attitude towards others than to be
aware of one’s own non-identity. Confrontation with foreign cultures, with
the other in one’s own culture, and with the foreigner in our own person,
teaches us to perceive and think from the other’s point of view. This
change of perspective should prevent us from too easily reducing the
‘foreign’ to that which is our own. In order to see from the other point of
view, I must develop heterological thinking, that is, suspend my sense of
self and contemplate it through the other person’s eyes. Central to this is
the relation between that which is familiar and the ‘foreign’, the relation
between knowledge and ignorance, certainty and uncertainty. Processes of
de-traditionalising and individualising life, differentiation and globalisa-
tion have meant that much of our everyday life, otherwise taken for
granted, has been called into question, demanding individual reflection and
decision. Yet, this does not necessarily mean a gain in freedom. Conditions
under which a decision can be made are often not within the control of an
individual. In the realm of environmental issues for instance, the individual
may be able to make environmentally conscious decisions, yet these will
have little impact on the macro-structures of society, which really deter-
mine the quality of the environment.
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Change in our understanding of reality results in new perceptions of
what is foreign and other. Reality has never been so unreliable. In Antig-
uity, reality was irresistible in the immediacy of its appearance; in the
Middle Ages, its truth was guaranteed by God; the Enlightenment had sov-
ereign Reason dictate one’s conception and handling of reality; but today,
reality is constructed and interpreted, and one’s experience of it frag-
mented and heterogeneous. Having one’s own construction and interpreta-
tion of the world means confronting the construction and interpretation of
others. Plurality is a necessary consequence of a fragmented perception of
reality. No single view of the world can claim to be exclusively true; every
interpretation is limited by the view of others. One’s own experience of the
world is thus complicated by the fact that other people’s interpretations
and conceptions must be taken into account as possible alternatives.

As the world becomes more complex and opaque, the individual feels
increasingly insecure. Uncertainties and insecurities depend on a person’s
outside environment, his/her inner world, as well as on the relation between
outside and inside. He or she may try to overcome this sense of vulnerabil-
ity, by trying to appear certain and self-assured, yet this does not perfectly
make up for the deep loss of security within. Besides, any proclaimed cer-
tainty is relative, and usually based on the arbitrary exclusion of alterna-
tives. What an individual decides to exclude is determined by his/her psy-
chological and social situation, as well as by the power structures of soci-
ety and the values, norms, ideologies and discourses that characterise it.

In a world where multiple concepts of reality and science are at work, in
terms of the development and handling of individual and social knowledge
the experience of difference takes on a whole new dimension of importance.
Without some knowledge of difference, there can be no constructive ap-
proach to foreign cultures. The notion of contingency is relevant here.
Something is contingent if it could also have been otherwise, if it seems
unplanned or to have occurred by chance, even though it might have been
influenced by actions. In other words, contingency is the scope of open
possibilities. Some events are contingent even though they may result from
someone’s actions, for it is not possible to say beforechand how or why
something develops one way and not another. ‘Contingent is that which is
neither necessary nor impossible; that which can be the way it is (or was,
or will be) yet would also be possible otherwise. Thus, the concept encom-
passes that which is given, experienced, perceived, expected, thought and
fantasised in terms of a possible otherness; it refers to the horizon of pos-
sible modifications. It presupposes the world we know, does not therefore
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refer to the realm of “absolute possibility”, but to that which in reality could
have been otherwise.’® This definition could also be regarded as a descrip-
tion of contemporary reality, in which the other plays a constitutive role.
To face an other is to confront contingencies, and can therefore never be
completely planned because the outcome is partially accidental and remains
therefore unpredictable. Contingencies create new possible perceptions of
the ‘foreign’ and ‘self’ that in turn point to unknown horizons and new
structures of thinking. The process of recognising contingencies, in enabling
one to acquire a consciousness of the virtual, allows for new approaches to
the other.

Reduction and Repression

Discourse on the other must take into account the psychological, epistemo-
logical, and cultural aspects that are respectively associated with the tradi-
tions of egocentrism, logocentrism and ethnocentrism.>

Although it seemed for a while as if the other were gradually being un-
veiled and demystified, this has not proved to be true. Things, situations and
people, right in the centre of our everyday well-known familiar world, are
becoming increasingly foreign and unknown. Standards of living expected
to remain secure and familiar are being called into question. Admittedly,
the strategy consisting in demystifying the unknown other by increasing
understanding, has succeeded in making many foreign things seem more
familiar and replaced people’s insecurity and fear with confidence and
trust. Yet this sense of security is often only superficial; underneath it (and
at its margins), feelings of fear and danger are still strong. The gesture of
‘making-the-world-familiar’ has not fulfilled our expectations. Instead, in-
creasing the realm of the familiar has meant expanding the sphere of the
unknown. Knowing more about it does not make the world any less com-
plex. In fact, the more we know about phenomena and connections, the
more there is we do not know. Time and again, ignorance exposes the limits
of knowledge as well as the limits of human action based upon that knowl-
edge. Though attempts are often made to reduce the other to a concept of
‘sameness’, it cannot as such be overcome. The other expresses itself in the
centre and at the boundaries of the familiar, and demands to be considered.

4 Luhmann 1984, p. 152 (trans. A. Lagaay).
5 Waldenfels 1990.
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Elias, Foucault and Beck have described in detail the processes in-
volved in the constitution of the modern subject and the emergence of ego-
centrism. ‘Technologies of the Self’ are involved in the development of
subjects.” Many of these strategies are linked to the idea of a self-con-
tained self, which, as the subject-bound centre of action, is called to lead
its own life and develop its own biography. Yet the unwanted side effects
of a self-sufficient subject are manifold. Often, the self-determining sub-
ject fails in the act of self-determination. In addition, other forces that are
not bound to the same principles can counteract self-determination and the
hope of autonomous action. The subject’s constitution is constantly am-
bivalent insofar as its inherent egocentrism constitutes on one hand, a sur-
vival, appropriation and power strategy, and on the other, a tendency to re-
duce and level out differences. The subject’s attempt to reduce the other to
its usefulness, functionality and availability seems to both succeed and fail.
This insight opens new horizons for dealing with the other, as well as new
fields of knowledge and investigation.

As a consequence of logocentrism we perceive and deal with the other
according to the rules of reason. We only really let into our field of vision
that which is capable of reasoning or shaped by reason; everything else is
excluded and belittled. He who stands on the side of reason is necessarily
right. This is valid even for the reduced reason of functional rationality.
Thus, parents stand above children, civilised people above the primitive,
and the healthy above the sick. Those who possess reason are superior to
those who possess only pre-forms or weak forms of reason. The more a
person’s language or reason differs from the general, the more difficult it is
to approach and understand that person. Nietzsche, Freud, Adomo, and
many others have criticised reason’s self-satisfied status, and pointed out
that people live in all kinds of ways that reason cannot fully comprehend.

Throughout history, the ethnocentric tradition has also resolutely sub-
jugated all forms of otherness. Todorov,? Greenblatt® and others have ana-
lysed the processes involved in the destruction of foreign cultures. One of
the most horrific examples is the colonisation of Latin America in the
name of Christ and the Christian kings. Conquering the continent meant
eradicating the cultures there. Even on first coming into contact with them,
the conquerors demanded, on pain of enslavement or death, that the natives

Elias 1976; Foucault 1975; Beck 1995.
Martin 1988.

Todorov 1989.

Greenblatt 1991.
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conform to their beliefs. With incredible force they asserted their own be-
liefs and values, as if to create a world devoid of otherness. Their power-
thirsty strategy of reasoning enabled the invaders to instigate the eradica-
tion of the natives. The indigenous people failed to understand that the
Spaniard’s behaviour was scrupulously calculated and that they used their
language to mislead them: friendliness was not what it seemed; promises
were not used to make agreements, but to mislead and deceive others.
Every act served another purpose than that which was purported. The in-
terests of the Crown, the missionary duty of Christianity, and ‘inferiority
of the natives’ were claims used to legitimise colonial behaviour. Greed
and economic motives were kept silent and indeed barred from the con-
querors own self-image or vision of the world.

Columbus was only able to perceive in the natives that which he already
knew. He only saw signs in their world that he could refer back to things
familiar to him, ones that he could read, classify, and interpret in terms of
his own frame of reference, like the Procrustean bed, into which every-
thing foreign is packed, so as to fit the given structure. The other is covered
over by the subject’s own images and symbols, and incorporated into them.
Whatever fails to fit, remains outside the subject’s field of perception and
assimilation. There is no possible movement towards the other. Amaze-
ment and a sense of marvel at the New World are all that result. The unique
and extraordinary appearance of the world is compared to and reported in
terms of dream images. The actual outside world is drowned in dreamy
description. ‘To wonder is to experience both the failure of words — the
stumbling recourse to the old chivalric fables — and the failure of vision,
since seeing brings no assurance that the objects of sight actually exist.’'0
Amazement is in fact an obstacle that blocks any movement towards the
other and intensifies the subject’s sense of excitement in the face of the un-
known. The result of this blocked movement is a distance between the sub-
ject and the other that stimulates the subject’s desire to overcome the
boundary between them. There are two possible ways to do this. One is to
develop representations and figurations of the other, into which the ‘for-
eign’ can then be transformed, and thus more easily dealt with. Attempts to
approach the other through discourse, as well as written representations are
of this order. This way, a form of acceptance of the other may be achieved
that encompasses both the outside foreign other, as well as the other within
oneself and the familiar. In figurative, discursive and literary representa-

10 Greenblatt 1991, p. 133.
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tions, the other becomes the self and the self becomes the other. The alter-
native is to emphasise the other’s insurmountable difference. In this case,
the other cannot be transformed. ‘The movement here passes through
identification to complete estrangement: for a moment you see yourself
confounded with the other, but then you make the other become an alien
object, a thing, that you can destroy or incorporate at will.’!!

This was the Spanish conquerors’ recourse. They could not bear the
difference that the natives represented, nor did they want to. Instead, they
preferred, indeed they felt compelled to take possession of the native’s
world. The conquerors’ dream of ownership extended to the country’s land
and gold, to the bodies and souls of its people, yet it was only possible
through destruction. Only when destroyed would the New World lose its
otherness. What was left over was then at the conquerors’ disposal.

To destroy and take possession of the natives was, for the Spanish, a
way of protecting themselves from the unknown they feared. Fictitious re-
ports of cannibalism among the natives were an expression of the conquer-
ors’ own fear of being killed, devoured, dissolved and assimilated. Their
rhetoric tone of disgust at the sight of the so-called ‘cannibals’ was an at-
tempt to distance themselves from their own fascination with the indige-
nous people. Destroying them was another way of creating a distance be-
tween them, and could be conceived as a strategy for self-protection and
survival. Eradicating the natives was a way of destroying their unbearable
otherness, and thus obliterating the threat they otherwise posed. The con-
querors took into their possession everything they could, and disposed of it
at their will: there was no opposition, no debate. Yet they did not content
themselves with owning and exploiting the land’s riches and women: the
conquerors were also eager to convert the natives to their own religious
symbols, thus finalising their subjugation by claiming the others’ imagina-
tion. Instead of seeking self-enrichment through openness towards foreign-
ers, occupation and destruction were the sad results.

Egocentrism, logocentrism, and ethnocentrism interrelate and mutually
reinforce each other as strategies for transforming the other. Their com-
mon aim is to assimilate the ‘foreign’ or ‘other’ to that which is not for-
eign, that is, to the self, and thereby eradicate it. The processes involved
can be observed on many levels. Not only is the multitude of cultures de-
stroyed as a consequence, but so also are the lives of many people living in
societies that are forced to change and conform. The situation is particu-

11 Greenblatt 1991, p. 135.
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larly tragic in cases where local or regional cultures have been eradicated,
but no other cultural values introduced that would help the people come to
terms with their changed conditions.

Foreign Others

Cultural anthropology sees itself as a science concerned with the foreign.
In recent years, there has been a widening epistemological debate about the
other. How can it be thought, understood and represented? For a long time,
it was assumed that the other could be clearly recognised, understood and
appropriately represented. This is now being called into question. How, for
instance, when one is bound to one’s own point of view and criteria, is it
possible to represent a foreign culture accurately without missing the cul-
ture’s own self-conception? Is the representation of a culture’s ‘self-con-
ception’ at all an adequate way to investigate it? Are there not always parts
of a society’s reality left out by its own ‘self-conception’? What is this
reality? How can it be understood? Can it be grasped by the representa-
tions associated with objectified research? Which aspects of a culture’s
reality do investigators perceive, and which are distorted or left out of their
field of vision by their very methods of enquiry? To what extent is the eth-
nologist’s image of the other, in fact merely his/her own representation,
that is, a mere construction of the foreign? Even if this is only partially
true, the fundamental question must still be raised as to what extent every
science in fact creates the object of its enquiry. Case studies constitute a
central method of ethnologic research. Information is gathered according
to a process whereby the ethnologist participates in the other culture and
records his/her observations in a written fieldwork account. Although in
cultural anthropology, participatory observation and written descriptions
of the other in case studies still play a central part, we are now more aware
of the reductions that stem from working in this way. Indeed, observing
under these conditions means the other is only ever seen in a particular
way. Whatever the other expresses is ‘read’ like a text and later trans-
formed into a written account. The ethnologists’ task is to provide a ‘thick
description’, yet understanding and description of the other culture only
ever proceeds from the other’s text structure to the textual representation
thereof.'? This kind of tightly phenomenological description is bound to

12 Geertz 1983.
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the conditions that a) manifestations and forms of expression of the other
can be read and interpreted like a text; b) this reading can then be trans-
lated into a written form of text that truly represents the other.'* To ques-
tion the validity of these conditions is to potentially reduce the significance
and truth-value of material gathered in this way.

As a hermeneutic science, cultural anthropology faces the danger of dis-
solving that which is different, that is, reducing the ‘non-identical to a gen-
eral concept of understanding whereby the foreign is appropriately defor-
med and therefore mistreated in order to fit a universally positive method
of hermeneutic appropriation.’'* In gaining insight into the differences of
other cultures, science must avoid the temptation to flatten them with gen-
eral concepts. Hermeneutic ethnology approaches the world of the other
through readings and interpretations; but in so doing, it also focuses on the
relation between the other and the scientist, that is, between the ethnolo-
gist’s frame of reference and the other culture. The interpreter is drawn
into the interpretation. Hermeneutic cultural anthropology involves meth-
ods of objectifying, as well as methods of reflecting world and self-refer-
ences. This leads to an ethnology of the self, of crucial complementary im-
portance to any ethnology of the other.

In ethnology, the other emerges at the crossing between cultural analysis
and a more general theory of human beings, as well as in ethnographic
translation and description. In the introduction to Argonauts of the Western
Pacific, Malinowski proposed three mutually complementary methods of
objectification:'®

— the documentation of statistical data collected through surveys and ob-
servations, with the aim of working out rules and regular patterns,

— the systematic and continuous recording, in a fieldwork journal, of ob-
servations made on the behaviour of the people one is studying,

— the collection of typical narratives, expressions and magic formula.

These procedures turn the other into ‘an intimate and systematic object of
scientific observation: “othering” through distancing, contextualising, and
enclosing (holism).’! In his role as ethnologist, Malinowski would work
out a summarised representation of the foreign society; as an outsider, he

13 Clifford/Marcus 1986.
14 Berg/Fuchs 1993, p. 20 (trans. A. Lagaay).
15 Cf. Malinowski 1953.
16 Berg/Fuchs 1993, p. 20 (trans. A. Lagaay).
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was able to see the relevance of the characteristics he observed. Malinow-
ski then became a translator, chronicler, and spokesperson for the foreign
cultures he studied; but in all these different functions, there was still no
interactive process at work between the researcher and the representatives
of the foreign culture. Only as ethnologist could he be active and creative.
Monographs were the form of text best suited to Malinowski’s attitude and
research, and they have remained a central form of ethnographic textuali-
sation, objectification and representation. In his work on the other, Mali-
nowski hits upon the difficulties that all knowledge of the other must con-
front: the problem of constituting the object; the paradoxical relation
between closeness and distance, particularity and generality; and the eth-
nologist’s double role as field worker and author. These difficulties have
since led ethnology to reflect upon questions of textuality and discourse, as
well as to experiment with new forms of representation.

Clifford Geertz has contributed largely to discussions on the other and
its possible representations. His work has been essential to the hermeneutic
turn in cultural anthropology. Instead of the study of behaviour, the study
of foreign life and world designs has become central. What significance
and importance do people attribute to their feelings and actions? How can '
these connections be described? Significance and importance arise out of a
combination of individual interpretation and collective understanding be-
tween tradition and new interpretation; they are socially constituted and
therefore public. Central to this kind of research is the interpretation of the
symbolic systems according to which people from other cultures perceive
and interpret their world. Research focuses less on people’s individual in-
tentions and their own interpretations of their actions, than on the objective
meaning of their intentions and actions. The aim is to investigate what val-
ues, meanings and orientations of behaviour are available in another cul-
ture. This involves employing appropriate concepts in a ‘thick description’
of actions and conversations, whereby the observer concentrates on the
content of that which is described. The significance of someone’s speech is
fixed into a written account, not the actual oral event itself, that is, the
speech act. To transform a spoken act into a text requires a certain distanc-
ing on the part of the observer from the speaker’s emotional and mental
intentions. Fixation in writing suspends the content of a spoken act from
the time and place bound conditions of a spoken situation. Because the
speakers are no longer physically or scenically present, their language be-
comes abstracted, and its content thus made relevant to many different ad-
dressees. At this point ethnology thus turns into a form of ethnography, or
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the attempt to read a text, extract its structure, decipher its meaning and
render the results of these processes in an ethnographic text. The idea of
being able to read culture like a text and interpret social behaviour, institu-
tions and traditions as such is central. Language games, metaphors and
metonymies all become relevant to the analysis. The first level of interpre-
tation is to look at what, according to the ethnologist, the people being
studied have said. The results then undergo a higher level of interpretation
in which the ethnologist’s personal constructions, fictions and criticisms
play a central role. Generally speaking ethnologists write and work on the
translation of other cultures for the members of their own culture. How the
processes described here actually proceed is an open question. It is a mat-
ter of debate to what extent in his own case studies Geertz actually
achieved the quality and kind of approach towards the other, and represen-
tation of the foreign, for which he stands. But there is no doubt about the
consequences of the new perspectives: a new literary, methodological and
epistemological consciousness has developed in cultural anthropology,
with fruitful results for the science and its level of reflection.

If there was a problematic split between subjectivity and objectivity in
Malinowski’s work, and if Geertz tried to do justice to this difficulty with
the hermeneutic circle, then as a result, there has been a demand for the
other’s voices to be given more room. The other speaks back has become
the programme of an important direction in international ethnology.'” Ac-
cording to this movement, the other must attempt to reclaim, through its
own language, the expression of its subjectivity and representation. The
extent of this endeavour reaches ‘from Franz Fanon's fundamentally po-
litical attacks and appeals!3, via the deconstruction of western hegemonic
discourses that fixed the other — and the criticisms thereof which tend to do
the same —,'” right through to the questioning of authoritative images of
individual cultures as presented by ethnology.’?? Representatives of an in-
digenous anthropology have been growing in number, yet epistemologi-
cally, their works are still largely rooted in Anglo-Saxon cultural anthro-
pology. In the 1970s and 80s, what was diagnosed as a ‘crisis of the sub-
ject’ in human science, and soon resulted in a ‘crisis of the object’, also
had its effects on those who emphasised the other’s right to speak and be
heard. Privileged access to other cultures could no longer be taken for

17 Nandy 1983.

18 Fanon 1964.

19 Said 1978.

20 Berg/Fuchs 1993, p. 67 (trans. A. Lagaay).
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granted. They too were confronted with the crucial problems of constitut-
ing the object and representing the other, as well as questions relating to
the ethnologist’s subjectivity and control.

Mimetic Approaches

Mimesis has gained increasing significance in the study of one’s ap-
proaches to the other. In ethnology, Frazer was one of the first to note this.
In The Golden Bough, he begins his explanation of ‘sympathetic magic’ by
differentiating between ‘imitative magic’, based on the law of similarity,
and ‘contagious magic’, based on the law of contact. Their functions are
defined as follows: ‘If we analyse the principles of thought on which magic
is based, they will probably be found to resolve themselves into two: first,
that like produces like, or that an effect resembles its cause; and, second,
that things which have once been in contact with each other continue to act
on each other at a distance after the physical contact has been severed. The
former principle may be called the Law of Similarity, the latter the Law of
Contact or Contagion. From the first of these principles, namely the Law
of Similarity, the magician infers that he can produce any effect he desires
merely be imitating it: from the second he infers that whatever he does to a
material object will affect equally the person with whom the object was
once in contact, whether it formed part of his body or not.”?!

In the realm of magic, mimesis can serve to exercise power over the
other. Similarity is the condition for a successful magical act. It strength-
ens the relation, created by the magician, between two objects, situations,
or people. Magical influence over something is achieved by effectively
copying or representing it. Belief in the magic is essential for it to work.
However, Frazer was wrong to emphasise similarity per se as the central
condition for magical effects created through mimesis. Similarity as such
is not important. What matters is the connection between a representation,
and the figure on which it is based, in other words, the creation of a rela-
tion between two ‘worlds’. Mimetically relating my ‘world’ to the ‘world’
of the other constitutes a form of approach to the other.

Taussig illustrates this with the example of the Cuna figurines, many of
which, through dress and appearance, are made to look like the white-

’

21 Frazer 1922, Vol. II, p. 52.
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skinned colonisers.?? The mimetic act of representing the white colonisers
in the form of figurines is a way of reducing their size and threatening
character. Magical performance then enables the Cuna to actually exert
power over the white men whom they otherwise perceive as over-power-
ing. There are numerous examples in the literature of cultural anthropology
of how the other is approached through representation. Through the act of
creating of a representation, one’s feelings and attitudes towards the other
can be expressed and described. The other is transferred into one’s own
symbolic world where one’s relationship to it can be personified. Some-
thing becomes visible in the representation that may not have been easily
graspable before. Thus, to create a representation of the white man is not
merely to imitate him, but rather, to enter into a mimetic act, out of which
something new arises. The mimetic act is not a mere reproduction, but a
creative action. Producing figures of the white men is a way of coming to
terms with their foreignness. Hidden behind the representation of the other
are emotions such as irritation, insecurity, and the desire to control the
fascinating unknown by keeping it within the boundaries of one’s own
symbolic world. In mimetically representing the white men as others, the
Cuna are not interested in understanding the motivations behind the white
people’s behaviour, or the values and symbols of their culture. Their con-
cern is rather to express and portray the significance and meaning of the
whites for the Cuna. The mimetic act of creating these representations
constitutes for the Cuna a way of appropriating the whites both imagina-
tively and symbolically. This stems from their need to clarify their rela-
tionship to them. '

Many different forms of representation constitute mimetic approaches
towards the other. Not only do texts and images play an important part, but
also gestures and rituals, games and barter. In the creation of representa-
tions, self and other are combined. There is always a performative side to
any representation of the other: something is portrayed, depicted or personi-
fied. Mimetic energies are such that a representation is never merely the
copy of an original, but something different, the creation of a new world.
Often a representation will depict an otherwise undeveloped concept of the
other, and portray the ‘unportrayable’. In such cases, mimesis itself invents
the figure of a representation, that is, creates the very object it imitates.

In mimetic processes, the foreign is drawn into the logic and dynamic
of one’s own imaginary world, and therefore transformed. As representa-

22 Taussig 1993.
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tion, the other is not exactly made into the self, but it becomes a figure in
which self and foreign are mixed: a figuration of the in-between. The crea-
tion of this ‘in between’ gains significance in one’s contact with the other.
Mimetic representation makes it possible not to fix or incorporate the for-
eign, but to keep it in its ambivalence as something both familiar and un-
known. Mimetic movement works like a dance between the foreign and
that which is one’s ‘own’, resting neither with the self, nor with the un-
known, but oscillating between them. Representations of the other are
contingent; they need not be the way they are, but could also be repre-
sented otherwise. Mimetic movement is therefore open; the figuration it
creates depends on the play of imagination and on the social and symbolic
contexts. No form of representation or figuration is necessary. Many dif-
ferent, heterogeneous forms are conceivable. Mimetic movement defines
which figures will be danced, which forms of the game will be chosen.
Mimesis of the other is an aesthetic experience involving a game with the
unknown into which the self may expand. In it, one’s self comes to re-
semble the other. Mimesis is a sensory event that can involve all the
senses. It does not mean ‘falling’ or melting into the foreign. This would
involve a different kind of effort on behalf of the self} it would mean
equating oneself with the other, mimicking the foreign, and would result in
a certain loss of the self. Rather, what constitutes mimesis is the simulta-
neous approach towards, and distancing from the unknown, remaining in
the indecisiveness of the in-between — a dance on the borderline between
oneself and the other. Any attempt to remain on either side would be a
form of transgression — either of the self, or of the other — and would put
an end to the mimetic movement.

Mimetic approaches to the other range between the extremes of Scylla
and Charybdis, between self-abandonment to the other, and its reduction to
the self. There are, on the one hand the blissed-out faces of projective
xenophilia, and on the other, the hideous mugs of xenophobia. Both sides
necessarily avoid real contact with or examination of the other. In the first
case, differences are overlooked, in the second, they are not allowed. But
in both cases, something is sacrificed: either the self, or that which is for-
eign. Neither allow for new relations or discoveries. At most, xenophilia
allows for a reduced experience of the other. The person fails to look be-
yond his/her image of the other and his/her related emotions, and does not
seek contact with the foreign outside of this image; he or she refuses to be
exposed to the ambivalence of mimetic approaches. If the other fails to
fulfil the individual’s expectations and desires, his’her projected attraction
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may soon turn into rejection and animosity, and later produce the same
feelings in the other. A mimetic spiral of animosity and violence develops.
Both sides react to the hatred of the other, potentially intensifying the scale
of violence through their reactions. In order to overcome the ‘mimetic cri-
sis’, a scapegoat is sought to blame and victimise. In projecting its inherent
violence on to such scapegoats, a society attempts to recreate the social or-
der that has been broken. The mechanisms at work here cannot be broken
until the people involved see through them. Until then, there can be no un-
derstanding. Projections and mutually reinforced images of hatred prevent
accurate perception, as well as contact with and examination of the other.
The second way of ‘missing’ the other is to fail to perceive its difference.
This too amounts to a refusal to let oneself be exposed to mimetic proc-
esses. Difference remains unbearable. The person only sees in the other,
that which s/he already knows. To assimilate oneself to the other is seen as
dangerous, as a threat to one’s own existence. The only way out is to either
belittle it or destroy it, and therefore obstruct the possibility of mimetic
advances.

Mimetic approaches towards the other are constantly ambivalent. They
can either succeed and be a source of self-enrichment, or misfire and lead
to the destruction of both self and other. The nature of one’s contact with
others oscillates between determination and non-determination. Successful
approaches to, or attempts to deal with the foreign, depend on the extent to
which one manages to withstand the sense of insecurity when faced with
the other’s otherness. Neither self nor other should be conceived as self-
contained, or mutually disconnected units. Instead, both the foreign and
the familiar consist in their own complex and fragmentary relations. Aris-
ing out of the dual processes of imitation and difference, this mimetic rela-
tion is historic and determined according to particular contexts and times.?
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Yvonne Leemam

Multiculturalism, Intercultural Communication
and Educatiom

Introduction

Since the second World War people from all over the world have been
coming to Europe to make a new life for themselves. Their emigration has
taken place against a back-cloth of de-colonisation, labour migration and
unsafe living conditions still prevalent in many parts of the world. These
new patterns of immigration present a challenge to social cohesion in
West-European societies.

Traditionally, schools have an integrative function in as much as, in an
ideal world, they are expected to develop a common core of knowledge,
values and attitudes that create bonds between people and enable them to
function within society. At the same time, schools are expected to respect
individual and cultural differences while creating a school environment
which is secure and which pupils feel is familiar. The schools’ task of
creating bonds that will link pupils together has become more difficult due
to the ethnic diversity of the present school population. Schools are part of
society, but few European governments have provided the newly settled
communities with a confident feeling of belonging in European societies
(Gundara, in this volume). The predominant trend is to think of people in
dichotomies such as indigenous/foreign, Christian/Muslim, which are gen-
erally associated with differences that harbour implicit values such as
modern/traditional. This ethnically-based differentiation is bound to have
an influence on schoo! culture. It fosters thinking in terms of immigrant
and non-immigrant pupils, it detracts from the individuality of the pupils,
and undermines social cohesion. Governments differ in the way multicul-
turalism is integrated into their official ideology. Whereas Dutch policy on
ethnic minorities promotes a multicultural society, German policy, accord-
ing to Hoff (1995), still places a strong emphasis on monoculturalism, and
there is no political consensus on the way multiculturalism should be
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viewed. From a legal, political and socio-economic point of view the over-
all position of the majority of the new settlers in Europe is weak.

According to Fase (1994), who conducted a cross-national comparison
on ethnic divisions in Western European education (in France, Germany,
the Netherlands, Belgium and Great Britain), all countries are having to
face the phenomenon of ethnic minority pupils underachieving, despite the
different composition of their immigrant populations. If viewed from a
perspective of social integration, this is potentially divisive. From 1960-
1990 the range of intervention strategies introduced as national policy in-
creased in all countries: they have all introduced preparatory arrangements
for new arrivals, language programmes, multicultural policies, and com-
pensation and enrichment strategies. A constructive type of policy can be
found in subjects like second language teaching and compensatory teach-
ing programmes. In most countries the emphasis in the field of intercul-
tural education is on ‘governing by input’. This means that central authori-
ties donate money and/or resources and the schools in particular are left to
lead the way in setting out a policy on didactics, teaching materials and
teacher training. Despite similarities, the intensity and frequency of special
provision for ethnic minority pupils varies from country to country. At one
end of the scale the British authorities are reluctant to acknowledge many
special categories of pupils. At the other end of the scale, the German
authorities have adopted a more utilitarian approach towards the categori-
sation of ethnic minority pupils and have introduced and institutionalised
special provision for them. This has generally been legitimised on the
grounds of egalitarianism. Other countries are positioned somewhere be-
tween these two extremes. Although the trend is towards universal poli-
cies, differences in national traditions have emerged. The guiding princi-
ples formulated in reports by government authorities and advisory commit-
tees vary. Without doubt, the daily practice in the different countries’
schools will reveal similarities and differences in terms of ethnic-cultural
differentiation. Comparative empirical research in the area of ethnic-cul-
tural differences and social cohesion is scarce; this is especially true of re-
search undertaken at the micro-level of teaching materials and daily inter-
action in the classroom (Leeman, 1997; 1998, Leeman/Leiprecht, 1999).

In immigrant countries like Australia, the USA, and the ones researched
by Fase (1995) a form of ‘intercultural education’ or ‘multicultural educa-
tion’ has been developed to prepare students for citizenship in a multieth-
nic context. In most countries a shift is taking place away from a perspec-
tive focusing only on ‘educating the immigrants’ towards a broader per-
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spective incorporating some elements of multiculturalism and anti-racism.
In political and educational circles there is an ongoing debate on education
in relation to immigrant and multicultural policies. The debate is strongly
related to political views on the goals of education and multiculturalism
and in general two positions are defended, a liberal and a critical one. In a
liberal approach knowledge of cultural differences and similarities, toler-
ance, sensitivity and empathy are desired pedagogic outcomes for ethnic
majority students, while enhanced self-esteem is a desired outcome for
ethnic minority students. Culture is treated as a learning resource. Critics
of this approach state that tolerance is not enough because the dominant
group retains the power to decide what is and is not tolerable (Sleeter,
1995). The inherent cultural bias of educational practice is up for discus-
sion. From a critical perspective culture is viewed as battlefield in which
issues like the content of the curriculum, the school culture and the daily
interactions in the classroom are fought over. It is in daily interactions that
ethnic-cultural differences take place and are evaluated.

Banks/McGee Banks (1995) published some overviews of develop-
ments in the area of intercultural education in different immigrant coun-
tries. The articles give an overview of the debate in the context of a single
country and some insight into the characteristics of specially developed
teaching materials, didactic arrangements and projects. On the situation in
Germany, Hoff (1995) reports that they have a poor record when it comes
to putting intercultural education into practice. The popular method for the
development of intercultural education is ‘the experimental method’. The
duration of the models is between 3 to 5 years. The results of the experi-
ments, even if they are promising, are normally not made a part of every-
day reality. Besides there is no strong public demand for school reform to
open the gates for intercultural education in mainstream classrooms. Ac-
cording to Figuera (1995), in the UK, the National Curriculum and mar-
ketisation in education are important factors in keeping intercultural edu-
cation away from the mainstream. In the Netherlands the situation is in
some respect different. Intercultural education has been compulsory in
Dutch schools since the mid-1980’s. Very few schools indeed have suc-
ceeded in incorporating ‘the intercultural’ into their curriculum. One of the
problems being that the concept is not clear enough to be of practical rele-
vance for teachers. The Ministry of Education, Culture and Science and the
Ministry of Health, Welfare and Sport set up a special project group in
1994 to stimulate ‘intercultural education’. Its main objective was to facili-
tate the implementation of intercultural education as a regular school ac-
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tivity in all schools. One objective in education was to move beyond cul-
turalism. Culturalism sees and addresses people predominantly as mem-
bers of an ethnic-cultural group and associates them with the cultural char-
acteristics of that group. Thus in the Netherlands there is a comparatively
strong central policy designed to avoid intercultural education becoming
marginalised. Whether this policy will succeed and what kind of intercul-
tural education will result from it, are important questions that still have to
be answered. '

In the following I shall present the results of a short descriptive re-
search project on new initiatives in the field of intercultural education in
the Netherlands. Intercultural education is a very broad and poorly defined
concept. In the Netherlands we can see a shift in focus in intercultural edu-
cation from ‘getting to know immigrants’ to ‘learning how to associate
with others’. With this new focus more and more interest has been shown
in intercultural communication,

Intercultural Communication

Nowadays many organisations in the Netherlands are active in intercultural
communication, a field that barely existed in the past. These organisations
are particularly active in the labour sector. The arguments in favour of in-
tercultural communication are generally of an instrumental nature and run
as follows: ‘Labour organisations are increasingly confronted with the
cultural diversity inherent in their workforce. Intercultural management is
necessary for the optimal deployment of all employees, a pleasant working
atmosphere and good intercommunication. In addition, it is essential that
products and services are optimally attuned to the changes in the market
brought about by immigrants settling in the Netherlands.’

Trainers in intercultural communication are not only to be found in the
labour sector, they are also to be found in welfare services and education.
Intercultural communication has been placed on two agendas: the educa-
tional agenda involving combating disadvantage and promoting participa-
tion, and the cultural political agenda involving acting as a mouthpiece for
the cultural diversity in society.

Strictly speaking, intercultural communication refers to communication
between people from diverse cultures (Gudykunst/Kim 1992; Landis/Rabi,
1996). In the present Dutch context it is mostly used for communication
between Dutch people and immigrants, the important dimensions being the
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development of seif-identity and of reciprocal image-building. It is gen-
erally agreed that communication does not occur in a vacuum; in other
words, the context influences the process of communication. There is a dif-
ference of opinion, however, on the importance and consequence of the
contextual characteristics that may be distinguished, such as social domi-
nance relations, local power relations and the quality of the inter-ethnic
community.

Information, education and training influence the development of one’s
image about others and the quality of intercultural communication. Inter-
cultural management, or the development of intercultural organisations,
also becomes an important activity when the organisational context within
which communication occurs is taken seriously. This involves focusing
attention on influencing and developing the policy processes which can
facilitate the manifestation of cultural pluriformity within organisations. It
is against this background that ‘interculturalisation’ has become the latest
buzzword in education. Interculturalisation is usually defined as a contin-
ual process of innovation aimed at the attunement of all aspects of an insti-
tution to a multiethnic society.

Thus there are varying perceptions of the significance and scope of the
concept intercultural communication. The objective effects, and possible
social effects of activities aimed at promoting and improving communica-
tion between Dutch people and immigrants are the subject of discussion,
not least because activities in this field are interventions in reciprocal im-
age-building and in inter-ethnic relations. The limited research that has
been carried out on intercultural communication, for example in the health
services, shows a clear tendency towards culturalism in the way problem-
atic inter-ethnic relations are analysed, and in the kind of interventions that
are chosen (van der Zwaard, 1993; Glastra, 1994). Culturalism occurs when
cultural differences are seen as the core problem in inter-ethnic relations
and this explanation neglects the processes of dominance and disadvan-
tage, and as a result immigrants become more or less imprisoned in their
own culture and thus become an issue.

Other discussion points include the level of equality in intercommuni-
cation between Dutch people and immigrants, and cultural political ques-
tions on the way in which cultural diversity in society is expressed. All
these questions concern multiculturalism, the normative dimension of deal-
ing with ethnic diversity.

The promotion of a multicultural society is included in the Dutch gov-
ernment policy on minorities. Multiculturalism is seen as a solution to ‘the
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problem of ethnic minorities’, as a way of limiting discrimination, encour-
aging participation and combating educational disadvantage. It is a liberal,
strongly individualised form of multiculturalism. Those it addresses, which
would include people who discriminate, should develop different ideas and
forms of conduct; and individuals from ethnic minorities should, by means
of good educational results, be able to improve their position, thereby fur-
thering their integration into Dutch society. In other words, this form of
multiculturalism is a means of improving the position of immigrants; its
effect is unavoidably homogenising. ‘

Multiculturalism can also be interpreted as the outcome of a process of
conflict and negotiation on cultural and ethnic differences in the context of
an ethnically-heterogeneous society. Cultural diversity is the starting point
of such an interpretation in which there is optimal room for recognising
cultural differences related to ethnicity both at the level of the individual
and at the level of the group (compare with Taylor/Gutmann, 1994). In this
interpretation of multiculturalism, the one I favour, both achievement at
school and the expression of cultural diversity in education are important
themes in the study and design of intercultural communication processes.
If the expression of cultural diversity is considered to be important, the
perspectives of all, including immigrants, and reflection on these perspec-
tives are essential in activities related to intercultural communication, as
Shadid (1994) and Chen/Starosta (1996) quite rightly pointed out. Hence
the development of intercultural competence for both immigrants and non-
immigrants requires the development of a sensitivity to the perspectives of
others, the willingness both to take these differences seriously and to deal
with the uncertainties, power relations and dynamics in the collective
process of creating a just multicultural society. The issue of intercultural
communication in education is political as well as pedagogical (Sleeter,
1995; Auernheimer 1997).

Intercultural communication is on the educational agenda for combat-
ing immigrant pupils’ disadvantage at school and on the cultural-political
agenda for the expression of ethnic diversity in society. Research shows
that the achievements of immigrant pupils at school are lower than those of
Dutch pupils and school drop-out rates are considerably higher amongst
immigrant pupils (Jaarboek Minderheden [Minorities Yearbook], 1996).
Educational experts have been discussing the factors which could explain
this lack of success. This discussion includes both educational and pupil
characteristics. It is generally agreed that the social and economic back-
ground of pupils is extremely important. Opinions differ, however, about
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the influence of ethnic and cultural characteristics on success at school (see
Peshkin [1992] for an overview of the relationship between culture and
curriculum). Experts are divided about the importance attributed to the
quality of the processes of intercultural communication, generally identi-
fied by the dimensions: language, style of interaction, cognitive style, cog-
nitive orientations and value orientations. Nevertheless, there is general
agreement that the linguistic aspects of intercultural communication are a
significant factor in achieving success at school.

Research on New Initiatives in the Netherlands

In 1996 the Dutch Temporary Commission for Minorities’ Policy, set up
by the Ministry of Home Affairs, commissioned the SCO-Kohnstamm
Institute to carry out a short research project on the theory and practice of
intercultural communication in education in the Netherlands. The research
design included a more detailed description and analysis of new initiatives
in the field of intercultural communication (Leeman 1997). Important topics
in intercultural communication in education are communication in the
classroom, the school climate, contact between school and parents, and
school policy. Lack of time forced us to make a selection from these topics
and we chose two: communication between the school and parents and
communication in the classroom. Qur choice was based on the fact that the
latter is the core activity of education and that written material on both of
these topics is more readily obtainable.

With the help of experts in the field of intercultural education, nine new
initiatives in the area of communication in the classroom and eight initia-
tives concerning communication between school and parents were selec-
ted. In making this selection the main criterion was avoidance of cultural-
ism in the creation of people’s images. In the description and analysis the
focal points were culturalism and the contribution of actors from different
ethnic backgrounds.

Communication in the Classroom

Communication in the classroom is closely related to the content of teach-
ing materials, the didactic approach and the orientations and skills of the
teacher. Important conditioning factors are the school climate and relation-
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ships between pupils (Leeman, 1994; 1997). Seven initiatives in the field
of curriculum development and two initiatives which concentrated on the
development of teaching strategies for ethnically-heterogeneous classes
were studied.

Resources development for intercultural education focused initially on
teaching new subject material such as knowledge about immigrants and the
multicultural society. The stereotype character of a great deal of regular
and intercultural teaching materials is a tenacious problem. Recently de-
veloped materials which have been based on more detailed study of inter-
cultural education are mainly aimed at primary education. The materials
include new subject matter and teaching methods for the primary school
subject area ‘world orientation’ in which an effort has been made to avoid
cultural stereotyping. This is mostly done by avoiding studying differences
between groups and emphasising individual differences. There is only one
example of the new material (see De Grote Reis [The Long Journey])
which really does justice to different perspectives of the world, both immi-
grant and non-immigrant. Little or no attention is paid in the new initia-
tives to developing a form of intercultural communication in the classroom
whereby the teacher supervises the youngsters in a form of cultural pro-
duction comprising different perspectives on reality and a feeling of soli-
darity across ethnic borders.

All the materials include a teachers’ manual in which teachers are re-
quested to concentrate not only on the subject material but also on the
processes of interaction, exchange and dialogue in the ethnically-heteroge-
neous class. This places new demands on the professionalism of teachers
without providing adéquate training programmes for them. Based on the
sparse, small-scale research that has been done on teachers’ orientations on
ethnic diversity, the assumption has been made that most teachers are in-
clined towards culturalism and are not sensitive to issues in the processes
of intercultural communication, which immigrants perceived as being
problematic.

The use of the newly developed materials, without a serious focus on
teacher training, is not likely to support the development of a culturally
inclusive curriculum in which immigrants’ perspectives of the world are
taken seriously.

The new initiatives that could be found that aim to develop teaching
strategies for classes with a heterogeneous mix focus on cooperative learn-
ing which is very uncommon in Dutch schools (Vosse, in this volume).
This strategy should provide an opportunity for pupils from different eth-
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nic backgrounds to meet and interact and work together. As a consequence,
it should effect the quality of communication, the content of education and
the nature of relations between pupils. Slavin (1995; 1996) gives a clear
overview of the generally positive results of cooperative learning in the
field of school success and in the field of inter-ethnic relations. The initia-
tives found were based on forms of cooperative learning that were strongly
oriented towards pupils’ achievement at school, with an emphasis on in-
creasing the active participation of pupils in learning tasks (They are based
in particular on the work of Cohen, Slavin, Kagan, Johnson and Johnson.
See Kutnich/Rogers [1994] for an overview). One of the methods used in
achieving these aims was the use of group work to increase the level of
interaction between pupils whilst performing learning tasks. These forms
of cooperative learning are aimed at improving the educational attainment
of all pupils and, in general, pay little or no attention to cultural diversity
as an outcome and characteristic of the learning process that takes place in
the classroom. They fit more appropriately into a form of multiculturalism
in which the rectification of disadvantage is the main objective rather than
into a form in which cultural diversity is the overriding aim.

The School and Parents

Schools and parents consider good communication to be essential to good
education and to their joint responsibility for bringing up children. Com-
munication between schools and immigrant parents leaves a lot to be de-
sired. Small-scale research has indicated that there is a difference in per-
ception between schools and immigrant parents on a number of important
aspects concerning education and the upbringing of children. This differ-
ence in perception has an influence on the relationship between them.

It would appear that schools have insufficient insight into the problem.
There seems to be a tendency on the one hand to reduce the problems to
one of language, which can be solved with the help of an interpreter, and
on the other to attribute it to insufficient educationally-supportive behav-
iour by parents. Immigrant parents consider educational support to be ex-
tremely important. They are also concerned, however, about the alienation
of their children from ‘their own culture’; about respect, and enough atten-
tion being paid to their children and the safety of their children at school;
about a relationship of trust with the teacher; the provision of information
by the school; and the scope for participating in the school. In several
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immigrant communities the need for education and training aimed at the
participation and involvement of parents in their children’s school is under
careful consideration and developments are in progress. Organisations run
for, and by, immigrants have developed various forms of expertise to pro-
vide support on intercultural communication issues. Schools make inciden-
tal, sometimes structural, use of this expertise.

~ Several models for communication between schools and immigrant
parents have been developed in educational practice. An independent
evaluation of these models has not been made. The extent to which there is
direct contact and cooperation between schools representatives and parents
and hence the extent to which there is the opportunity for them to meet and
time for exchange and dialogue varies from model to model.

The model of the school contact person is widely used. Of crucial im-
portance in this model are the contact person’s job description and status
within the school. When contact with immigrant parents occurs exclu-
sively via the contact person there is little opportunity for further intercul-
turalisation within the school. In such a situation the very existence of a
school contact person is quickly used as a legitimate reason for avoiding
responsibilities. If other team members are also responsible for communi-
cation with immigrant parents there is a chance that the school will modify
the way it works to accommodate cultural diversity.

In the Netherlands, a new project has been operational in Enschede and
Zwolle since 1992. In this project the emphasis is not on the role of an in-
termediary from an immigrant background as arbitrator, but in experiment-
ing with short, direct lines of communication between as many of the
school’s teachers as possible and immigrant parents. Following on from a
project on school choice, a project has been implemented on school career
guidance for immigrants in secondary education, the so-called SAVO pro-
ject. The backbone of SAVO is an annually updated school career plan
drawn up between the school, the pupil and the parents. These two projects
are aimed at strengthening the parent-school-pupil relationship. The sup-
port and encouragement pupils receive from their environment are as-
sumed to be an important factor in success at school. A number of agree-
ments constitute the core of the project; agreements are made on the edu-
cational pathway considered to be feasible for that child and the way in
which everyone can and must contribute to the successful completion of
that pathway. These agreements are laid down in the school career plan
which thereby constitutes a commitment on the part of all three parties.
Parents, for example, commit themselves to providing time and space at
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home for the child to study and commit themselves to going to the school
when invited to do so. No measures are taken by the school without first
conferring with the parents and the child. The child’s commitment includes
agreements on compulsory attendance at lessons and other activities in and
out of school. The project set itself the following objectives: to improve
the educational results of immigrant pupils; to improve the multi-ethnic
school climate and the understanding in schools that the educational results
of immigrant pupils are first and foremost an educational problem and not
a question of pupils’ shortcomings. By choosing short, direct lines of com-
munication between teachers and parents, teachers have the opportunity to
become acquainted with the parents’ perspective on problems in their
children’s school careers and the bottlenecks in communication with the
school. Likewise, it gives teachers an opportunity to get to know what the
parents want and to develop a sensitivity to possible differences in per-
spective on the upbringing of the children and their school careers. Cul-
tural diversity is taken very seriously in this project. Teachers are not only
expected to be knowledgeable about cultural differences but to have an
open mind and be sensitive to different perceptions of intervention de-
ployed by the school in the education and upbringing of the children.
Willingness to make the necessary changes in the schools’ normal working
methods is crucial.

We could find no models in the Netherlands with the objective of creat-
ing new forms of cooperation between schools and parents from immigrant
and non-immigrant backgrounds, with a view to the realisation of an inter-
culturalised school.

In conclusion, the new initiatives on intercultural communication in the
classroom and between school and parents provide practical remedies for
avoiding culturalism. As such, they offer interesting opportunities for im-
plementing intercultural education in daily school activities. The equal in-
volvement of all participants, ethnic minorities included, in the process of
communication is not to be found in the initiatives. One exception is a re-
cent project in which all teachers and parents are cooperating to improve
pupils’ achievements at school and adapt the standard procedures of the
school to the cultural diversity of parents and children. The initiatives em-
phasise the promotion and improvement of communication between dif-
ferent ethnic-cultural groups; interculturalisation is not an issue. They can
be situated in a liberal approach to intercultural education.
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Conclusion

Recent immigration in West-European societies presents a challenging
problem in terms of fostering social cohesion. As schools have tradition-
ally had an integrative function, it is their task to create bonds between
people in the newly developed multicultural societies. West-European
countries have developed a range of educational intervention strategies to
perform this new task; one is the promotion of intercultural education.

After describing new initiatives in the area of intercultural education in
the Netherlands we were forced to conclude that, although the initiatives
offered interesting ways of avoiding culturalism, little time was spent on
the interculturalisation of the school and on equally involving all partici-
pants, immigrants included, in the process of communication. This current
picture of intercultural communication in schools is compatible with the
liberal, individualised form of multiculturalism that is dominant in Dutch
government policy on minorities.

An instrumental, individualised form of multiculturalism which is pri-
marily aimed at improving the position of immigrants may overshoot its
target. From a communication theory angle, concentrating on the perspec-
tive of immigrants and the reflection of that perspective in the processes of
intercultural communication on an individual, institutional and social level
are an important condition for achieving the goal. This may require a new
form of multiculturalism which can, in theory, result from a process of
struggle and negotiation on cultural and ethnic differences in the context of
an ethnically-heterogeneous school and society. The Dutch education sys-
tem has virtually no experience with this form of multiculturalism, a form
in which immigrants are really provided with the confidence of ‘belong-
ing’ in Dutch society.

Intercultural education is not only a pedagogical issue but a political
one too. For the analysis of intercultural education it is important to take
the complex environment of national culture and educational, immigration
and multicultural policies into consideration. It might be interesting to
trace the differences and similarities between European countries at the
level of current practice in schools in relation to their approach to intercul-
tural education and multiculturalism. In the area of intercultural education
and social cohesion comparative research is very promising. Cross-na-
tional fundamental research is needed to arrive at a better understanding of
the interrelationship between education, ethnicity, equality and social co-
hesion. This understanding is not only needed at the level of the nation
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state but also at a united European level in the light of world economics
and a global obligation to cooperate with each other (Auernheimer, 1997).

References

Auernheimer, G. (1997). Interkulturelle Pédagogik. In: Bernhard, A./Rothermel, L. (eds.),
Handbuch Kritische Pddagogik. Weinheim: Deutscher Studien Verlag, pp. 344-356.

Banks, J. A./McGee Banks, C. A. (eds.) (1995). Handbook of Research on Multicultural
Education: New York: Macmillan.

Chen, G.-M./Starosta, W.J. (1996). Intercultural Communication Competence. A Syn-
thesis. In: Communication Yearbook, pp. 353-383. London: Sage.

Fase, W. (1994). Ethnic Divisions in Western European Education. Minster, New
York: Waxmann.

Figuera, P. (1995). Multicultural Education in the United Kingdom: Historical Develop-
ment and Current Status. In: Banks/McGee Banks.

Glastra, F. (1994). De begrensde verbeelding. Interetnische verhoudingen in educatieve
en voorlichtingsfilms. [The finite image. Inter-ethnic relationships in educative and
informative films.] Leiden: DSWO Press.

Gudykunst, W.B./Kim, Y.Y. (1992). Communicating with Strangers. An Approach to
Intercultural Communication. New York: McGraw-Hill.

Gutmann, A. (ed.) (1994). Multiculturalism: Examining the Politics of Recognition.
New York: Princeton University Press.

Hoff, G.R. (1995). Multicultural Education in Germany: Historical Development and
Current Status. In: Banks/McGee Banks,

Jaarboek Minderheden [Minorities Yearbook] (1996). Houten/Zaventum/Lelystad:
Bohn Stafleu Van Loghum/Koninklijke Vermande.

Landis, D./Rabi, S. (eds.) 1996. Handbook of Intercultural Training. London: Sage.

Leeman, Y. (1997). ‘Young Together: Youth, Ethnicity and Education.” European Jour-
nal of Intercultural Studies. Oxford: Carfax, vol. 8, no. 1, 37-51.

Leeman, Y. (1998). Education for the Multi-ethnic Society. In: C. Wulf (ed.), Education
for the 21st Century. Commonalities and Diversities. Milnster: Waxmann, pp.213-
227.

Leeman, Y./Leiprecht, R. (1998). ‘Wenn neue Herangehensweisen auf giingige Vorstel-
lungen stossen ... Unterricht zu Rassismus und multikultureller Gesellschaft in den
Niederlanden.” Zeitschrift fiir internationale erziehungs- und sozialwissenschaftliche
Forschung. 15, 1, 43-71. K6ln, Wien: Bohlau.

Leeman, Y./Saharso, S. (1997). Racism in the Netherlands: The Challenge for Youth
Policy and Youth Work. In: Hazekamp, J.L./Popple, K. (eds.), Racism in Europe. A
Challenge for Youth Policy and Youth Work. London: UCL Press, pp. 39-64.

52



Leeman, Y./van Veen, A. (1997). Interculturele communicatie in het onderwijs. [Inter-
cultural communication in education.] Amsterdam: Het Spinhuis.

Peshkin, A. (1992). The Relationship between Culture and Curriculum. A Many Fitting
Thing. In: Handbook of Research on Curriculum. New York: AERA.

Shadid, W. (1994). Beeldvorming. De verborgen dimensie bij interculturele communi-
catie. Tilburg: Tilburg University Press,

Slavin, R.E. (1995). Cooperative Learning and Intergroup Relations. In: Banks/McGee
Banks. .

Slavin, R.E. (1996). Education for all. Lisse: Zwets & Zeitlinger.

Sleeter, C.E. (1995). An Analysis of the Critiques of Multicultural Education. In:
Banks/McGee Banks.

van der Zwaard, J. (1993). El Mizan. Wijkverpleegkundigen over de opvoeding in al-
lochtone huishoudens. [Health visitors on the upbringing of children in immigrant
households.] Amsterdam: SUA.

53



Thea Peetsma, Erin Wagenaar, Ewoud de Kat

School Motivation, Future Time Perspective and
Well-Being of High School Pupils in Segregated and
Integrated Schools in the Netherlands and the Role
of Ethnic Self-Description

Introduction

A growing number of pupils in Dutch secondary schools is of foreign par-
entage. Their parents’ home countries are very diverse, as is their educa-
tional background. This group includes the children born to labour mi-
grants from Mediterranean countries who at the present moment are most
likely to be from the second or third generation, and as such, will have had
the benefit of attending Dutch primary schools. Also, there are the children
of people who have emigrated from former Dutch colonies like Surinam
and the Dutch Antilles; the children of recent newcomers representing a
range of social backgrounds from all over the world; and an increasing
number of children whose origins are an ethnic mix.

The participation of this group in secondary education is improving,
even though they tend to be over-represented in the less academic streams;
the girls in particular seem to have taken giant steps towards achieving
typical Western levels of emancipation and education. Nonetheless, a rela-
tively high percentage of these pupils are failures at school and this some-
times continues into their early adult life. In the case of young male Mo-
roccans living in the Netherlands, roughly one third has no secondary
school qualifications, is unemployed and associates with anti-social or
criminal members of the peer group. These figures apply to unmarried
people under 25 years of age. For the corresponding Dutch population the
number would be somewhere between 5 and 10% (de Hon, 1998).

The Dutch Constitution has pledged for the last 150 years that: Educa-
tion is an object of permanent concern to the Government ... therefore its
concern is now focused sharply on the school careers of these groups. For
secondary school pupils, as well as for younger pupils, levels of achieve-
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ment in second language acquisition play an important role in this govern-
mental concern, but social and psychological factors play a major role as
well; how can we keep these youngsters in school, which school situations
(dominantly white, black or multiracial) are favourable for their school re-
sults, well-being in school, motivation, and professional prospects?

In this chapter differences between pupils’ motivation, time perspective
and well-being in different school situations (integrated, segregated ‘white’
‘and segregated ‘black’) will be analysed for both migrant and indigenous
pupils.

Pupils’ Motivation, Future Time Perspective and Well-Being

Several studies have shown that pupils’ motivation and well-being are im-
portant factors in their school careers: pupils who feel at ease in the social
and pedagogical climate of their school, and pupils who have a strong mo-
tivation to learn and get a diploma at a level best suited to them, are gen-
erally more successful than pupils lacking these characteristics. Therefore
it is not surprising that schools that have taken these findings as their peda-
gogical credo, like the Magnet schools in the USA, are showing promising
results. In these schools, motivation to learn is stimulated by offering the
pupils more freedom to follow their own interests; by giving them the op-
portunity to participate in project work, extracurricular activities, and per-
sonal counselling; and by maintaining high moral standards in the school.
Usually these schools are located in urban areas populated by lower socio-
economic groups; the school population is predominantly black or of mixed
parentage, with a smaller number of white pupils. All pupils seem to profit
from this kind of education (New York State Magnet Schools, 1985).

An important part of what constitutes motivation can be expressed by
the concept of future time perspective. This is generally described as a
conceptualisation of a specific future lifestyle, represented by something
like a professional career or specific social relations, viewed in the long
term. Perspective refers here to the representation of certain events or ob-
jects in the near, or more distant, future. It can be characterised in terms of
‘extension’ and ‘valence’ (see a.0. Gjesme, 1975; Lens, 1986; Winnubst,
1975). Extension refers to the degree of remoteness of the time repre-
sented. The significance of ‘extension’ (extension in time) may differ from
one subject to another. For pupils ‘the time after finishing school’ and ‘the
current school year’ seem to be meaningful time measurements. The va-
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lence, or relevance, of the ‘future time perspective’ variable indicates the
value of a certain objective in the future.

In our studies, the concept of future time perspective is interpreted as a
variant of the concept of ‘attitude’, with its three intrinsic components: af-
fection, cognition and behaviour (Rosenberg/Hovland, 1960). Future time
perspective is regarded as an attitude towards a certain object viewed in
time (Stoudhard/Peetsma, 1999; Peetsma, 2000). Knowledge (cognition),
on the one hand, is interpreted as ideas or expectations with regard to the
future, and on the other hand as an understanding of social realities. Ap-
preciation (affection) is interpreted as an optimistic or pessimistic approach
to a particular item in the future, and also as a positive or negative appre-
ciation of that particular item. In the context of future time perspective,
‘behaviour’ (defined as an attitude component) is seen first and foremost
as ‘behavioural intention’.

As indicated before, scientific literature emphasises the motivational
character of future time perspective (see a.o. Lens, 1986; Lens/Decruye-
naere, 1991; Nuttin, 1980). The expectation being that future time perspec-
tive is a predictor for investment in school. If we just take the cognitive
aspect of future time perspective, we can describe this as a kind of adjusted
instrumental approach to school for the purposes of a projected profes-
sional career later on (Peetsma, 1992). This attributed instrumentality to
school for the purposes of a later professional career can also work as a
predictor for a pupil’s investment in school, but it was expected, and in-
deed found, to be a less robust predictor for school investment than was
future time perspective.

The concept of school investment refers to concrete behavioural mani-
festations, the way pupils carry out a series of tasks oriented towards
achieving good school results which may possibly be useful in their future
career. Behaviour consists of successive steps, which have implications for
goals in the future (Raynor, 1981; Raynor/Entin, 1983). School investment
is operationalized as the impulse (onset), and intensity and perseverance
(duration) shown by way of three kinds of behaviour, namely, going to
school, working on a certain subject, and doing the accompanying home-
work (Roede, 1989).

In their research on well-being and motivation in four countries (Peets-
ma/Hascher/Roede, 2000) pupils’ well-being proved to be a predictor of
their investment in school, as well as more traditional motivational vari-
ables. So, pupils’ well-being seems not only important as such, but it can
be important in relation to pupils’ motivation as well.
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With respect to the differences in the way well-being is experienced be-
tween indigenous and migrant pupils at school, not only will it be interest-
ing to look at well-being in general, but also at the specific differences in
pupils’ well-being as reported by either school teachers or classmates.

Motivation, Well-Being and School Situation

Many studies have reported different success rates for black and white
pupils in segregated (‘white’ or ‘black’) and integrated (‘white and black’)
schools. Advocates of Magnet schools generally claim that integrated
schools give better results; others have found that while integrated schools
work best for white pupils, segregated-black schools work better for black
pupils (Patchen, 1982). However, Ogbu (1992) feels the issue is too com-
plicated to yield mono-dimensional answers as several cultural factors have
to be taken into account, the most important being minority status, a com-
plex concept in itself. For black pupils from high status minority groups,
white schools may be useful instruments in their educational career; for
low status pupils these same schools may have a negative effect on moti-
vation, well-being and school success. Therefore segregated schools may
have more to offer in terms of a positive educational climate for low status
pupils.

Ethnic Identity, Motivation, Well-Being and School Situation

Ethnic identity is another important topic in school career studies. Volle-
bergh/Huiberts (1997) found that in white Dutch schools, immigrant pupils
reported more emotional problems than indigenous pupils do; in integrated
schools the difference was less pronounced. The authors analyse the rela-
tionships between emotional well-being and ethnic identity, or accultura-
tion, in immigrant pupils. Their claim is that ethnic identity is a multidi-
mensional phenomenon, some parts correlating with well-being, others
not. Much more research is needed before the concept can be clearly de-
fined.

Relationships between ethnic identity and psychological well-being are
complex: on the one hand, a strong ethnic identity through its relation to
self- esteem is seen to be an effective coping strategy for people living in
another country, on the other hand, it may be an impediment to integration
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into the new culture (Nesdale/Rooney/Smith, 1997). Patterns seem to be
different for adults and adolescents, and for first, second or third genera-
tions of immigrants. Generally speaking, ethnic identity is more important
for older than for younger people, and for short-term migrants more than
for later generations. Ethnic stigmatisation or racial oppression is also of
influence: both ethnic identity and self-esteem are dependent on the degree
to which people feel accepted by their host country. Much of the American
literature on ethnic identity centres around the topic of racial conflict (see
Trueba et al., 1997).

An interesting topic in the discussion on the ethnic identity of pupils
from minority groups centres around the concept of ethnic self-description
or self-attribution: the way people describe themselves. What ethnicity does
a white child, of say Turkish-Dutch parentage, born in the Netherlands
with a good command of both the Turkish and Dutch languages and of Is-
lamic religion attribute to himself? Does he feel Turkish, Dutch, or maybe
both? And in what way do these self-descriptions influence these pupils’
school careers? This is an issue which concerns Vollebergh/Huiberts
(1997) as well.

In predominantly mono-ethnic situations, like a white school, people
are more likely to see themselves in mono-ethnic terms, in different cir-
cumstances, let’s say attending a mixed school, pupils emphasise their
mixed origins (Phinney/Alipura, 1996). In two interesting experiments in-
volving a total of almost 250 multi-ethnic and about 1000 mono-ethnic
pupils, these authors found that pupils who see themselves as multi-ethnic,
i.e. of mixed ethnic origin, do not differ from mono-ethnic pupils in meas-
urements of self-esteem or general well-being; in some cases this goes
" even further in that they differ in a positive sense in their attitudes towards
other ethnic groups. The authors’ conclusion is that ‘mixed’ groups of
pupils might contribute favourably to the social climate in the school, as
well as in society at large: it might be that they function as a bridge be-
tween groups and promote appreciation of diversity and reduction of inter-
group conflict. In this book Leeman analyses Dutch research on muiti-cul-
tural education in schools which are aiming to achieve the same goal: an
improvement in social cohesion between pupils of different ethnic groups.

Kinket/Verkuyten (1997) found that Turkish children in the Nether-
lands tend to indicate a positive ethnic self-evaluation in heterogeneous
classes, whilst Dutch children in predominantly Dutch classes do not refer
to their ethnicity.
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Here we will analyse the relations between ethnic self-description by
secondary school pupils, their psychological well-being in school, motiva-
tion for attending school, socio-cultural background, and school factors
like the ethnic composition of the school population. We expect to find a
better motivation and well-being experienced at school for pupils who de-
scribe themselves as Dutch in comparison to those who describe them-
selves as representatives of their family’s home country. We also expect to
find differences in several aspects of pupils’ future time perspectives, and
in parental and friends’ attitudes, as well as their own attitude, towards
schooling. Sex, age and social class differences will also be analysed.

Summarising, in this chapter we shall answer questions on:

1. differences between pupils’ motivation and well-being in three school
situations (integrated, segregated ‘white’ and segregated ‘black’) for
migrant and indigenous pupils;

2. relations between pupils’ motivation and well-being and their socio-
cultural background and school situation, controlled for age, sex and
socio-economic status;

3. differences in pupils’ motivation and well-being between migrant pu-
pils who describe themselves as Dutch, and pupils who describe them-
selves as a representative of the home country of their family.

Method

The research questions will be answered in two parts. In the first study
question 1 and 2 will be answered and in the second study question 3.

Respondents in the First Study

Respondents in the first study, on differences in integrated and segregated
schools, are pupils from the third form (aged 14-15) of 17 secondary
schools where more than 67% of the school population was of indigenous
origin (called ‘segregated white schools’), where more than 67% of the
school population was formed by migrant pupils (‘segregated black
schools’) and schools with an integrated school population: a total of 665
pupils in all (322 boys, 339 girls and 4 pupils whose sex was not re-
corded). The schools are in regions where a relatively large number of mi-
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grants live and where there are many pupils from low socio-economic
backgrounds.

There are four streams in Dutch secondary education and all the
schools taking part in this study are representatives of the third stream,
MAVO (intermediate general education), the lowest level but one, if
measured in terms of the intellectual abilities of the pupils. The number of
pupils per school location was: 386 (58%) from a ‘white’ school, 143
(21,5%) from an ‘integrated’ school and 136 (20,5%) from a ‘black’
school. There were no substantial differences between the schools in terms
of the pupils’ age and gender.

The number of migrant pupils in the study alternates according to how
‘migrant’ is defined. In this article we will take the parents’ country of
birth to be the criterion for terming a pupil ‘migrant’ or not. Working with
this definition there were 268 migrant pupils and 385 indigenous pupils
(the ethnic origins of 12 pupils were not recorded).

Respondents in the Second Study

Using three groups of pupils, we tested the hypothesis that there would be
differences between migrant pupils who described themselves as indige-
nous members of the population rather than migrants. The first was a
group of 275 migrant pupils (127 boys and 147 girls) from the third forms
of 17 MAVO secondary schools (intermediate general education), aged 13-
18 (mean = 15 years of age). The criterion for being accorded the status of
migrant for this group of pupils was their parents’ country of birth. The
pupils came from regions with a mixed population. Data were gathered in
the school year 1995-1996.

The second was a group of 1493 pupils (744 boys and 745 girls), aged
12-18 (mean = 15 years of age), representing the four types of secondary
education in the Netherlands: lower vocational education; intermediate
general education; higher general education; pre-university education. The
criterion for being accorded the status of migrant for this group of pupils
was father’s country of birth. This information was accumulated in the
year 1994,

The third was a group of 591 pupils (288 boys and 302 girls), aged 12-
18 (mean = 15 years of age), representing the four types of secondary edu-
cation in the Netherlands. The criterion for being a migrant here was the
nationality of the pupil. These data were gathered in the year 1994.
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These last two groups are part of a large survey by NIBUD (Dutch In-
stitute for Budget Research). The survey was reweighted to allow for
school type, school sector, region, and school level based on national and
statistical information.

Instruments

Pupils in the first study and pupils in the first group in the second study
filled in written questionnaires on the following subjects:

motivational variables:

o future time perspective on school and professional career in the short
and in the long term

o attributed instrumentality to school for a later career

s future time perspective on personal development in the long term

¢ investment in school and in homework

well-being:

o general well-being at school

¢ well-being at school with classmates
o well-being at school with teachers

social-cultural background:
e parents’ attributed importance and interest in pupils’ school career
o friends’ attributed importance and interest in pupils’ school career

In the second and third group of migrant pupils from all four types of sec-
ondary schools in the Netherlands the following scales are used:

motivational variables:

o future time perspective on school and professional career in the long
term

¢ investment in school and in homework

e truancy expressed in hours a week

well-being:
o general well-being at school
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From these pupils we have collated information on ethnic self-description
and age, sex and social-economic status.

Measuring the Quality of the Instruments

The instruments are taken from prior research, where good internal consis-
tencies have been found for the scales. Here, Cronbach’s alpha varies from
.65 to .84. Only, the scale ‘future time perspective on school and profes-
sional career in the long term’ has a lower consistency here (.57) than was
to be found in earlier studies.

As far as the motivation instruments are concerned, different validity
studies showed a good measurement quality (Roede, 1989; Peetsma, 1992;
Stoudhard/Peetsma, 1999).

Results

The following abbreviations have been used in the tables:

motivational variables:

ftl. = future time perspective on school and professional career in the long term
fts. = future time perspective on school and professional career in the short term
ist. = attributed instrumentality to school

ftp. = future time perspective on personal development in the long term

i.s.g. = investment in school in general

ihg. = investmentin homework in general

well-being:

w.b.s. = well-being at school
w.b.t. = well-being at school with teachers
w.b.c. = well-being at school with classmates

social-cultural background:

int.p.s. = parents’ attributed interest in pupils’ school career
imp.p.s. = parents’ attributed importance in pupils’ school career
int.fs. = friends’ attributed interest in pupils’ school career
imp.fis. = friends’ attributed importance in pupils’ school career
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Differences between Pupils in Three School Situations

Using an analysis of variance in tables 1 and 2, we find differences between
pupils’ motivation and well-being in the three different school situations.
In general, the black segregated situation gives the best results in terms of
motivation. Second best seems to be the integrated situation; on future
time perspective on personal development, investment in school in general,
and investment in homework in general, we do not find a significant
difference between the integrated and segregated black school situation.

The integrated school situation gives the best results with respect to
pupils’ well-being.

It is interesting to see that black schools are good schools especially
with respect to motivation, whilst the white school comes out worst. This
tallies with the opinion of many teachers and other practitioners, while
most lay people are convinced that the opposite is true.

Table 1 Differences between pupils in integrated and segregated school situations
on motivational scales (n = 665)

scales segr. segr. integr. integr. segf. segr. F prob.
white white mean sd black black
mean sd mean sd
ft.l 23.39 3.39 23.87 3.38 25.03 3.54 11.37 .00
fits. 21.17 4.65 22.58 4.81 2442 4,78 24,57 .00
ist 15.66 3.79 15.73 4.10 16.93 4.07 5.59 .00
f.t.p. 21.46 438 27 4.69 22.88 4.68 7123 .00
i.s.g. 24.37 4,93 26.52 422 27.66 3.95 29.73 .00
ihg. 23.95 5.34 24.95 532 26.39 4.69 11.21 .00

Table 2 Differences between pupils in integrated and segregated school situations
on well-being (n = 665)

scales segr. segr. integr. integr. segr. segr. F prob.
white white mean sd black black sd
mean sd mean
wbl 16.21 3.55 18.11 3.84 16.33 4.20 13.83 .00
wbs. 1631 392 18.47 328 15.90 415 19.74 00
wbec. | 1146 3.67 20.74 3.1 20.53 3.29 9.30 .00
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Differences between Migrant Pupils and Hndigeﬁous Pupils
in the Three School Situations

The differences between migrant and indigenous pupils in the three school
situations have been analysed using t-tests.

In the integrated school situation the only difference we can see between
migrant and indigenous pupils is to be found in the pupils’ well-being with
classmates. Migrant pupils experience a higher level of well-being with
classmates than indigenous pupils in this situation. No differences were
found in motivation nor in either of the two types of well-being measure-
ments.

In the segregated white school situation, the only differences found
were in pupils’ future time perspectives with respect to school and profes-
sional career (short and long term). The differences found between migrant
and indigenous pupils were: migrant pupils have more positive future time
perspectives on school and professional career (short and long term) than
indigenous pupils do. No differences were recorded on pupils’ well-being
and on the other motivation scales.

In the segregated black school situation the only differences we can see
between migrant and indigenous pupils’ motivation or well-being are on
pupils’ future time perspectives, on school and professional career (short
and long term), and on the attributed instrumentality to school for a later
career: migrant pupils have more positive future time perspectives on
school and professional career (short and long term), and attribute more
instrumentality to school for later life than indigenous pupils do.

We must bear in mind here that we only have a very small number of
indigenous pupils (about 10) in segregated black schools. These may be a
relatively atypical sample of the indigenous population, as many indige-
nous parents with a positive attitude towards schooling would prefer mixed
or white schools for their children.

We see that migrant pupils in both segregated school situations have
more positive future time perspectives than indigenous pupils in these
situations. This is not the case with the resulting investment in school.
More investment in school could be expected because pupils’ time per-
spective is known to be a predictor of school investment.
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Differences between Migrant Pupils in Differenf School Situations
Differences in motivation and well-being between migrant pupils in differ-

ent school situations have been analysed with an analysis of variance
(tables 3 and 4).

‘Table 3 Differences in motivation between migrant pupils in different school

situations
scales segr. segr. integr. integr. segr. segr. F prob.
White white mean s.d. black black
mean s.d. mean s.d.

F.T.L. 2417 3.15 2421 3.52 2540 336 4.34 0.01

F.T.S. 2223 4.61 23.18 5.01 24.96 4.45 8.82 0.00

LS.T. 15.81 4.25 16.10 3.75 17.24 4.02 351 0.03
F.T.P. 21.81 3.66 22.82 4.78 23.11 447 2.19 o.n

1.S.G. 24.75 5.06 26.72 4.22 27.97 3.89 12.78 0.00
LHG. 24.39 4.53 25.30 5.38 26.64 449 5.60 0.00

Migrant pupils’ motivation and well-being differ according to the situation,
except for future time perspective on personal development (identity).
Usually, the segregated black school situation seems the most motivating
situation, resulting in more investment in the school and in homework on
the part of migrant pupils. The migrant pupils generally feel best in an
integrated school situation, both in relation to their teachers and their
classmates.

Table 4 Differences in well-being between migrant pupils in different school

situations
scales Segr. segr. integr. integr. segr. segr. F prob.
White white mean s.d. black black
mean s.d. mean sd.

W.B.S 16.07 4.59 18.27 3.38 15.88 4.21 7.82 0.00
WB.T 16.18 3.88 17.86 3.93 16.33 4.20 3.86 0.02

W.B.C 19.36 3.46 21.38 279 20.57 337 7.09 0.00
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Differences between Indigenous Pupils in Diffefent School Situations
Differences in motivation and well-being between indigenous pupils in dif-

ferent school situations have been analysed with an analysis of variance
(tables 5 and 6).

Table 5 Differences in motivation between indigenous pupils in different school

situations
scales segr. segr. integr. integr. segr. segr. F prob.
white white mean s.d. black black
mean s.d. mean s.d,
fitl 23.17 343 23.78 312 2233 2.83 1.32 0.27

fits. 20.87 4.61 242 427 20.11 4.34 3.70 0.03
i.sr 15.63 3.62 15.52 4.36 14.11 3.98 0.71 0.49
ftp. 21.36 4.55 22.89 4.50 22.56 1.94 3.58 0.03
is.g. 24.30 4.87 26.63 4.06 26.11 293 7.54 0.00
i.sh. 23.93 5.46 24.86 5.24 26.38 4.75 1.55 0.21

Table 6 Differences in well-being between indigenous pupils in different school

situations
scales segr. _ segr. integr. integr. segr. segr. F prob.
White White Mean s.d. black black
mean s.d. mean s.d.

w.b.s, 16.46 3.68 18.79 3.19 16.22 4.12 12.12 0.00
w.b.t. 16.26 3.42 18.59 3.60 16.22 5.04 13.04 0.00
w.b.c. 19.51 373 20.18 333 20.33 2.65 114 0.32

Indigenous pupils’ motivation differs in three of the six measurements of
motivation: future time perspective on school and professional career in
the short term, future time perspective on personal development, and pu-
pils’ investment in school in general. In all these cases, the integrated
situation seems the most motivating situation for indigenous pupils.

Indigenous pupils’ well-being differs in two of the three measurements
for this aspect: well-being in school in general, and well-being in school
with teachers. Here, the integrated school situation offers the most promis-
ing results. '
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Differences between Pupils’ Motivation and Well-Being with Respect
to Background Variables (age, sex and socio-economic status)

We explored the relation between the variables future time perspectives on
school and professional career in the short and long term, future time per-
spective on personal development in the long term, perceived instrumen-
tality of the school, investment and well-being, using the following back-
ground variables: age, sex, socio-economic status.

Age did not correlate with the motivational variables mentioned nor
with well-being.

Differences in socio-economic status on motivational variables as well
as on well-being have been analysed by means of an analysis of variance.
No differences in terms of socio-economic status were found.

Using a t-test, we analysed the difference between girls and boys on the
motivational and well-being variables. Girls have a more positive future
time perspective concerning their personal development (identity), invest
more in school as well as in their homework, and: their well-being at
school shows higher scores than for boys. Girls’ ratings of well-being with
their teachers is also higher than that of boys.

Relations between Pupils’ Motivation and Well-Being and their
Socio-Cultural Background and School Situation

Analyses of relations between pupils’ motivation and well-being and their
socio-cultural background, as well as of their school situation, were made
for the complete group of pupils, and for migrant and indigenous pupils
separately. In the MANOVA's, ‘school situation’ was used as a factor to
predict the pupils’ motivation and well-being; the measurements of pupils’
socio-cultural backgrounds were used as covariates.

In the analyses of migrant and indigenous pupils together, we found a
38.4% explained variance in pupils’ motivation and well-being, only with
the covariate ‘socio-cultural background of pupils’ (parents’ and friends’
attributed importance and interest in pupils’ school career). After this, the
school situation explains an extra 20.2% variance in pupils’ motivation
and well-being.

For one motivational variable, future time perspective on personal de-
velopment, and for one well-being variable, well-being in school with
classmates, the school situation (either integrated or segregated) no longer
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made any difference. For the other motivational variables, the segregated
black school situation was favourite, whereas for both the other well-being
variables the integrated school situation was the most favoured.

In the separate analyses of the migrant pupils we found a 47.1% vari-
ance in pupils’ motivation and well-being, explained by the covariate
pupils’ socio-cultural background (parents’ and friends’ attributed impor-
tance and interest in pupils’ school career). Socio-cultural background
seems to be especially important in the case of migrant pupils. After the
covariates, the school situation explains an extra 14% variance in migrant
pupils’ motivation and well-being.

For three motivational variables, attributed instrumentality to school
for a later career, future time perspective on personal development, and
pupils’ investment in homework, the schoo! situation (either integrated or
segregated) no longer made a difference. For the other motivational vari-
ables, the segregated black school situation was favourite, whereas if all
three well-being variables are taken into consideration, the integrated
school situation was the most popular.

In the analyses of the indigenous pupils we found a 38.5% explained
variance in pupils’ motivation and well-being, by the covariate pupils’ so-
cio-cultural background (parents’ and friends’ attributed importance and
interest in pupils’ school careers). The socio-cultural background seemed
to be less important in the case of indigenous pupils if compared to mi-
grant pupils. After the covariates, the school situation explains an extra
14.5% variance in indigenous pupils’ motivation and well-being.

For four of the six motivational variables — future time perspective on
school and professional career in the long term, attributed instrumentality
to school for a later career, future time perspective on personal develop-
ment, and pupils’ investment in homework — the school situation (either
integrated or segregated) no longer made any difference.

In the case of future time perspective on school and professional career
in the short term, as well as in the case of pupils’ investment in school, the
integrated school situation still proved to be favourite. Also, for one well-
being variable, well-being in school with classmates, the school situation
(either integrated or segregated) no longer made any difference. For the
other two well-being variables, the integrated school situation came out
best.

The results of our study show that pupils’ socio-cultural background
(parents’ and friends’ attributed importance in pupils’ school career), and
not social-economic status (which is probably not so varied among these
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pupils), can be a very good predictor of pupils’ mbtivation and well-being
in all school situations. This is even more true of migrant pupils than of
indigenous pupils:

Differences between Migrant Pupils Deseribing Themselves as being
Dutch or as not being Dutch

In order to answer the third research question, the scores of migrant pupils
describing themselves as Dutch, or describing themselves as not Dutch, or
as being both, have been analysed on possible differences in:

* future time perspective on school and professional career short term
and long-term

adjusted instrumentality to school for a later career

future time perspective on personal development in the long-term
investment in school and in homework

truancy in hours a week

well-being at school in general, with classmates and well-being at
school with teachers

parents’ adjusted importance and interest to pupils’ school career

* friends’ adjusted importance and interest to pupils’ school career

* ¥ * ® *

*

Analyses of variance were used to compare three subgroups of pupils in
the first group: pupils from migrant families describing themselves as
Dutch (n=55), pupils from migrant families describing themselves as both
Dutch and as representatives of their families’ home country (n=43), and
pupils from migrant families describing themselves solely as representa-
tives of their families’ home country (n=177).

For the second group, analyses of variance were also used to compare
the subgroups: pupils from migrant families describing themselves as
Dutch (n= 608) and pupils from migrant families describing themselves as
representatives of their home country (n=854).

For the third group, analyses of variance were also used to compare the
subgroups: pupils from migrant families describing themselves as Dutch
(n=144) and pupils from migrant families describing themselves as repre-
sentatives of their home country (n= 443).

The results of all these analyses of variance only show a significant dif-
ference on the measurement on well-being with teachers (p=0.00). Migrant
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pupils describing themselves as representatives of their home country
score the lowest on well-being with their teachers (mean = 16.06). Migrant
pupils describing themselves as both Dutch and as representative of their
families’ home country score highest on this scale (mean = 18.07). Migrant
pupils describing themselves as Dutch score in between (mean =17.73).
The differences between the three groups are all significant. This is the
only result which supports the expected outcome. As predicted, the mi-
grant pupils describing themselves as non-Dutch experience the lowest
level of well-being with their teachers. The hypothesis is not supported by
the migrant pupils describing themselves as Dutch, as they experience
lower levels of well-being with their teachers than migrant pupils describ-
ing themselves as both Dutch and representatives of their families’ home
country.

We must therefore conclude that this result only partly confirms our
expectation.

No differences in the motivational field have been found. The migrant
pupils describing themselves as Dutch do not have better future perspec-
tives on school and professional career or on personal development, do not
invest more in school, do not play truant less often than migrant pupils de-
scribing themselves as not Dutch.

The migrant groups do not differ in psycho-social aspects which may
influence pupils’ motivation and well-being in school, like their parents’
attributed importance and interest in pupils’ school career.

Conclusions and Discussion

The results of the two studies lead us to the following conclusions and dis-
cussion:

Motivation, time perspective, well-being, and school situation

In general, pupils’ motivation and well-being rates higher in an integrated
or a black segregated situation than it does in a segregated white situation.
This seems to be the case for both migrant and indigenous pupils.

With respect to pupils’ motivation, the black segregated school offers
the most positive results for migrant pupils, whereas indigenous pupils are
better motivated in an integrated school.
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The fact that pupils’ motivation is higher for migrant pupils in the seg-
regated black school situation contradicts the findings in the literature on
Magnet Schools. However, the results are more in line with Patchen (1982)
and possibly Ogbu (1992), although a comparison between American and
Dutch findings has its snags due to the huge differences between the two
countries.

With respect to well-being, the integrated school situation promises to
be the best. Migrant pupils and indigenous pupils record the highest score
on well-being in an integrated school situation. These results tally with the
literature on Magnet Schools.

Motivation, time perspective, well-being and ethnic identity

Ethnic self description turned out to be a factor related to the well-being of
migrant pupils, but only in their relationships with teachers: pupils who
describe themselves as both Dutch and foreign feel better with their teach-
ers than either the ‘Dutch’ or the ‘foreign’ migrant pupils. This finding
would seem to be in keeping with Phinney/Leper (1996) who concluded
that people of mixed origins can have a positive intermediate function
between different ethnic groups. Of course the term ‘mixed origins’ is not
completely the same as the binary ethnic self-description measurement
used in our study, so we cannot be more definite about the link between
their study and ours. The American ethnic situation is rather different from
the Dutch one, which lowers the validity of a comparison between the two
groups: racial conflict may be less of a problem in this country, although
ethnically-related problems like underemployment do exist.

In the motivational field and in that of well-being in general and with
classmates, ethnic self description proved to have no influence. The results
do not bear out our hypothesis; more research is very definitely needed
here.

Socio-cultural background

In this study we used the concept of socio-cultural background (parents’
and friends’ attributed importance in pupils’ school career) as well as that
of socio-economic status (ses), because the latter is still generally low for
immigrant groups, whereas socio-cultural background is a more heteroge-
neous and therefore more interesting factor, which does not completely
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coincide with socio-economic status. No differences in socio-economic
status were revealed between the groups in this study.

We have seen that pupils’ socio-cultural background might be a better
predictor of their motivation and their well-being than their school situ-
ation. This is even more true when predicting migrant pupils’ motivation
and well-being rather than that of indigenous pupils. Educationally speak-
ing, this can of course pose a problem as these factors are not easily influ-
enced by the educational system. A positive, welcoming attitude towards
(migrant) parents and serious efforts to make the importance of school for
their children’s’ future in the Netherlands clear to them, would seem to be
a useful investments for all schools.

Especially interesting here is the finding that school seems to be more
important for ‘black’ girls than for ‘black’ boys. Girls show a more
positive future time perspective in their personal development (identity),
invest more of their energy in school and homework, whilst at the same
time their well-being in schools and that experienced with their teachers is
higher than it is for boys. Of course this is a very recent development, as
until a few years ago most parents did not consider school to be a very
important factor in these girls’ lives. It seems as if girls from migrant
families have made giant strides forward if we compare their lives to those
of their mothers’ and grandmothers’, and they are very aware of the value
of education.

Finally, a warning that these results cannot be transferred easily to other
schools, for instance schools higher up on the educational ladder. Qur first
study was implemented in one of the four types of secondary schools in the
Netherlands: MAVO (intermediate general education). We are not sure
whether these results can also be applied to higher types of secondary
schools.

Pupils with problems at school have often left before the third form
(the year of measurement in this research). After leaving the MAVO, they
either become an early school-leaver or a pupil at a different type of
school, usually at the lowest level of secondary education (VBO: lower
vocational education). Of course, their scores on the motivational scales
would be a lot lower than the values we found. Relatively speaking, more
migrant pupils leave school early or become VBO pupils than do indige-
nous pupils (Jaarboek Minderheden, 1996). So in this respect we must bear
in mind that the pupils in our study are probably not entirely representative
of the general migrant population.
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Moreover the situation is continuously changing: migrant youngsters
adapt more easily to their new country than most of the older migrants do,
and they soon feel less of an ‘immigrant’ than their parents. For second
and third generation pupils, the Netherlands is their home country right
from the start.

We can conclude that there is still a lot of research to be done on the sub-
ject dealt with in our study: the influence of either integrated or segregated
school situations on pupils’ motivation and well-being, and the effects of
ethnic self-description on these factors.
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Jagdish Gundara

The Context of European Unification

and British Devolution:

Research Issues for Curriculum, Knowledge and
History

There are complex processes of societal and institutional changes taking
place in the European Union and in Britain. The consolidation of the Euro-
pean Union faces the danger of becoming a ‘Fortress Europe’ and has vast
implications for the historically and contemporaneously diverse popula-
tions. In Britain there is also processes of devolution of political, social
and educational institutions. This sets in motion possibilities of greater
social and educational inequalities. This paper is an attempt to examine the
curricular implications within Europe and Britain of these immense and
sometimes contradictory transformations.

(a) Eurocentric Knowledge and Curriculum

The issues of knowledge, curriculum and history teaching are critical to
the way in which Europe constructs itself, during the current period of
unification. Inclusions and exclusions of knowledge have implications for
the future of ethnic conflict or peace and stability within the European Un-
ion and the member states. As an example this paper will examine issues
of Eurocentric curriculum to illustrate the notions of centrism which are
prevalent in most states within the Union.

Knowledge systems confront dual challenges as European integration
takes shape. On the one hand Europe confronts a Eurocentric tradition in
many domains of knowledge. These hegemonic understandings are in-
formed by the imperialism of Europe. As Edward Said writes:

Without significant exception the universalising discourses of modern Europe and the
United States assume the silence, willing or otherwise, of the non-European world.
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There is incorporation; there is inclusion; there is direct rule; there is coercion. But there
is only infrequently an acknowledgement that the colonised people should be heard
from, their ideas known.'

As a result of the imperial enterprise not only is Europe in the world but
the world is in Europe. This interpenetration of cultures and civilisations
has universal implications and needs to be analysed at the broadest possi-
ble level. Ostensibly this has profound implications for the transfer of
knowledge. Yet, discourses from the colonised peripheries and subordi-
nated nationalities are still treated as being marginal in most contexts.

Martin Bernal indicated how in the 18th and 19th centuries Europeans?
developed a historiography which denied the earlier understanding that the
Greeks in the Classical and Hellenistic periods had learnt as a result of
colonisation and interaction between Egyptians, Phoenicians and Greeks.
Part of the reason for this new historiography has been that with the rise of
racism and anti-Semitism in Europe, the European Romantics and racists
wanted to distance Greece from the Egyptians and Phoenicians and con-
struct it as the pure childhood of Europe. It was unacceptable from their
perspective that the Europeans would have developed any learning and
understandings from the Africans or the Semites.

The notion of a northern European culture separated from the world
south of the Mediterranean is largely a mythical construction. The contri-
butions to knowledge in the ancient period from this immediate region in-
clude Mesopotamian astronomy, the Egyptian calendar and Greek mathe-
matics, enriched by the Arabs. As Samir Amin states:

The Opposition Greece = the West/Egypt, Mesopotamia, Persia = the East is itself a later
artificial construct of Eurocentrism. For the boundary in the region separates the back-
ward North African and European West from the advanced East; and the geographic uni-
ties constituting Europe, Africa and Asia have no importance on the level of the history
of civilisation, even if Eurocentrism in its reading of the past is projected onto the past
the modern North-South line of demarcation passing through the Mediterranean.’

The debate about how and where ‘Zivilisation’ arose is an interesting one
for educationalists and students, but it is only a part of a wider concern with
the intellectual straitjacket that Eurocentric and other centric education

1 E. Said (1993). Culture and Imperialism. London: Chatto & Windus.

2 M. Bernal (1987). Black Athena. The Afro-Asiatic Roots of Classical Civilisation,
Vol.1. New Brunswick: Rutgers University Press.

3 S. Amin (1989). Eurocentrism. London: Zed Books, p.24.
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systems can become. In this sense it is always necessary to consider ways
in which the curriculum, both formal and informal, can be modified or
changed. As long as history is studied from-the perspective of one or
another narrowly nationalist claim to truth, rather than from one or another
paradigm of historiography, education remains trapped in the tramlines of
nationalist tautology. And within this questions of racism, xenophobia and
ethnicisms have propagandistic but not educative value. In teaching and
devising of the curriculum therefore educationalists need to consider sev-
eral alternative definitions of knowledge before planning courses, research
or other interventions.

The dominant-marginal perspective in educational discourses needs to
be constantly challenged and often redrawn. The issues being presented
here are historically significant and of the gravest importance for the future
of education as well as the political and social structures of nations in the
European Union, and require a combination of pedagogical patience and
persistence. There has to be a constant and fundamental reappraisal of the
histories and national identities into which we have all been inducted with
such care. The answer does not lie in trying to establish either a liberal or a
‘back-to-basics’ curriculum founded in centric, nationalist and empire-
based intercultural milieu which has done so much to contribute to our
present predicament.

For most European education systems the challenge is to engage in a
wide ranging establishment of connections with other cultures and civilisa-
tions which are part of the fabric of contemporary and substantive realities
for young people.

It is a question of disentangling, and identifying the operations and
structures of those discourses which help to sustain the present relations of
intellectual power and subordination in European societies. Eurocentrism
is of particular significance in relation to knowledge, since it has an im-
plicit theory of European and world history. It is also a global political
project with far reaching universal ramifications. From this perspective the
so called western thought and philosophy emerges from Greece and is
based on ‘rational principles’ while the ‘Orient’ does not move beyond
‘Metaphysics’.# The curricular question is how the education systems can
help to liberate universalism from the limits of Eurocentrism? The current
habits of thought within some education systems inhibit such a develop-
ment and this tends to reinforce notions of a fortress mentality with the

4 Ibid.,p.91.
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Union and within each member state. This mentality exists not only in
Europe but has its equivalents in other civilisations. Another pronounced
problem is the way in which Islam has become constructed as Arabic-cen-
tric and become constructed as ‘the other’ in Europe.

This in its wake has led to violence in some states and has raised issues
of religious bigotry in addition to the ones of racism. The role of particu-
laristic curriculum in worsening inter-group tensions cannot be underesti-
mated.

To reinstate ‘this voice’ of the disenfranchised would require a great
deal of delicacy, diplomacy and sophistication, particularly if the desired
changes are not to be relegated to the margins of academic life. Reactive,
rhetorical and rebellious responses in curricular terms are not only inade-
quate but counter-productive.

(b) Art History

One could refer for instance, to one curricular area: art history. In order to teach art his-
tory western dominance also needs to be displaced in knowledge terms, because it has
succeeded in suppressing the past and artistic history as part and parcel of human
knowledge. As an example of one particular discipline art history is not located in any
one civilisation. It is multifaceted and multifocal in its origins and developments, which
are unfortunately not allowed to surface by academic neo-colonialism. In the eighteenth
century the discipline had a multicultural out-look which needs to be reinstated by art
historians. Indeed art historians would be reclaiming a territory which became ethno-
centric in the nineteenth and twentieth centuries.’

As dominance of Europe over other civilisations became entrenched, col-
lecting became formalised as part of ethnology. Ethnographic Museums
were opened (Copenhagen 1841; Berlin 1856; Leiden 1864; Cambridge/
Mass. 1866; Dresden 1876 and Paris 1878) where utensils, implements and
sculptures from Polynesia, Melanesia, New Zealand, North and South
America, and Africa were displayed. This was done so that visitors could
determine, as Edward Tylor of the Department of Anthropology at Oxford
put it, ‘the relation of the mental condition of savages to that of the civi-
lised man’. To fit these arts into the canon of art appreciation, a new cate-
gory, ‘primitive art’, was created.

5 C. Fyfe/J. Gundara (forthcoming), Intercultural Visual Literacy and Arts History, in
R. Mason/D. Boughton (eds.), Beyond Multicultural Art Education: International
Perspectives. London,
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The great international exhibitions of the nineteenth century displayed
the cultures of the world with a similar assumption. The Crystal Palace
Exhibition of 1851 was supposed to exhibit the collective output of hu-
manity. In describing the Indian exhibits, the catalogue stated that while
some techniques had started in India they have matured in Europe. To the
‘primitive art’ category there has now been added the ‘ethnic arts’ for the
work of the present. Such categorisation obviously excludes the Europeans
as having an ‘ethnicity’. In attempting to reinstate bodies of knowledge
into the mainstream curriculum some difficult questions are raised, includ-
ing ones about aesthetics and of understanding.

Issues of this type need to be examined across the curriculum to as
certain substantive questions about exclusion, which have clearly nothing
to do with political correctness. One of the issues presented here is how to
develop an artistic aesthetic which will not be constructed from a very nar-
row reading.

In the study of art history the question of developing an appropriate
intercultural, intellectual perspective and the negotiation of an appropriate
aesthetic is an issue of priority. Otherwise, students would reject texts and
artifacts which are unfamiliar and with which they cannot establish a con-
nection.

If the education system attempts to become universalistic, such a pro-
ject would necessitate staff development of teaching staff embarking on
such a project. Yet paradoxically, all centrisms need to be challenged to
establish more inclusive and universalistic knowledge. Such initiatives
would not replace the learning of the significant with the study of the triv-
ial but broaden and enhance our understanding of what is significant. In
the context of the European Union such a process has the impact of
avoiding the development of a ‘Fortress Europe’.

(c) Devolution and History

The current political devolution has been preceded by the devolved sys-
tems of schooling. This devolution of educational systems in the context of
market economies has been analysed by Geoff Whitty et al. and will not
be analysed in this paper. However, because of important issues of educa-

6 G. Whitty/S. Power/D. Halpin (1998). Devolution and Choice in Education: The
School, the State and the Market. Buckingham: Open University.
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tional inequality this paper examines in parallel a set of curricular issues.
The teaching of history in schools in England created controversy when
the National Curriculum was discussed in 1988/9 by government ap-
pointed working parties. At the present time Scotland and Wales have
elected their own assemblies while the process is somewhat delayed in
Northern Ireland. In May 1999 a new sense of Northern Irish, Scottish,
Welsh and English identities informed by different historical pasts is likely
to emerge. These histories can have a very narrow nationalistic interpreta-
tion or a broader and inclusive understanding. Archaeologists like Simon
James have been criticised for suggesting that Celtic identities are a ‘recent
invention’ during the 18th century.” How recent or ancient are the specific
or broader identities like that of being British? Will the history teaching of
children in schools lay foundations to build notions of inclusive identities
through histories of these islands or will they be exclusive of ‘the other’?

This paper will examine general issues in relation to historical distor-
tions and their consequences for inter-group relations. It will draw on the
problems confronting many states which are in the process of constructing
purer imagined pasts with dire consequences for the safety of the states
and peoples within it.

All children have a right to know and understand their own personal
‘story’. This is an important enough issue because when children do not
have access to their parents, family or community history they may be-
come obsessed by it. Young people not only need access to these stories,
but also need to be able to read them critically. This entails young people
being able to analyse critically historical information, facts and documents.
These historiographic skills would be invaluable to young people in evalu-
ating ‘stories’ and ‘histories’.

Members of societies generally think that their understanding of the
history of their own and other societies corresponds to the reality of events
which have taken place. Yet the norm is that we generally have notions
based on falsified histories. Part of the problem lies in the way in which
descriptions of events by participants is by definition partial. As historians
become more removed from historical events or periods their narrative be-
comes more removed from historical realities. It is, however, possible to

7 S.James (1999). The Atlantic Celtic: Ancient People or Modern Invention. London:
British Museum Press. Issues confronting the English are discussed by Paxman, J.
(1998), A Portrait of a People. London: Michael Joseph; constitutional issues are
discussed in Hazell Robert (ed.) (1999), Constitutional Futures: A History for the
Next Ten Years. Oxford: Clarendon Press.
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devise narratives accurately and to remove excessive levels of ethnocen-
trism. Since devolved societies are located in time and place the experi-
ences of those who are part of these societies have socially centred views
of the world. At one level they have notions of centrism based on their na-
tionality or ethnic community, or as a group defined by its culture. At a
supra-national or regional level such cultural entities may traverse a number
of states (Pan-Scottish, Pan-Irish or Pan-Welsh). At a macro-intercontinen-
tal level such ethnocentrism through diasporas includes other dimensions
of religious, linguistic and ethnic identities, diversities or an overarching
notion of being Irish, Scottish or Welsh at the international and the inter-
state levels. Yet the curriculum not only needs to dwell on knowledge in
the devolved entities, their diasporic dimensions, but also on the regional
transformations of unification at the European level. The diversities within
a devolved polity, the larger state (e.g. Britain) and the European Union
present a different set of challenges for developing more inclusive basis of
knowledge in the curriculum.

While ethno-centrism may focus on culture it can be distinguished
from racism, which is largely dependent on the attribution of biological he-
redity and the cultural peculiarities of a group which has highly distinctive
physical features. Ethnocentrism as a phenomenon may have an older his-
tory and precede racism because racism became more pronounced in the
eighteenth century. The subsequent rise of nationalism has complicated
matters further. Political organisation and the use of force have provided
the ultimate sanction, especially if the nation has been able to define its
territory and those who belong to it or are excluded from it. At the level of
internationalism and international relations it is the nation (however de-
fined) which is largely accepted as an actor.

The nation uses political and educational institutions to normalise in-
ternal group relations. This process of normalisation is capable of being
used very narrowly as the Nazi German state was able to demonstrate. Or-
dinary Germans and those who worked in state institutions internalised
rules of exclusion of the Jews and the Gypsies. Education systems legiti-
mised the most appalling events as normal and ordinary people accepted
these authoritarian rules. The role of the educational processes to legiti-
mise these actions and to accept gossip as fact cannot be under-estimated.
Authoritarian systems can generally by-pass the critical functions of edu-
cation. The best defence for an educational process with a critical edge lies
within democratic schools and systems, where people do not have to obey
rules without questioning them. Omissions and distortions of history play a
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major role in allowing gossip or stereotypes to become compounded. The
presentation of many local or sub-national histories by their absence, es-
pecially their pre-modern national past is an important element in the con-
struction of the exclusions of groups as peoples without a history or a past.
The use of similar exclusions by dominant national groups of non-dominant
communities exacerbates the problems of mutual recognition and shared
values as has been the case in many countries. It is in the development of
these shared values of citizenship that the real curricular challenge lies.

Those who plan history curricula face a very complicated task. On the
one hand they need to engage with the identities of groups like the English,
Irish, Welsh, Scottish, black and Asian. On the other hand within the state
education systems they need to develop a coherent and inclusive story of
and for the nation. The question, therefore, for curriculum designers is
what aspect of histories to setect and on what principles to make that se-
lection. This is an especially important issue for younger children and the
teaching of history in schools.

The question for the history curricula in the devolved polity may in-
clude: firstly, what criteria is being used to choose which story(ies) needs
to be told. Secondly, what constitutes a nation and how each devolved part
of Britain would like to tell the story(ies), so that friendships, intercultural
understandings and inclusiveness rather than antipathy, conflict and ex-
clusions are stressed. These notions of being English or British may be
chosen during certain periods to highlight such a perspective by a selection
of topics and periods analysed as was done for instance, in Nazi Germany
and communist Russia. '

To develop more universal understandings, the underlying historical
hypotheses and the implicit theories of writers need to be unpicked. An
epistemological and methodological break could lead to developing more
widely acceptable histories which not only include written sources but also
the oral understandings of certain groups.® Since school level understand-
ings of history vary so vastly not only between countries but also within
countries, and the impact of stereotypes, re-voicing and re-imaging the in-
visible and subordinated groups do merit attention. The development of
critical understandings of teachers, the development of appropriate teach-
ing materials and textbooks based on new research and developmental
work deserve immediate attention. Issues which may need analysis can

8 R. Preiswerk/D. Perrot (1978). Ethnocentrism and History. New York, Lagos: Nok
Publishers, pp. 11-29.
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include the highlighting of subordinated groups whether women or other
nationalities whose struggles have been ignored or excluded. In a democ-
racy it is not only this history of the great which need to be studied but also
of the ordinary majority of peoples’ lives and their struggles to achieve
equity. These histories of struggle and attempts to gain equality need to be
learnt by all children. The focus ought not to be women’s history for
women and ethnic history for ethnics.

Preiswerk/Perrot have carried out a critical analysis of 30 textbooks
used in Europe, Africa and Asia and this has formed a basis for their own
analysis. They conclude:

In short, it is not enough to recognise in ethnocentrism a factor which distorts images on
the level of social knowledge, but to see on the level of the specialist’s knowledge, the
fundamental epistemological problems of plausibility of the epistemic subject.9

This work can be used as a basis to develop other initiatives which after
critically analysing historical texts can also help develop more inclusive
texts in societies with complex histories.

More generally, the usage of terms like ‘tradition’ or ‘modernisation’
as applied to the study of history tend to have a parochialism and a linear-
ity. Subordinated nationalities and civilisations in many contexts are con-
structed as traditional while the dominant is seen as the acme of modernity.
Such notions detract from the development of a more universalised or
global approach to understanding history. Liberating the notion of the
modern from the Eurocentric or the dominant straitjacket can help with
developing notions of modernity being universalised.

The encounters of the local and the global in economic and cultural
terms provides further clues to notions of the development of markets as
well as the resistance, retrenchment and development of siege communi-
ties. There are also cultural syncretisms which have taken place as a resuit
of Afro-Asian-European interactions or the Greco-Indian connections. As
Raymond Grew writes the development of a global history can be a prod-
uct of our own time which ‘offers some historical insight into contempo-
rary concerns and therefore into the past as well. And it will do so while
substituting multicultural, global analysis for the heroic, national narra-
tives on which our discipline was founded.!?

9 Ibid., p. 240.
10 R. Grew (1983). On Prospect of Global History, in Bruce Mazlish/Ralph Buultjens
(eds.), Conceptualising Global History, Boulder/Col.: Westview Press.
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(d) Disarming History and Devolution

There are no easy ways of disarming history for subordinated groups or
nationalities because most assumptions also lead to counter assumptions
and arguments. The more the world becomes democratised the more pos-
sible it is for ordinary men, women and children to be involved in the insti-
tutions which sustain nations. One of the major institutions which sustains
some nations is war. Greater democratisation and media coverage in the
context of inequalities at global levels means that the hierarchies based on
caste, ethnicity, race, gender and class become exacerbated. The status of
certain subordinated groups becomes more apparent. Given the diasporic
dimensions of some of these identities the sites and levels of conflict, vio-
lence and even wars become more widespread.

The notion that people would accept race, religion and class inequali-
ties as ascribed positions and know their place in society has been ques-
tioned. This questioning increasingly leads to conflict within a nation if the
inequalities are not redressed. Such scenarios of a divided global world
have opened up conflict to include women and children. War is no longer a
male preserve.

It is also difficult to disarm history because war may not arise purely
out of ignorance and parochialism which can be corrected by an inclusive
history or education. The complexity of issues in Northern Ireland are an
example of this. Sometimes it is those who have co-existed closely for
centuries who turn against each other. Teaching the ‘correct’ version of
history cannot disarm such a long legacy of wrongs which need to be
righted. In situations like these, complex and delicate political solutions
are required. Never histories can emerge from the political solutions as in
the case of Northern Ireland which are being put in place, but such exam-
ples are very few in number and take time to root. If enlightened tolerance
is to emerge through education and peaceful co-existence, then political
solutions need to precede such developments. The Council of Europe is
leading a drive to reform history in the former Soviet Union. The texts
would not be triumphalist, polemical or vindictive but more neutral, real-
istic, and ‘free from ideological and political stereotypes’.!! Military issues
would be ‘dealt with’ but not with undue emphasis. The Thbilisi Initiative is

11 P. Reeves, Best of Enemies Rewrite History of Hate, The Independent on Sunday, 4
October 1998. The Thbilisi Initiative of the Council of Europe has relevance in trying
to develop similar school histories in Asia.
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focusing on the history of the Caucasus and Georgia, Armenia, Russia and
Azberijan are part of this project.

In addition to the formal armies which are disciplined and are part of
giant fighting machines which mobilise symbols of God, the ‘fatherland’
or the ‘working class’ there are now more undisciplined, sometimes
younger armed groups who can engage in war. Such young soldiers use
‘pseudo-scholarship’ to construct imagined nations based on Volkish ide-
ology, using Wehrmachts’ ethnic and spiritual images, but these need to be
challenged. The development of a ‘multi-perspectivity’ similar to the Cau-
casus Project would help obviate some of these exclusive ideas of nations.

The use of symbols of various kinds have been used to transform the
undisciplined into a disciplined fighting force. The use of the Marseillaise
to provide a national anthem and a marching beat has been used as a model
by other national armed forces. The use of heraldry, flags and anthems
carry deep meanings in national contexts because fights can ennoble in
death through patriotic acts for the state. Symbols like the eagle, lion,
swords and crescents make nations and their citizens who fight for it feared
and respected. These symbols strengthen the religion of nationalism'? and
in some nations notions of the ‘flag and the faith’ the cult of the flag does
not remain secular but acquires more narrowly nationalistic meaning.

Hence disarming history would require complicated measures and as
Ehrenreich states, the advance of war related enterprises of the twentieth
century has also brought human resistance to war:

The passions we bring to war can be brought just as well to struggle against war. There
is a place for courage and solidarity and self-sacrifice other than in the service of this
peculiarly bloody institution, this inhuman ‘meme’, a place for them in the struggle to
shake our links free of it."?

Disarming of history would amongst other things require the de-mystifica-
tion of the fictive pasts of nations. Where these pasts are based on
‘ethnised’ histories and revenge needs to be exacted then constructions of
acceptable histories are more complicated.

The role of education systems to construct notions of an imagined and
glorious history which excludes neighbours is largely based on curricular
fictions by re-inventing pasts.

12 B. Ehrenreich (1997), Blood Rites: Origins and History of the Passions of War.
New York: Metropolitan Books, pp. 204-224.
13 Ibid., p. 240.
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(e) Textbooks, Maps and Monuments

Teaching materials and textbooks are important in removing stereotypes
and triumphalist pasts. It is not only the content, but also the design and
illustrations which need to be appropriate for diverse classrooms in Britain
which require attention. However, historical misrepresentations especially
in textbooks are very difficult to correct because of vested political inter-
ests.

The issue is particularly difficult because governments or dominant
groups tend to stress singular national identities. People largely have more
than one identity which does not detract from their national loyalties or
citizenship within the state. The complex issue for curriculum planners is
how to devise a basis of knowledge which legitimates notions of confed-
eral local communities at devolved levels of the polity and broader and
more inclusive notions of the polities at large. The important issue is the
task of legitimising the notions of multiple identities as being normal and
not unpatriotic and disloyal to the state.

Educationalists need to explore ways of giving force to these heteroge-
neous identities. Yet many groups are perceived to be non-indigenous and
immigrant groups, therefore, not to belong. Such exclusions have the po-
tential of threatening the stability and peace in diverse and complex com-
munities.

The challenge posed to historical textbooks is enormous and their he-
gemonic views require a concerted effort, including curricular initiatives,
to re-legitimate the broad social diversities in Britain. While schools stress
the uses of literacy, its abuses need focusing on. The role of appropriate
teaching materials and general textbooks to aid learning can help obviate
some tensions and conflicts in many countries.

Historical knowledge and textbooks are one of the aspects of educa-
tional work which require attention, but even in the teaching of subjects
like geography the way maps are used can exacerbate communal, ethnic
and racial conflicts.!* Military conquest and political revolutions have led
to the changes of names by the new occupiers.

Most of our monuments are also based on victories of one nationality
over another in war. There ought to be ways of celebrating historical
events differently than is the norm in displaying triumphalism in public

14 M. Monmoie (1995). Drawing The Line: Tales of Maps and Cartocontroversy. New
York: Henry Hoff.
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spaces and squares. Monuments like Nelson’s column in Trafalgar Square
are just one example of such monuments.

In the case of India Emperor Ashoka (272-242 BC) built an Empire
across the length and breadth of India. His message on the columns that
were built was very different from that of other conquerors. It was a decla-
ration of non-violence and adherence to the teachings of Buddha. On one
column it was stated that he had been moved to remorse, and that he felt
‘profound sorrow and regret because the conquest of a people previously
unconquered involved slaughter, death and deportation’. He had learnt
from Buddha that ‘moral conquest was the only true conquest’. So, while
the Hellenistic Empire had been established through military conquest,
Ashoka sent missionaries to all the Hellenistic rulers in the west to preach
Buddha’s pacific doctrine, ‘to where the Greek King Antiochos dwells and
beyond the Antiochos to where dwell the four kings severally named Ptol-
emy, Antigonous, Magas and Alexander’.!> Hence the route of trade and
conquest also became a means of disseminating peaceful doctrines which
could prove a less aggressive way to determine the course of history.

The modern state may try to project complex messages but the educa-
tion systems largely fail to reconcile the territorial, religious and linguisti-
cally based diversities and project a coherent and cohesive picture, which a
complex and diverse society is supposed to accept.

Educators in central governments and curriculum planners in educa-
tional systems produce curricula and textbooks which homogenise, central-
ise these diversities for fear that the state systems would fragment. Yet, the
real danger is that the centralisation and homogenisation of educational
policies, historical pasts and institutions can lead to greater levels of disin-
tegrative tendencies. In the context of a devolved Britain a closer coopera-
tion of curriculum planners in the devolved nations is necessitated to ob-
viate the rise of xenophobia, chauvinism and racism which would exacer-
bate conflict and lead to violence. Obviously the situation is different in
other contexts, but educators and political forces have to try to deal with
these questions in a more considered, rational and sustained manner. The
modern secular and complex education systems are failing to address the
needs of local identities, modernisation and progressive national needs.
The new global and marketisation forces complicate their role and no easy
solutions can be offered.

15 A. Vincent (1901). Ashoka. Oxford: Clarendon Press, p.131.
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Teaching of history in Britain includes complex issues of the identities
of the British peoples. Do Scots, Welsh and English constitute nationalities
or ethnicities? Or are they both? What of those who are referred to as eth-
nic groups: Indians, Pakistanis, Bangladeshis, Nigerians and Jamaicans?
They in fact represent nationalities, because each one of the nations from
which these groups have migrated have many ethnic groups.

Arising from the definitional issue is the question of how are the histo-
ries of peoples of these Islands to be represented. Should each group have
its own history only to be taught and learnt by that particular group? Or are
there both different and common, separate and shared historical pasts
which need to be constituted in such a way that they will enable young
people to understand the complex stories of the peoples of those islands?

An enormous amount of research has been done on the histories of
black peoples in Britain.!s These researches at one level help to illustrate
that black presence in Britain dates back to the Roman times. Since these
historical presences have a long pedigree they are of interest to all children
at school. These histories therefore are part and parcel of histories that all
children in all schools in these islands need to understand and like histories
of Wales, Scotland and England do not pertain to only the specific na-
tionalities.

Hence, the re-examination of histories within each member state and
within the European Union have major implications for developing con-
federal local communities with common and shared values at the local
levels as well as developing inclusive notions within the larger state based
on friendship, not enmity and exclusion. At the other end of the continuum
at European Union level this process may help to avoid the development of
a Fortress Europe which excludes connections with the wider world. Such
a perspective ignores the fact that not only is Europe in the world but the
world is in Europe.

16 Flyer, P. (1984). Stayig Power: The History of Black People in Britain. London;
Pluto; Visram, R. (1986). Ayahs, Lascars and Princess. London: Pluto, to be repub-
lished as a revised and expanded new edition: A Long Presence: Asians in Britain
1600-1947. Pluto: forthcoming 2000. For children see Visram, R. (1995). 4 History
of Asian Community in Britain. London: Wayland, and Indians in Britain. London
1987: Batsford.
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Dieter Lenzen

Education for Social Integration
in a Europe of Minorities

1.

Our sister faculty in Amsterdam has picked a topic for this year’s congress
which could hardly be more European: upbringing, education and social
integration. Even a layman in questions of education understands immedi-
ately that Europe can only manage its great task of integration according to
the contracts of Maastricht, if the sectors involved in upbringing and edu-
cation make a definite contribution. In doing this — as the lay understand-
ing can tell us — the main issue is not only solving problems of national
integration, but rather, it is in equal measure dealing with problems that
have arisen due to numerous differentiation processes during previous dec-
ades. These processes have also taken place in different sectors within in-
dividual European nations: I am talking about cultural, religious, genera-
tional, social class-specific and many more. The results of that differentia-
tion, which the many minorities — ethnic as well as other types — have
brought to our attention, necessitate — and this brings us near to the title of
the congress — social integration. In other words: the topic of this confer-
ence in Amsterdam, and hence my own contribution today, have premises
which are quite grave.

I am inclined at this point to hold on for a moment and ask: what are
these premises? It seems to me that at least three conditions lay at the heart
of the formulation of the themes in my lecture and I want to test these three
conditions within my lecture. In addition, these conditions roughly indicate
the organisation of my contribution today:

1) The first condition can be expressed by the phrase: Social integra-
tion in Europe should take place. This is not a scientific sentence; rather, it
is a socio-political challenge, which seems obvious according to the dic-
tates of common sense. From a scientific standpoint, however, we are re-
quired to test how this challenge is actually justified. Under what societal
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conditions is social integration called for? Which expectations are tied to
the success of social integration? What exactly should be integrated?

2) In contrast to the first, the second question is not normative, but
empirical. It goes: Social integration is feasible. Is it possible that an issue
can be seen as a political necessity, but cannot hold its own in the scientific-
academic realm? What are the actual expectations that are tied to the aim of
social integration? Can their fulfilment be rationally assumed? In order to
answer these questions, one has to delve into the history of the sociological
construct ‘social integration’ and into the question — under which historical
conditions did the construct come into being. Do these conditions still exist
today? We have to want to know what the contemporary state of the theory
is in this question. And we have to ask ourselves, whether a sociological
description of contemporary conditions exists in which social integration
takes place. This is necessary in order to be able to decide whether up-
bringing and education can make a contribution to the realisation of social
integration. Because this is precisely what the third premise is:

3) Upbringing and education can make a contribution to social inte-
gration. This assumption does not go without saying and I myself am ex-
tremely sceptical about whether a targeted pedagogical influence can ac-
tually promote social integration. 1 am not sceptical because I disbelieve
that social integration is possible; far more, I am sceptical for a theoretical
reason: the assumption that social integration can be promoted through edu-
cation supposes that individuals can bring about social integration causally.
For one influential part of today’s sociology, namely System Theory derived
from Parsons and Luhmann, this assertion would be meaningless. Accord-
ing to their approach, one must ask instead which dynamic is characteristic
of a system in which social integration occurs. Sociologists from the En-
lightenment to the Marxist traditions who orient themselves on theories of
action see the issue in a different way. At the conclusion of my lecture ~
and I tell you this now in order to act as a prophylactic against disappoint-
ment — I won’t leave you with the confidence that one can solve the inte-
gration problem by neatly rolling up those pedagogical sleeves. Perhaps
you will think at the end: that is typical German scepticism. But at least in
that case we will be dealing with a new integration problem, namely the in-
tegration of the continental and the Atlantic theoretical traditions, between,
so to speak, scepticism and pragmatism. If, at the very least, we can move
forward a little bit in this, we would have made, at the very least, a scientific
contribution to European integration, and this is certainly one of the reasons
for our cooperative work in the triangle: London, Amsterdam and Berlin.
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That being said, I will turn back to my first premise, which is expressed
as follows: Social integration in Europe should take place.

The Republic of Austria, which is one of the member states of the
European Union, is currently in the process of an election campaign for the
Europe-election. On one of the social democratic party’s election posters
the following sentence appears next to the portrait of the Austrian prime
minister: ‘I am proud of a strong Austria in great Europe.’ This sentence is
not only irritating because it advertises a party that was once known for
having an internationalist program,; it is even more irritating because it
shows the prime minister of a land that has joined the union striking a na-
tionalistic tone. This stance, which unfortunately is not exclusive to Aus-
trian Social Democrats, mirrors what is perhaps the gravest problem of
social integration in Europe, the problem of the integration of nation
states. Only at first glance does this appear to be a macropolitical problem.

In point of fact, the basis of the difficulty of national integration does
lay in the partially nationalistic attitude of the individual societies — when,
for instance, German citizens demand that Great Britain be thrown out of
the Union due to its management of the cattle epidemic or when Britain
demands to leave the Union due to its treatment under the agricultural
ministers. Based on this and other examples, it becomes clear that Europe
has a basic dis-integration problem. Here, the fact that the Maastricht con-
tracts regulated business, currency and security questions first and fore-
most without taking into consideration one of the most important condi-
tions for social integration — the mentality of the European citizen, as it is
expressed in culture, religion and upbringing, in other words, in the sector
of norms and values ~ comes back to haunt them.

Dis-integration is meanwhile observable not only among the citizens of
the European Union, but also within the European nations as an integra-
tion problem of ethnic, in particular non-European, religious or cultural
minorities. The danger of dis-integration is not seen primarily here as the
danger of European dis-integration, but rather as a problem of societal dis-
integration within each nation. For the former colonial powers, the prob-
lem is largely about people from those former colonies, integration prob-
lems in many European countries centre on believers of the Islamic relig-
ion and, in a series of individual countries, specific regional integration
problems exist such as the conflict in Northern Ireland, the separatist ten-
dencies among the Basques, Corsicans, Flemish, southern Tyrolese and, for
the last few years, the immigrants of German nationality who come from
Eastern Europe or the citizens in the accessed area of the former GDR.
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The list is not exhausted with these geopolitically generated integration
problems. Within the European societies, there exists a larger phenomenon
of dis-integration, which is defined using categories other than political,
religious or cultural ones. We are dealing here with two further groups -
one, whose dis-integration status results either from physical characteris-
tics or is specific to social status. 1 count disabilities, gender and age to the
first group. Special integration problems can result from each of these
characteristics, with numerous variations depending on, for instance, dif-
ferent disabilities or from different ages which impede integration, such as
youth or old age. Characteristics which are counted to the second group are
created first and foremost through social acts: unemployment, homeless-
ness, poverty, substance dependency, etc.

In summation, we are dealing primarily with four types of social dis-
integration:

— social dis-integration due to national disposition,

— social dis-integration due to ethnic, religious and cultural bonds,

- social dis-integration due to physical characteristics,

- social dis-integration due to characteristics that stem from social status.

It is not difficult to recognise that the first two types of social dis-integra-
tion are different from the last two. The first two are denotéd by mental
dispositions, and they in particular could affect the European integration
process. The second two are denoted by objective physical or social cir-
cumstances, which can also lead to specific mental dispositions. They tend
to be perceived less as obstacles to European or national integration, but
rather far more as disturbance factors for social integration within a soci-
ety. If a society allots significant resources in manpower and financial in-
vestment to aiding integration, one can reasonably speculate that, at least
from a political vantage point, dis-integration is considered potentially
destabilising, unless of course one is naive enough to believe that politi-
cians act out of humanistic considerations.

Let’s consider the first group of integration problems which are due to
mental dispositions created by ethnic, religious or cultural ties — the desta-
bilising phenomena can be identified with relative clarity: ‘intolerance of
others or simply “being different”, tendencies to isolation and the insis-
tence on absoluteness, dogmatism and the appeal to the selective and ab-
stract establishment of norms, the tendency to use force against renegades
and outsiders, emphasis on voluntary collectives, hierarchy of “the initi-
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ated”, hostility towards enlightenment and sexuality.’! The appearance of
such behaviours is understood as the result of a fundamentalism often mo-
tivated by religion, which is, by the way, in no way unique to Islam. One
important source of modern fundamentalism is namely Christianity itself,
which now feels its existence being threatened. The same behaviours have
manifested themselves often within this religion, as in the chiliastic move-
ments of the Middle Ages, in the crusades and the poverty movements
during the same period and well up until the Hutterers, the Amish and the
American sects at the beginning of the 20th century who called themselves
fundamentalists.?

The psycho-sociology of fundamentalism is too complicated for me to
sufficiently explain here in a few sentences. The fundamentalist movement
seems to tend to take root in times during which a society loses its tight-
ness, in which an overall view of society is missing and the number of op-
tions increases noticeably. The close of the Middle Ages was in this re-
spect without doubt a time in which the Christian religion lost its status as
self-evident as Europeans were forced to acknowledge non-European cul-
tures. In a similar way, the descendants of the religious American immi-
grants felt threatened by the development that caused the USA to give up
its isolation upon entering in the First World War. And it is in this same
way that an Arabic expert on Islam, Bassam Tibi, characterises the situ-
ation of that religious culture. He writes: ‘The contemporary political re-
volt of Islam is aimed against the globalization that comes from the West
and it is a revolt against European modernity and the ordering of the world
that stems from it.”3

This assessment makes it clear that dis-integration threatens European
integration not only through the ahistorical, mental nationalism of parts of
its traditional population, but also through the circles of the recently immi-
grated non-Europeans. Sensitivity to this occurrence is less widespread in
Germany, although one would be apt to assume the opposites due to the
outcry over hostility towards foreigners. Actually, this problem appears to
affect France much more, where, for instance, leftist intellectuals such as

1 D. Goetze, Fundamentalismus, Chiliasmus, Revitalisierungsbewegungen: Neue
Handlungsmuster im Weltsystem? In: H. Reimann (ed.), Transkulturelle Kommuni-
kation und Weltgesellschaft, Opladen 1992, pp. 44-65.

2 Cf. the twelve volume text A.C. Dixon/R. A. Torrey (eds.), The Fundamentals: The
Testimony to the Truth.

3 B. Tibi, ‘Europiische Moderne - Islamischer Fundamentalismus. Zwischen Globa-
lisierung und kultureller Fragmentation.” Universitas 47, 1992, p. 18.
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Alain Finkielkraut demand as an ultimatum to defend European values
against Islam.* In contrast, in Germany — due to reasons that can be histori-
cally. understood — appeasing remarks preside when, for example, it was
postulated on June 4, 1990 that religion classes should include the ‘Expla-
nation of Ludwigsburg’s’ encouragement of European Muslims, which
stated: ‘The acceptance of German citizenship by the foreign Muslims is
the only way to turn Islam into a religion of natives and to ensure that it
has same legal rights and receives the same handling as the Christian
church and the other religious communities.’>

With such mistaken fronts — Arabic intellectuals who warn of Islam’s
global aims, Christian pedagogues who demand that European values be
relativised — blaming a possible European dis-integration on particular
people is not longer very clear. For this reason, there is also no longer a
point in searching for causalities that would explain who is to blame for
the failure of European integration and would capture them and then either
convert them or silence them. Such an understanding would take integra-
tion to be a term for describing actions, namely the act of integration.
When we, however, talk about the integration of Europe, of a society, na-
tion or culture, we mean a state of affairs, namely the state of integration
of a system with borders that are clearly indicated to the outside and with
elements on the inside which are connected.

Talcott Parsons was of the opinion that the borders of a system are de-
fined through normative elements. He explained the manifestation of fun-
damentalism as a rebellion against the transformation of a system in which
a narrow system of values expands to a general one, thus tending to en-
danger a particular group. Fundamentalism is then a rebellion against
every value and system expansion.b It is precisely this intention that exists
in the case of European integration. The national societal systems are sup-
posed to be expanded in the direction of Europe according to the will of
Europe-politicians. (When — and this is noted only on the side — the Aus-
trian chancellor promises a strong Austria in Europe, then he communi-
cates with his voters in a paradoxical manner, because integration and par-

4 Cf. A. Finkiclkraut, Die Niederlage des Denkens, Hamburg 1989; D. Lenzen, Multi-
kulturalitit als Monokultur. In: Ortwin Schiffer (ed.), Das Fremde. Erfahrungsmog-
lichkeiten zwischen Faszination und Bedrohung, Opladen 1991, pp. 147-157.

5 L. Hagemann, ‘Zwischen Modernitit und Identitiit. Fundamentalistische Tendenzen
im Islam.” Religionsunterricht an héheren Schulen 37, no. 3, 1994, p. 165.

6 Cf. T. Parsons, Evolutionary and Comparative Perspectives, Englewood Cliffs
1966, p.23.
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ticularity are mutually exclusive. The German and French governments’
appeasing manner of speaking for years about a ‘Europe of Fatherlands or
of regions’ is also a self — if not foreign — deception: a sectoral European
integration cannot exist. The system of values has also expanded long ago,
even over the borders of Europe. The international law is, for example,
primarily European law.)

I assert one more time: to talk about European integration is to talk
about the (desired) state of a system, not about actions of integration. No
one can integrate a nation or a religious community or a regional culture
through actions. Since the borders of the system are set by normative ele-
ments, that means by communication about values, the definition of a so-
cietal system such as the European one is only meaningful if one can as-
sume that this system is characterised by joint habits of communication
about values that lie at its roots. Whoever talks about system integration,
talks about his observations of an existing system. If one observes the so-
cietal system ‘Europe’ in this way, then one can say, that it is more dis-in-
tegrated than integrated. Even so, it is possible to observe a growing eco-
nomic integration and perhaps also a political-administrative one. But they
are accompanied by a growing cultural dis-integration, because basically,
the European conceptions of values, in spite of their globalization, are
falling apart internally. Many Europeans no longer feel a need to follow
them — and the example of Yugoslavia demonstrates this. If we illuminate
the consequences of this consideration for the first premise, it means: it is
futile to ask, whether Europe should be socially integrated or not, since no
one can ‘make’ it happen. We can wish that it takes place. Probably it
would be possible to find environmental conditions — meaning, conditions
in the system’s surroundings — under which it could happen. However,
how the national systems would deal with this environment and finally
how the minds of the individual citizens would react, is a matter that is
nearly impossible to prognosticate.

We have to ask now, whether this information also holds true for the
other type of integration, which is actually about integration in the sense of
social action. I have differentiated between the necessity of integration due
to physical and due to social characteristics. This differentiation is not nec-
essary for the question of social integration, as is easy to demonstrate: dis-
integration due to physical conditions and to physical disabilities is in the
end a social dis-integration, since the otherness of the body leads to social
connections or isolation. This holds true to a much greater degree for dis-
integration due to gender — if| for instance, women seem to be closed out
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of particular societal functions because of their sex or if old people or
youth close themselves out of functions or are closed out by others.

When we say that members of such societal groups, to which those
who are dis-integrated for what are primarily social reasons such as un-
employment, etc. have been added, should be integrated, the motivation is
at first glance another than the one that motivates us to consider the sys-
temic integration of Europe. It seems as if the reason for the integration of
those groups is improving the conditions of living for those people. It is
very possible, particularly amongst good-willed pedagogues, that there are
many examples of social integration taking place for the sake of the people
affected. It is impossible to make one empirical sentence, however, from
this assertion: motives are the basis of intentions to act. This is something
one cannot observe. Only statements about intentions are observable. Ob-
servable is communication. If it was postulated that social integration of
minorities who are, for various reasons, underprivileged should exist so
that these people lead a better life, then we could not ask scientifically
whether this is truly the intention of the people who take up integrative
measures. But we can ask which function social integration has for the
objects of integration as well as for the society, and we can ask, what the
function of contributions to communication such as ‘integration happens
so that underprivileged are situated better’ have. If more is known about all
of that, then the political answer to whether these individuals should be
socially integrated is closer.

At first glance, we are under the impression that integration is always
the desired goal of dis-integrated people. Nevertheless, when we consider
the self-isolation of youth as a component of the youth moratorium, we see
immediately that the opposite also can be the case. The attempt to integrate
youth smoothly into the society would rob them of the possibility of tran-
sition into the new phase of adult life. It is similar for the elderly. They by
no means always experience social dis-integration as a tribulation. Inte-
gration, in fact, can be very frustrating for old people, for example, if they
are supposed to share in a society’s system of values, despite the fact that
they barely find these values acceptable and had no part in their creation.
Or we can take disabled people: currently, we tend to support fully meas-
ures for integrated education of the disabled. In so doing, we overlook the
fact that the original motivation for this integration was not benevolence,
but rather empty public registers which made the funding for extra educa-
tional institutions difficult. Even if the social integration of disabled people
was celebrated by many sides, there are objections on the side of those
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who are themselves affected which should be taken seriously, for instance,
the Cripple Movement, whose members insist on being at least in part
explicitly dis-integrated. For this reason, I emphasise: social integration of
underprivileged groups does not automatically have a function that aids
those affected.

One arrives at a similar conclusion when one inquires as to the function
of the social integration of these groups for the entire societal system,
whether it be the national or the European one. The fear that a large num-
ber of such dis-integrated sections of the population would endanger the
stability of the system, as they did in the 1920s, has not yet been realised,
although we have to assume that 30 to 50 percent of the population in the
European member states count to dis-integrated societal groups in this
sense. One of the reasons for this lays in the fact that dis-integration is no
longer considered a stigma; quite the opposite, it is a feature of one’s
identity: a considerable part of European individuals create their self-
identity from the notion that they are individuals because certain of their
characteristics cause them to be dis-integrated and therefore identifiable.
On this matter, the underprivileged aren’t any different from the privi-
leged, although the latter pursue a cultural rather than an economic dis-in-
tegration by, for instance, choosing a sport to play, activities in their free
time, ways to dress, habits of consumption, etc.

In short: The reality of social dis-integration among groupings within a
society does not result in systemic dis-integration.

In light of this fact, it becomes even more urgent to ask what function a
societal communication serves which doesn’t tire of promoting social inte-
gration. We can simplify the question: why is social integration unremit-
tingly promoted even though its opposite, social dis-integration, is neither
dysfunctional for the societal groupings nor for the entire societal system?
Formulated provocatively: the problem of a homeless person lies not in his
being an outlaw, but rather in his being hungry and freezing, and the
problem of an AIDS infected drug addict is not that he is socially shunned
because others fear infection, but that he must soon die. Could it be that
the function (not the intention!) of the communicative promotion of social
integration is to release the societal system of the task of changing the
material conditions which dis-integrate the underprivileged in the very first
place? Here, it becomes clear that, contrary to my original assumption, it is
necessary to distinguish the characteristics which lead to a person’s dis-
integration: Whereas for a paraplegic, considering his unchangeable con-
dition, social integration can be functional, it would have a devastating ef-
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fect on an unemployed person if the society would content itself with inte-
grating him through social pedagogy and did not otherwise provide him
with a job, but instead used the fact of his unemployment to legitimate the
creation of new jobs.in the social service sector.

As I sum up my test of the first premise, I realise that we have to dif-
ferentiate between integration as the state of being of a societal system and
integration as a social act which integrates people in a society. We have to
differentiate similarly between a systemic integration and a social one.’
Furthermore, we have to realise that the speech about European integration
is a speech about systemic integration, which can only be observed, not
created. Accordingly, the question about whether systemic integration in
Europe is desirable is one that can be supported strongly, but there can be
nothing scientific said about the production of this integration. Because:
values cannot be made. The speech about integration of underprivileged
groupings in the European nations, on the other hand, is one that refers to
integration as a social act of integration. It is by all means useful to talk
about integration measures for such groupings. This integration is, how-
ever, clearly functional neither for ail of the underprivileged groupings nor
for the entire societal system of a nation or of Europe. The communicative
promotion can even be dysfunctional if it ends up working as a palliative.
One, then, can subscribe to the premise ‘social integration in Europe should
be’ only in a very limited way if one considers it as a condition for peda-
gogical action, because we have, either, to be certain that integration — in
the sense of systemic integration — cannot be made at all, or, we must put
in question the until-now assumed functionality of integration — in the sense
of social integration of groupings. Nevertheless: There is a definite func-
tionality in the social integration of societal groupings which have certain
unchangeable characteristics and the integration of the system Europe is
highly desirable, although there is scepticism as to whether it is feasible.

2.

Do we have to resign, then, give up societal plans for integration and leave
it all up to the whim of history? I don’t think so. I think that the question

7 Lockwood suggested this approach. Cf. D. Lockwood, Social Integration and
System Integration, in G.K. Zollschaw/'W. Hirsch (eds.), Explorations in Social
Change, Boston 1964, pp. 244-257.
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which the soon-to-be-tested second premise contains, whether social inte-
gration is feasible, can be tentatively affirmed if it is reformulated: Namely,
if one asks whether social integration is possible, then one can examine the
conditions under which social integration takes place and then consider
whether these conditions can be manipulated, and if so, whether pedagogy
can assist. '

The history of the theory of social integration can be followed from
long before Emile Durkheim. However, the introduction of a constitutive
element of social integration — normative integration — is bound up with
his name. It is true that Durkheim differentiates between ‘organic integra-
tion’ through division of labor and ‘mechanical integration’, yet both
forms are connected with each other through the term ‘solidarity’, which
itself is an important normative concept. Solidarity can be seen in the case
of the division of labor in that people must depend on each other in their
trade relations, although, and here Durkheim reverts to Comte, it is in this
case primarily an economic medium of integration.® The mechanical form
of integration results from the passionate reaction of the collective against
a crime, as is demonstrated in the punishment chosen.? It can be said that
Talcott Parsons generalised this approach. He recognised a social system
as being socially integrated when standards existed for evaluating and se-
lecting actions to which, in the case of a conflict, concrete actions would
be subject.!® Parsons described the ‘institutional integration of motivation’
in his generalisation of Durkheim as follows: ‘Every society, as a pre-
requisite of its functioning, presume some integration of the interest of
units with those of the society.’!!

None of the integration theoreticians, including Max Weber, has ever
begun with the notion that a socially integrated society in this sense em-
pirically exists or has ever existed.!? Their theoretical endeavors are far
more descriptions of the conditions for the possibility of social integration.

8 Cf. E. Durkheim, Uber soziale Arbeitsteilung. Studie tiber die Organisation hoherer
Gesellschaften, Frankfurt/M. 1996,
9 Ibid., p. 1181F.
10 Cf. T Parsons, Aktor, Situation und normative Muster. Ein Essay zur Theorie so-
zialen Handelns. Frankfurt/M., 1994,
11 T. Parsons, Sociological Theory and Modern Society. New York, London 1967,
p.15.
12 Cf. M. Schmid, Werte und Soziale Integration. In: Wertepluralismus und Werte-
wandel heute. Eine interdisziplindre Veranstaltung zur 10-Jahres-Feier der Univer-
sitdt Augsburg, Munich 1982, p. 22,
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Every existing society, then, is integrated, at the very least in its tenden-
cies. In those societies which are highly integrated, massive problems ac-
tually amass, as Luhmann demonstrated using conflicts: ‘Highly interde-
pendent [or integrated, D.L.] systems become necessarily thoughtless in
respect to their environment because it is determined in advance in which
way they use material and information. ... For conflicts that means ... on
the level of action: being open to almost all of the possibilities of disad-
vantaging, forcing, damaging, in as far as they only follow the conflict
pattern and do not go too strongly against personal interests.’!> — Those
who loudly and clearly demand social integration should keep their eyes
on this system dynamic because it may possibly lead to a strengthening of
the system, which is not at all desirable.

For Luhmann, social norms have lost the integrative status they had for
Parsons. This is not only a theory modification; rather, there is also plenty
of empirical support for the idea that in a hypermodern society at the end
of the 20th century, integration occurs less through shared norms and more
through a system dynamic in which a highly differentiated society stabi-
lises its systems through the autopoietical process of further differentiat-
ing. These systems can defend their own stability by dealing with their re-
spective environments in a specific way. This necessitates a medium of
communication which helps, to put it very simply, to define the borders of
the system. The system of science, for instance, defines its system borders
with the aid of the medium of truth.'* With the help of this medium’s pri-
mary binary code — ‘truth — untruth’ — the system can observe whether a
particular operation belongs to the system or not. Accordingly, a sentence
such as this one by Shakespeare: ‘Life’s but a wa