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moments.

It has turned out to be very difficult to keep a balance between
a superficial naivety and a paralyzing thoroughness. The time fac-
tor and the conditions of the Erasmus program are part of this
dilemma. On the one hand, there is little time for the work which
needs to be done. On the other hand, because of the complexity
of the cooperation it is questionable whether the time factor is the
main reason for the limitations which present themselves in this
respect. National academic traditions play an important role in
the set-up of a curriculum and are the main differences between
the participating countries. An example: elements of what is
taught as 'educational sciences' by an educational scientist in the
Netherlands is part of the curriculum of psychology in Spain and
taught by a psychologist. Two aspects are, therefore, central in
the discussion: which disciplines (which sub;ects) are going to
contribute and which work formats can be used as a result of this.
The language barrier and consequently the use of a common lan-
guage (in this case English) sets limits to active participation for
some and is restrictive in regard to the use of literature.

In April 1993 the first intensive course was held in Preston at
the University of Central Lancashire, using module one and being
a test to see if the efforts produced something worthwhile. The
intensive course was attended by students from England, Spain,
Greece, Sweden, Germany and the Netherlands. Colleagues from
Sweden, England, Spain, the Netherlands and Greece participated
in tutorial activities. Colleagues from Poland, Hungary and the
Czech Republic were present as observers, but in fact took a very
active role. A truly international company. The course turned
out to be a success. A group discussion and a written evaluation
are the basis for this conclusion. Moreover, important feed-back
was given for improvement. The greatest problem remained the
language.

What were some of the important learning experiences for the
students? In the first place national notions about teaching and
learning were being seen in relation to each other. One's own
strong and weak points became clarified in a way which is not
possible within a purely national setting. As an example of such a
learning experience I quote from the evaluation paper of a student
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from Amsterdam. "In this unit the theoretical backlog of the
Dutch (or at least of myself) became clear. While Nillan (a girl
from Sweden) and I were thinking of naming differences between
concrete and formal thinking, Spiros (a Greek student) was cor-
recting us all the time with remarks like: 'You can say so, but that
is not the way Piaget has formulated it'. In Greece and Spain this
is apparently a piece of cake. Except for a clear lack of knowledge
on my side, this conversation implicates something else according
to me. Spiros does not seem to be interested in finding out differ-
ences for himself. For him the accent lies on the reproduction of
what the scientist has said".

Another important experience was that students became very
much aware of the social and cultural dimension in teaching and
learning. During the two-week period students learned that learn-
ing settings have very different meanings in different countries.
Moreover, appearances have other implications within different
cultural settings. Learning depends on your understanding of
these mechanisms. The surplus value of an inter-cultural learning
experience is gaining insight into the function of education in
someone else's culture and thereby improving the understanding
of this principle in your own situation. Not knowledge by itself,
but also the way it is conveyed and used is important. Education
is imbued with values and norms, sometimes explicitly but often
rather implicetly.

Cognitive strategies are partly being prescribed by affective
talents. Our capacity for learning is rooted in both our personal
abilities and the total cultural pattern of the society we live in.
The development of empathy for different cultural settings is an
important academic asset.

In rapidly changing times many people will react with appre-
hension. Emotional aversion easily slips into an aggressive atti-
tude to anything 'different’. Change requires a critical mind and
calls for people who are motivated to take initiatives and respon-
sibilities and who have the skills to influence the process of
change rather than simply being submerged by it. It requires the
insight that change for the sake of change is no improvement. In
this context education must foster a positive attitude towards re-
newal, while at the same time conserve valuable traditions.

The process of internationalization in education does not
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mean that national traditions lose their importance. The confus-
ing and perplexing question is how we can bring about meaning-
ful cooperation between students and teachers with different cul-
tural backgrounds. My argument is that internationalization will
not be internalized in education and teacher training unless educa-
tors can constitute the process themselves. International curricu-
lum development provides a meaningful instrument for educators
to initiate a collaborative learning experience. This process will
enrich and profoundly transform one's understanding of intercul-
tural teaching and learning and is likely to be of practical and
immediate impact on teaching practice. Reflection about one's
own practice and its value-related context is a thought-provoking
procedure. To break through cultural barriers we have to cross
borders - borders in our way of thinking and preferably by meet-
ing people in other countries. Internationalization is not an end
state. It 1s a developmental process. Its value is a continuing learn-
ing experience to meet the new challenges of our times.
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Evaluation of the NESA Teacher Training Intensive

Course

The following evaluation is based on comments from the partici-
pants during the Strand 1 intensive course held at the University
of Central Lancashire in April 1993. The course was based on the
materials put together under the title of "Teaching or Learning?
Classroom Processes in a Changing World'. This is the first of six
modules written by staff from the universities working within the
strand and edited by Hanneke Farkas-Teekens and Ken Foster.

The aim of the intensive course was to bring together students
from different parts of Europe to explore common concerns and
issues linked to teacher education. In this first module students
were invited to question the nature of teaching and learning and
to consider the effectiveness of different methods and approaches
to classroom management. There was also time devoted to the re-
view of the education systems represented by those taking part
and students were encouraged to reflect on cultural differences
and similarities in societal expectations.

A further aim was to engage in group discussion, using English
as the common language for purposes of communication and dia-
logue, thereby testing out a particular mode of teaching and learn-
ing. This placed considerable emphasis on the student in terms of
reading material in preparation for discussion sessions and in
seeking answers to set questions related to the selected texts. As
with all programmes of study, these were the ideals agreed in ad-
vance of the course and staff were aware that this was a very de-
manding approach; student-centred forms of activity are not easy
to implement. It was also a guess as to how well visiting tutors
might identify with the philosophy of the programme and fit in
with a team teaching format.

Twenty-four students participated in the intensive course, and
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teaching contributions were made by nine tutors from those uni-
versities involved in the planning stages. Details of the attendance
pattern are indicated below.

Institution Number of | Number of
Students Staff

University of Amsterdam 5 2
Freie Universitit Berlin 1 -
Universidad Autonoma 5 |
Madrid

University of Central Lan- 3 4
cashire

University of loannina 5 1
Goteborgs Universitet 5 1

In addition there were three tutor-observers from universities in
Central Europe.

Workshop sessions were organised around eight course units
and students were encouraged to work in international groups.
There were also visits to local schools with students able to visit
two different schools during their two weeks stay in Preston.
Visiting speakers provided information on the history of Preston
and the development of the English National Curriculum. In
addition there were cultural visits on the weekend to York and
the Lake District.

Evaluation was based on informal feedback during the two
weeks, a questionnaire completed by all students and a final ple-
nary session at the end of the course.

The overall impact was most impressive with a high level of
enthusiasm and interest generated by students and staff alike. In-
formal contacts between working sessions reinforced the value of
exchange of ideas and this was supported by an abundance of ad-
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ditional materials, relating to, for example, the characteristics of
each nation’s system of education and other documentation on a
range of educational issues. One notable example was a display of
newly designed school textbooks specially produced for the re-
cently established Czech Republic.

Communication across national groups was very good and in
the workshops there was a noticeable rapport with a focus on ed-
ucational issues. Although at times some of the reading proved
difficult there was no shortage of questions and responses on each
of the unit topics.

The only problem was shortage of time to work through all
the tasks.

The ideal model of progressive, inductive learning was not
fully sustained during the ten days. Approaches to teaching
varied, though one common strategy involved a brief
introduction, defining the field of study and its key concepts,
followed by group discussion and then a final plenary. In the
cognitive development unit there was more emphasis on tutor
input, although here, too, there were group tasks with students
invited to provide personal interpretations. It was felt that this
particular session was very relevant to those aiming to be
teachers. In many of the sessions, one tutor would take the lead
but might also receive support from other tutors who joined
particular student groups as observers and facilitators. The view
was expressed that more emphasis on a knowledge-based, tutor-
controlled approach might be desirable. This was coupled with a
suggestion that a higher academic level, or more 'scientific'
approach for selected lectures might be well received.

The school visits were highly rated by all students (and staff).
For the future it was suggested there ought to be scheduled time
after the visits to discuss the outcome of observation based on a
check-list. Ideally it was considered that it would be useful to in-
volve some teachers in the workshop and/or presentation sessions
and possibly develop a special study unit on teaching observation.

It is hoped that the intensive course will be one of the first of a
series and at the time of writing a further such programme is to
be offered in Goteborgs Universitet in April 1993. The underpin-
ning philosophy for such ventures is very clearly identified in re-
cent literature concerned with teacher training in a European con-
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text. The Europeanisation of teacher training has been outlined
by Shennan (1991), and the significance of such developments for
European citizenship has been commented on in some detail by
Lynch (1992). Similarly the work of such writers as Ruddock and
Wellington (1989), Clandinin (1992) and Calderhead and Gates
(1993) draws attention to the way reflection plays a key part in
teacher development. Collaborative enquiry, classroom observa-
tion and shared experience of classroom life are essential compo-
nents of such an approach. Placing such forms of communication
in an international context has been the aim of this programme,
and the intensive course has demonstrated that such activity has
considerable cultural and educational potential for those students
taking part. It has also proved to be a valuable learning experience
for tutors.
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Panel

Chairman: Jan-Karel Gevers, President of the University of Ams-

terdam

Members: Robert Corrigan, President of San Francisco State Uni-
versity, Thomas O'Dwyer, Director General Task Force Human
Resources (EC), Lord Dafydd Elis Thomas, of the Welsh Language
Board, Torsten Husén, of the University of Stockholm, Alan
Smith, of the Academic Corporation Association

Gevers

I welcome you as the very hard core of the confer-
ence of this week. It is Saturday afternoon; there are
several other choices possible than this one, but ap-
parently you are the ones who made the right choice.
We are very pleased and proud that we could gather
this august panel behind this table. Of course, I am
excluding myself. The people behind this table are, I
think, people who should have been here for the
whole week but who could not make it because most
of the time they are making policy or talking every-
where else in Europe and around the world.

I hope and expect that we even have some new
thoughts about the theme that kept you busy for this
week, Education in Europe, an intercultural task. Of
course, I will not try to explain what is behind this
theme. It is so very clear. Everything is happening in
Europe more or less at the same time, and there are
so many Europes that you might speak of the
Europe of the economic world that is different from
the Europe of defense or from the Europe of foreign

policy.
And then there is a Europe of education. Or is there
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such a Europe of education? As always, when you
ask people about the importance of education in
one's life or in the formation of society, you get a
very positive answer. People regard the role of educa-
tion as a very important one. But do they act accord-
ing to that opinion? It seems to me that sometimes
we are not acting completely according to our own
perception that education is important. We are often
a little careless, I think, in formulating education as
one of the most important institutions in the forma-
tion of society.

Let me introduce the panel to you as far as it still
needs an introduction. I begin on my left: next to me
is Professor Husén. He is the eminence grise of educa-
tion and educational science in Europe. He is so well
known and has been honored so many times that the
fact that he is also a doctor honoris cansa of my uni-
versity is only one of the minor honors that was in-
stalled upon him. Professor Husén is an emeritus
professor, but he is even more active now than when
he was payed for it.

Sitting next to him is Lord Dafydd Elis Thomas, of
the Welsh Language board in Cardiff. As the name of
the board implies, it is very central to the theme of
education in Europe, which has, of course, to do
with regions. It is apparent that he will be talking
about his daily work this afternoon.

Next to Lord Dafydd is Alan Smith. He used to
make the bureaus of Brussels a little bit unsafe, but
for the last year he has been the secretary general of
an organization called ACA, the Academic Corpora-
tion Association. This name also implies that his
work is very central to our concern here.

To my right is Dr. Thomas O'Dwyer. He told me
just a few minutes ago that he is a new boy on the
education scene. He is director general of the Task
Force for Human Resources, and for a club like
NESA, this Task Force is very important. In two
ways: 1. because here the policy is made that is cen-
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tral and vital to NESA, and 2. it is a source of some
money.

Finally, sitting next to him is an American. He 1s a
bit of an outsider concerning the theme of education
in Europe. It would be nice if he could talk about
education in America, that would mean an inter-
esting afternoon, but that is not the theme. Robert
Corrigan is president of San Francisco State Univer-
sity, and this institution and its president have been
very active in NESA.

Well, this is your panel for this afternoon.

Mr. Chairman, dear colleagues of the educational
community. As I was flying in yesterday from
Madrid where I had been attending a meeting on
Cross National and Cross Cultural Evaluation of
educational achievements, I was reading the latest is-
sue of The European, which devoted two pages to
schooling in Europe under the headline "Europe
Banks on its Youth to Engender Hope" with the typ-
ical subheading "School in Europe to Compete in the
World" and the assumption being that of competing
with the Pacific rim or with the United States, the
other two major economic conglomerates.

This reminded me of the thoughts we had when we
prepared the report for the Academia Europea, called
"Schooling in Modern European Society", particu-
larly our interest in the so-called generic skills which
the school must instill among its pupils in order to
bring about a competence flexibility which is neces-
sary in a rapidly changing society. The specific voca-
tionally oriented capabilities and techniques are not
very lasting in our time. They have to be continually
renewed, and this means that the school has to con-
centrate on competencies which are applicable to a
broad range of largely unforeseen situations inside
and outside working life.

No wonder then that adult and continuing education
in the highly industrialized countries today are of
such a magnitude that their costs are equal to the first
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eight to ten years of formal schooling. But over the
last twenty-five to thirty years, the extension of for-
mal schooling has been transformed in many of our
countries into a kind of schooling societies. Europe
has in that respect caught up with the United States,
where over 80% of the seventeen-year-olds are in
school. In several European countries the percentage
is almost the same. On the other hand, in this respect
we are lagging behind countries like Japan.

This is something that ought to be pointed out, since
it is also connected with international trade competi-
tion, which has been a major concern in recent years
in discussing the amount and quality of formal educa-
tion and its implications.

Note how much effort, for instance, has been spent
in the United States on comparing the quality of
school education in Japan and America. I have been
in Japan about one week per year over many years
talking with the people in the Nakasone commission
and got caught up in the debate of comparing the
U.S. and Japan.

For a moment I will leave aside the pragmatic and
utilitarian and competition-oriented view and turn to
the need to build a well rounded European human
being as spelt out in the article I just mentioned. I
shall concentrate here on the acquisition of compe-
tence in foreign languages, which we dealt with in a
section of our report for the Academia Enropea.

We found that by the turn of the century French was
the first foreign language in secondary schools in
more than 60% of the European countries. German
was taught as the first foreign language in almost
30%, whereas English had that role in less than 10%
of the European countries.

Since then this has changed enormously. In today's
Europe English is now taught as the first foreign lan-
guage in close to 80% of the countries, French 15%,
and a few percent German. This means that English
today in a way plays the role of a lingna franca, but is
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much more powerful than Latin was some 300 years
ago, because it is not just a small learned elite who
speak this language. In some countries it is a majority
of young people that can to some extent get along in
English.

It was a quite different situation in seventeenth-cen-
tury Europe where students moved from one univer-
sity to the other because they where able to under-
stand the lectures given in Latin.

I mention this, because a common language 1s per-
haps the most important factor in establishing a na-
tional identity. This was implemented by legislation
on universal, and in many cases, mandatory primary
schooling in Europe of the nineteenth century. The
school was there to inculcate some values and atti-
tudes, and it was also essential for the state control of
citizenship and to establish a uniform language which
replaced minority languages and dialects, for instance,
in France. In only half of the area which France is
covering today French was used by 1870. There were
other languages, and the introduction of école pri-
maire everywhere made it possible to establish a uni-
fied language.

The primary school education was charged with the
task of building national consciousness and identity.
The teaching of history boosted such an identity by
emphasizing differences, sometimes tensions between
nations. :

The new emerging Europe obviously causes chal-
lenges which together constitute a new and a slowly
growing feeling of identity, that of being Europeans.
But how is the educational system going to achieve
this? Certainly not by introducing a common lan-
guage, in spite of what I have been saying. But I leave
the question open for the speakers who will hope-
fully take up that thread after me.

Thank you, Professor Husén. Mr. O'Dwyer, please.
Thank you, Mr. Chairman. When you said T was a
new boy on the block, I am sure people were a bit

527



Education in Europe

shocked with my grey hair. Actually, I feel quite
comfortable here beside you, Mr. Chairman, and be-
side an American, because I remember that thirty
years ago, on the sixteenth of September, my wife
and I headed off to the United States to Cornell Uni-
versity to go to graduate school, and I can assure you
that was a wonderful experience. So I feel quite at
ease with my American friend.

You have been talking about education in Europe as
an intercultural task. From the point of view of the
European Community and its institutions, the
intercultural aspect 1s precisely the characteristic
which above any other defines our role in the sys-
tem. This is not just a feature suggested by the nature
of education in a diverse community, it is a function
clearly defined in the Maastricht Treaty. Article 126
states that "the Community shall contribute to the
development of quality education by encouraging
cooperation between the Member States (...) while
fully respecting the responsibility of the Member
States for the content of teaching and the organiza-
tion of education systems and their cultural and lin-
guistic diversity."

The diversity of the Community, Mr. Chairman, is
demonstrated by the fact that the last time I spoke in
public was at the Merriman School in Lisdoonvarna
beside the Cliffs of Moher in the West of Ireland
which is somewhat different from Budapest, a diver-
sity not just in the landscape but also in the people.
Moreover, it is explicitly provided in the Treaty that
Community action excludes any harmonization of
the laws and regulations of the Member States. That
boring subject, the principle of subsidiarity, which is
set out in the general terms elsewhere in the Treaty,
is thus reinforced by a specific provision on sub-
sidiarity in the field of education. We should not re-
ally be surprised at this careful delimitation of the
Community's role, because in dealing with education
we are coming close to the very processes through
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which national identities are defined and transmitted
from one generation to the next.

The Maastricht Treaty allows us to concentrate on
facilitating communication and the exchange of expe-
rience between the existing systems so that both the
individual participants and the systems themselves
can enrich each other through their diversity.

In its education and training programs.the Commu-
nity catalytic role - and that is terribly important: we
just have a catalytic role - has been based on three
main working methods: joint transnational projects,
mobility, and networking.

These "learning by doing" approaches have been
supported by an effort to produce comparative anal-
ysis and data so as to facilitate informed decision-
making within the Member States. The common
strand through all these activities is the Community's
role as a clearing house and facilitator, rather than of
leveller or standardizing authority.

In the past, because the European Community was
established as an economic entity, its action in the
field of education has been based on the existence of a
continuum between education and vocational train-
ing and on the free movement of labor as a factor of
production. We can now consider education in a
more balanced, comprehensive way, certainly as a
means of economic progress, but also as an end in it-
self.

The humanistic and economic arguments of the pro-
cess were set out in the Commission's working paper
of the 5th of May, entitled "Guidelines for Commu-
nity Action in the Field of Education and Training",
on the basis of which Professor Ruberti has been un-
dertaking a wide range of consultations with parlia-
ments, national authorities and interested bodies with
a view to the post-1994 period. The paper's starting
point - and I think this is important - is the fact that
the Community's Member States share values such as
human rights, civil responsibilities, and openness to
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the world, which are transmitted to the rising genera-
tions through education and training. It notes that
the consensus on the importance of equal opportu-
nity in democratic societies has led to a dramatic ex-
pansion of education. But it also points to a growing
realization that education and training is a vital com-
ponent of economic strength. The competitiveness of
nations - and this is terrible, Mr. Chairman, to say
here in front of educationalists! - the competitiveness
of nations is no longer explained by a largely static
assumption of comparative advantage based on given
factors and endowments. Human capital is now
recognised as a key factor of economic growth,
rightly taking its place in the incomplete traditional
constellation of factors of production comprising
land, labor and capital.

There is sufficient diversity within the European sys-
tem, and within the cultural traditions of Member
States, for their cooperation in the Community con-
text to be fruitful for the Community participants as
well as for their external partners. This principle is
applied in the Tempus program, of which Hungary
was one of the original beneficiaries. The consortia
running the projects are composed of bodies from at
least two European Community countries and one
from central or Eastern Europe. While this is a min-
imum requirement, in practice many of the consortia
are much more diverse in keeping with the spirit of
the program. In this way the Eastern European
universities are confronted with more than one
Community model of higher education which can
provide inspiration for their reform processes. But
the Western participants also learn more about each
other in the process.

Retraining teaching staff by means of work place-
ments abroad is a key element of the Tempus pro-
gram, and in 1992-1993 around 7,000 people were in-
volved.

Working together with colleagues in the West means
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experiencing  different  teaching  methods,
organization of courses, monitoring and evaluation
of students, and different attitudes. Mobility of
students also plays an important role and around
6,000 students have already participated in 1992-1993.
In addition to the academic content of the study pe-
riods abroad, the students bring back the benefits of
exposure to a different social and cultural environ-
ment. And the same benefits will accrue through the
TACIS program for countries of the former Soviet
Union. This year already we have an initial program
with Russia, the Ukraine and Belorussia. Thank you
very much, Mr. Chairman.

Gevers Thank you, Dr. O'Dwyer. Lord Dafydd, of course |
must ask you to say something in English.

Lord Dafydd[A statement in Welsh, then:] There is always some-
body who understands that in any audience. I was
saying that it was a particular pleasure to be here, as
John Major always says at the heart of Europe. But |
am aware that this really is the heart of Europe, and
in the United Kingdom it is still only a quarter to
two. Now I want to abuse the time by pretending I
have got an hour and six minutes.

I want to talk about three words: nationality, lan-
guage, and citizenship, and I am going to do that in
two minutes on each one.

First of all, I think it is important to remind our-
selves that we are all in a situation of being part of a
multicultural and intercultural context. All nation
states that pretend to be nation states are merely per-
petuating the myth of nineteenth-century national-
ism. And I say that with great pride in the seat of the
Austrian-Hungarian empire, which was perhaps one
of the few attempts in the history of European poli-
tics to create a multi-ethnic empire.

All nation states that persue a policy of integration
rather than a policy of diversity are themselves ex-
hibiting forms of internal colonialism and internal
imperialism. These are simple statements with which

531



Education in Europe

I am sure you all agree. Furthermore, the integrity of
state boundaries is also mythical, because the bound-
aries of nation states continually cross language
groups, traditional cultural groups, and ethnic
groups.

In addition, any attempt by capitals and metropolitan
centers to impose educational and cultural policy on
their citizens 1s itself in most cases an act of centralist
domination. These are strategies which have been
traditionally pursued by state structures, and educa-
tion has been the main means of that objective.

It is through the education system, for example, that
an attempt was made to impose the English language
on Wales. This, of course, was only partly successful.
But the history of Welsh was of course the history of
the other Keltic languages, and it is still the history of
the languages of many so-called ethnic minorities and
so-called immigrant minorities within our cultural
context. And that brings me to my second point.
When we talk of language, we still talk of minority
languages, of lesser used languages - this is a termi-
nology which is enshrined by the European Com-
munity and Commission, which I certainly intend to
work hard to remove. No language is lesser used for
those who speak it.

There is a lovely story which I tell at conferences like
this of a friend of mine who has two daughters who
are travelling on the ferry to the Scandinavia. (This is
not an attack on Swedish people, but it does illustrate
the relationship between big languages and perceived
smaller languages.) These two young girls are speak-
ing to each other in Danish, because their mother
was Danish, when a Swedish lady appears and says,
"You are speaking Danish together." Clearly these
young women do not particularly want to be in
conversation with this lady and they turn to Welsh.
Now it is not, of course, the case that the Welsh al-
ways turn to speak Welsh when they want to speak
to each other without being understood. That is an-
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