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Introduction

There is an ongoing renewal of interest in civic education (CE) in many developed countries with democratic constitutions, including France and the United States (Ruget, 2006). Especially in the USA, an alarm has been raised both in academia and in centres for public education, expressing “deep concerns about the viability of democracy in America” because of the perceived “decline in civic engagement, political efficacy, and in the capacity of citizens to organize themselves” (Dudley and Gitelson, 2002: 263). Obviously, democracy is not a unilinear nor a completed process, nor a learning democracy through CE could be considered as such. 
In this regard, school is viewed, and CE in particular, as a key element in the process of political socialization of a democratic citizen. In France too – where civic education was introduced, as a distinctive subject, into secondary school curricula as late as in 1999 – the declining social capital of democracy, due to the declining influence of other societal institutions (e.g. churches, families, youth organizations, political parties and trade unions), school is expected to fulfill the new missions (i.e., democratic socialization) on top of their traditional charges, i.e. delivery of specific knowledge and the preparation for professional life. 

This paper, in its first part, gives an overview of policy and state-of-the-art of civic education, including intercultural education, in the EU countries. In the second part, it refers to results of a research project in Croatia, which focuses on comparative analysis of national curricula in compulsory schools in the eleven European countries that are included in this study. In its third and last part, the paper answers briefly the main questions that constitute the final report of the ERICarts project.
1. The policy and actual condition of civic education (CE) in the EU 
CE, including intercultural education (IE), is set increasingly at the top of the European agenda. The rising awareness of the EU as a large family of multiethnic and multicultural societies, and also witnessing in each state a growing diversity due to the domestic multiculturalism, all contributes to increasing expectations from CE. CE, or some forms of it, are incorporated in the entire school systems (both lower and higher levels) of the EU countries, and also in a variety of informal and NGO activities. Last, but not least, a number of studies exist, both on educational policy and learning/teaching aspects in CE that enrich the experience with CE.
1.1 Institutions and polices 

European institutions active in civic, including intercultural, education are: The European Commission, the European Monitoring Centre on Racism and Xenophobia, the Council of Europe (The Education for Democratic Citizenship Division), the European Commission against Racism and Intolerance, The European Institute for Research on Mediterranean and Euro-Arab Cooperation, and The Council of the European Union. Yet, there is no unique EU policy on CE or IE. Only some proposals or recommendations exist that are mainly directed to the improvement of national policies in these areas.
In 2005, the Commission of the European Communities issued a proposal for a Recommen​dation of the European Parliament and of the Council on key competences for life-long learning, within which several lines are concerned with intercultural and civic competences. The competences are defined as knowledge and skills that equip individuals to participate in increasingly diverse societies, and to resolve conflict where necessary. In particular, civic competence equips individuals to fully participate in civic life. The competence is based on knowledge of the concepts of democracy, citizenship, and civil rights, including how they are expressed in the Charter of Fundamental Rights of the European Union and international declarations and applied by various institutions at the local, regional, national, European and international levels. Thereby, knowledge of main events, trends and agents of change in national, European and world history and the present, with a specific view on European diversity, is essential (ec.europa.eu/education/policies/2010/doc/keyrec_en.pdf). Beforehand, the Commission has listed the eight key competences as follows: communication in one's mother tongue; communication in foreign languages; mathematical competence and basic competences in science and technology; digital competence; learning to learn; interpersonal, intercultural and social competences and civic competence; entrepreneurship; cultural expression (europa.eu/scadplus/leg/en/cha/c11054.htm). 
Finally, in 2006 the European Commission issued the “White Paper on a European Communication Policy”, in which a chapter is devoted to the issue of “improving civic education”. It says that “civic education should not be confined to teaching school pupils about EU institutions and policies. It should help people of all ages to use tools such as the Internet to access information on public policy and to join in the debate. This is particularly important in the case of minorities, disabled citizens or other groups that might otherwise find themselves excluded from the public sphere” 
(ec.europa.eu/communication_white_paper/doc/white_paper_en.pdf).  

In the year 2000, the European Commission’s Directorate-General for Education and Culture published a report on the quality of school education, in which a special chapter addresses civics. Departing from the assessment that young people in EU countries are, in part, inclined to see foreigners as not welcome in their countries, and also that “in the many countries with economic or social difficulties, it is often tempting to blame foreigners for the problem”, the report emphasizes the importance of civics as an integral part of the curriculum of education of young people
(ec.europa.eu/education/policies/educ/indic/rapinen.pdf).
1.2 Actual condition 

In higher education, especially in the universities, a tradition of international education exists. It includes international schools and culturally diverse student bodies with an array of extracurricular activities, as well as curricula or subjects/courses with international or comparative dimensions (Hill, 2006; Knight, 2004). Nevertheless, these international components do not automatically qualify for intercultural competence. In fact, there is a long way to go from the former to the latter. Some observers, thus, speak about international experience of the universities as an “exchange without encounter”. For example, a survey among German students found that more than 60% of them had no, or hardly any, contact with foreign students in their campus, and a similar situation occurs in other countries (Otten, 2003). On the other hand, intercultural competence is defined as a long-term change of a person’s knowledge (cognition), attitudes (emotions), and skills (behaviour) to enable positive and effective interaction with members of other cultures both abroad and at home (Bennett, 1993).
The situation regarding civics and intercultural education in compulsory schools is presented in broader terms in section 2 of this paper.  
Documents of the European Commission concerning the sphere of informal/non-formal education stress that channels of such education are active and important, but it also remarks that “it is difficult to obtain the full picture in relation to learning outside school. The problem also exists in terms of age group – much less information is available on the adult population than on the school population” (Hoskins, 2006).
2. Research on CE and IE in the selected EU countries 

In the next section, results of a research project on national curricula in compulsory schools in eleven European countries are presented briefly.
 The countries covered by the research are: Sweden, Norway, Finland, the Republic of Ireland, England, Scotland, Netherlands, Austria, Germany, Hungary and Slovenia. For the time being, this is the only research in Europe in this area, i.e. national curricula. 
2.1 Intercultural education 
Intercultural education is not a separate subject in the European countries under investigation. Rather, intercultural contents are dispersed throughout curricula and subjects such as civic education, history, geography and foreign languages. 
In all national curricula under scrutiny, the values of cultural diversity, and openness and tolerance are highly esteemed. Nevertheless, treatment of ‘others’, who mainly represent those belonging to minorities in the respective countries, is different. Altogether, there are three different policy approaches to cultural diversity.

2.1.1 Liberal approach
This approach is implemented in Scotland, Ireland and England. The curricula do not authorize specific or separate education (or parts of the educational programme) on languages of ethnic/national minorities, nor separate linguistic or religious education. The liberal approach conceives of cultural diversity in a neutral way, and the issue of recognition of minorities’ identities is taken as a part of a broader set of human rights and liberal-democratic principles. 
2.1.2 Multicultural approach
It is exercised in Sweden, Finland, Norway and Netherlands. In these countries, beside their acceptance of tolerance and cultural diversity, a variety of the forms of minority education is provided. Thus, they have special programmes on the languages of minorities, and also education in the mother tongue for the pupils of foreign origins. The multicultural composition of the society is emphasized as well. Particular attention is given to the development and recognition of minorities’ identities, both to old/autochtonous minorities and to the new/immigrant minorities. 
2.1.3 Intercultural approach
In a proper sense, an intercultural approach is implemented in Austria and Germany. Here, cultural differences are less emphasised and there are more intercultural links, i.e. what is common to various cultures. Likewise, teaching is not a priority, but learning. The focus is given to the process of common learning and, respectively, understanding and reception of the values of pupils originating in different cultures. 
The cases of the curricula in Hungary and Slovenia do not belong to any of these categories of approaches in a pure sense. They represent, instead, a mixture of liberal and multicultural approaches, but in a reduced way, with reduced curricular parts in this field. 

Generally, there is a significant contextual difference as regards the contents of CE in Western and Eastern European countries. The former are virtually immigration societies (most of them with an imperial-colonial past), while the latter (from Slovenia and Hungary to Latvia and Poland) are (still) emigration countries (with a historical past marked by subjugation to different empires). As a consequence of that, the multiculturalism of the former is marked with the presence of new immigrants, and multiculturalism of the latter by the relationship toward the old minorities (some of which have been transformed into new minorities which, however, are dissatisfied with their new treatments in the host countries, such as Russians in the Baltic countries). 
2.2 Civic education 
The CE curricular goals in compulsory schools in the eleven EU countries are formulated, in official documents, in a pedagogically optimistic or idealistic way. They are all-encompassing and they also celebrate democracy and diversity with a common purpose – as expressed, for instance, in the English curriculum – to understand citizens’ responsibilities, which is seen as necessary for rights to happen, and also for debunking stereotypes on others and oneself. On the other hand, as a survey on implementation on the national CE curriculum in England indicates, there is not yet a strong consensus about the aims of CE; besides, in a quarter of schools surveyed, provision is still inadequate, reflecting weak leadership and a lack of specialist knowledge (www.ofsted.gov.uk/assets/Internet_Content/Shared_Content/Files/towardsconsensus. pdf -).
 It is reasonable to presume that the situation in other countries is similar to the English situation, if not even worse, for England is among the most advanced countries in fostering modern and immigrant sensitive CE.

CE appears under different names – from Social studies or as part of a broader subject, such as Environmental Studies or Social Sciences. In either of the forms, it is required in all countries, except Slovenia where the subject is partly optional. Yet, CE exists as a particular or separate subject only in Slovenia, England and Sweden, and in the last two grades in Ireland, Scotland and Netherlands. 
CE or Education for Democratic Citizenship (EDC) has been a priority for the Council of Europe since the middle of the 1990s. According to a collection of papers prepared under the auspices of the Council of Europe (All-European Study…, 2004), EDC (in all grades of schooling) is presented in different regions of Europe with the following challenges or difficulties:

· in the Western European region, there is a gap between policy and practice, the lack of student participation, teacher training, and monitoring and quality assurance;

· in the Northern European region some positive tendencies exist, such as: focusing on values, skills, and participation; increasing use of the web, teacher education, monitoring and evaluation;

· in the Central European region: the formal sector of EDC dominates to the detriment of other sectors such as teacher education and training, out-of-school activities, and EDC in life-long learning; implementation of EDC is partial, inconsistent and too fragmented; methods of how to increase students participation need to be explored; there is a lack of support for monitoring, evaluation, and research. 
Actually, as far as research in the field is concerned, a reliable assessment of the impact of CE is lacking
 This question turns the issue back to classic chapters of social psychology on prejudice and stereotypes, and how to combat them. According to Gordon W. Allport (1954), in order to combat prejudices, one must establish contact with the ‘others’. Yet, simply knowing ‘others’ (e.g. as a member of the same school class) represents a relatively superficial form of contact that may less likely reduce prejudice or disconfirm stereotypes. On the other hand, school provides an excellent interactive setting, although it cannot meet all conditions described by Allport as optimal for combating prejudices and discrimination. Other (optimal) conditions (according to Allport) are: whether contact is voluntary, the extent to which the contact is between the majority and minority or the others of equal status, and whether contact occurs in a competitive or collaborative environment. According to newer research undertaken in the U.S. (Dixon, Rosenbaum, 2004), school is better as a place providing interactive settings than the workplace.

Hence, an extraordinary importance of civic and intercultural education is that it would combine ordinary methods of teaching and learning with interaction between members of the majority and minority on the basis of voluntary action, equal status, and collaborative environment. Such a comprehensive approach to anti-bias learning and teaching is aimed at reducing or eliminating a whole bunch of social or cultural exclusions among children (where tendencies occur as early as from the third year of age), that are based on prejudices and discriminations, such as racism, including Anti-Semitism, sexism, ableism (i.e. discrimination of handicapped), adultism (i.e. discrimination of children against adults), linguicism (i.e. discrimination of someone’s language), etc. (Wagner, 2007: 264).
3. Answering the questions 
In the next section, answers are given to the questions set in the outline of the final report of the project. 
· How is intercultural dialogue interpreted – have there been changes in recent years?

As a rule, intercultural dialogue is not devised within Civic and Intercultural Education curricula in schools as a competence that should be obtained by pupils (neither in elementary or secondary schools). Intercultural competence – without mentioning intercultural dialogue – is devised within European Commission lists of competences obtained through life-long learning. Likewise, intercultural dialogue, as a competence, might be taken as a follow up of higher education, in terms of specific courses, workshops, training etc. that one must accomplish in order to be qualified for intercultural communication.  Even more important is that intercultural communication requires, which is often forgotten, general skills of communication as an indispensable prerequisite. 
· What are the main debates taking place. Are there differences in various parts/regions of Europe?

The main approaches to intercultural education in particular countries are described in part 2.1 of the paper. Theoretical debates between advocates of liberal and multicultural approaches take place in the academic community (both in the USA and Europe) for decades. On the multicultural side are, among others:  C. Taylor, W. Kimlicka, B. Parekh, I. M. Young. On liberal side (criticising multiculturalists) are: A. Schlesinger, A. Schmidt, M. Novak, N. Glazer, B. Barry. However, the debates have no major impact on educational policies of different European countries, i.e. no party in the debates has succeeded to convince the opponents to substantially change their position or policy. Thus, different countries continue to cherish their own traditions in curricula as regards the treatment of the ‘others’ as minorities.
Nevertheless, as many experts in comparative studies in immigration countries argue (e.g. P. Scheffer, U. Frevert, J. Casanova), the USA, and similarly Australia, can be taken as successful models of immigration countries.  This success can be observed also in their method of combining CE with history teaching, in which the history of all immigrant groups matter equally (all inhabitants of these countries are immigrants, in fact), and the history of democracy is thought in a critical way, which includes criticism of the colonial part of the history of the respective countries. On the other hand, Europe, it has been argued, marginalizes its immigrants in terms of political and historical approaches to the CE curriculum. 
· The main research questions and findings 

Some research findings are presented in part 2 of this paper. Other research on CE is valuable, of course, but the empirical range is often confined to individual case studies embracing individual schools and communities. Some of the studies, esp. those which describe ongoing projects which have a practical purpose, may perhaps be put into the category of the examples of good practice. Rarely, findings in such studies may be generalized on a national level (such as the English case – see above in section 2.2), but there is no all-European or EU research on CE policy and/or practice so far.   
· National, regional or local policy solutions which could be considered as innovatively addressing these challenges (or failing to do so)

Regarding the national curricula in CE, in the 11 European countries’ compulsory schools, the Norwegian curriculum, in its general conceptual part, is, to my mind, the most elaborated, argumented and inspirational one, and also mostly articulated in terms of humanistic, i.e. non-technocratic, approach to the development of culture and society. The Irish curriculum seems to be most elaborated and adequate in its performing/ application part, particularly because it stresses the importance of the common European dimension of education in this field. Finally, the Finnish curriculum seems to be best elaborated in terms of bi- and multi-culturality, and also because of its careful treatment of the issues of identity and difference, especially with regard to the children of the new immigrants.
· Future developments and challenges as perceived by the expert

One can expect that evaluations and impacts of CE will accordingly be assessed better or more precisely than nowadays.  Main challenges to the implementation of the CE policy, esp. in its intercultural part, might be expected in those areas of Europe where violent conflicts between different communities have happened or are underway.  

As a rule, minorities are more prepared to embrace such an education. This is, at least, the lesson that can be learned from experience in some conflict areas in Croatia. Nevertheless, this is also an old problem with inter – or multi-cultural learning/teaching, and the latter is traditionally assumed as something that concerns minorities and not the mainstream (in Europe).  Seemingly, this tendency might be prolonged in the years to come. Yet, CE is a subject that changes – almost on yearly basis – for it must reflect main policy trends as well as current events that constitute the relationship between the mainstreams and immigrant or new minorities’ communities in the European societies. Hopefuly, their relationships will be characterized at least with more attempts at mutual understanding and cooperation.
4. Conclusions. 
(with recommendations for the EU Year of Intercultural Dialogue and potential EU programmes, where applicable).

1. For a start, I would recommend a relatively simple solution as regards the (questionable) impact of CE on students, which I had used in teaching multicultural studies in the United States together with Professor D. Jedlicka from the University of Texas/Tyler. It is that at the beginning and at the end of the class we handed out a short questionnaire consisting of the Bogardus scale of social distance. As a rule, the social distance (toward all communities) has significantly declined after students’ completion of the course. Of course, this is not an instrument, nor argument, that corroborates an absolute and irrevocable change in students’ opinion/attitudes. Other, and admittedly strong, influences, including those coming from parents, peers, media or ignorance (due to the lack of contacts with the ‘others’) – may as easily neutralize the positive educational effect. Nevertheless, the “share” of education in the overall influences on the mentality of students may this way be documented as positive. 
2. Next, extra-curricular activities of teachers and students must be taken into consideration – including a whole array of non-formal and informal (e.g. hidden, learning from media, etc.) curricula – in order to upgrade their intercultural knowledge. This might be done, for instance, through exchange programmes between schools from different communities, esp. those whose relations are marked by ignorance or resentment; then, through children’s parliaments, school councils, leisure experiences, and common projects or programmes that schools from different communities may partly or entirely operate via new information & communication technologies.

3. Among extra-curricular activities, teacher training seems to be one of the most important. It would be necessary to invest more into the quality of teacher training. Also, teaching needs more support infrastructures, such as a variety of academic and administrative support services that have involvement in quality monitoring and enhancement activities in schools. Also, important among the activities is service learning, a method that connects meaningful community service with academic learning, personal growth, and civic responsibility, so as to gain further understanding of course content, a broader appreciation of CE as a subject, and an enhanced sense of civic responsibility (Murphy, 2006), esp. in multiethnic communities. 
4. As regards CE and history teaching and textbooks, there is no official and common EU document addressing the issue. There are only books or collections, such as Contemporary History and Civic Education in Europe (www.fondazionescuola.it/Eng/attivita/storiacontemporanea.asp), in which authors underline a need for a European perspective in history teaching. This perspective, according to the authors, should contribute to the reduction or eradication of weaknesses of the existing methods or strategies (for tackling "awkward issues”), such as strategies of “silence”,  “neutral treatment of facts”, and “official interpretation of facts” (typical of authoritarian regimes), and likewise a history teaching that is essentially linear, chronological, narrative and strongly focused on political history. Instead, social and economic history along with the history of everyday life should expand the scope of the existing history teaching. Likewise, instead of the erroneous strategies of history teaching about “awkward issues”, a strategy of acknowledgement and recreation of controversies is seen as the most adequate: students need to acquire the ability to compare different sources, opinions and interpretations (the multi-perspective learning/teaching) in order to form their own viewpoint (here the relationship between history teaching and education for citizenship /CE/ is evident).  This method may be especially useful in former conflict areas in Europe. 
Given that much of how history is presented in the curricula, primarily in the western European countries, has changed in a positive way – e.g. the history of nations as made in wars or rivalries is being replaced by accounts of cultural exchanges and trade, and de-colonisation enters as a proper topic (for Europeans were pretty much detrimental to the “new worlds”) – nowadays European history should be presented in a balanced manner: so to speak, somewhere in between the oblivion of the black spots of the Holocaust, genocides and colonialism, and of a gloomy memory and self-blaming which would adumbrate the European present and future. Europe has the power to transcend its past, its worse trajectories alike, and transform itself into a truly democratic and pluralistic society. Thus, it should be remembered, and not forgotten, but it is also needed to move ahead. Particularly, European CE for immigrants has to offer both sides of the “dialectic of enlightenment”. It should “translate” to them European historical experiences dealing with catastrophes and the resulting culture of self-criticism and argument on history and remembrance. In this, a history of immigration should assume a proper place as well. For example, historical and citizenship education must include “Turks in Berlin” as much as “Turks before Vienna” (cf. www.bpb.de/veranstaltungen/GXSPRI,0,0,The_Politics_of_Memory_in_European_Migration_Societies_Consequences...). Currently, immigrants are still presented in most textbooks, like for example in Germany,
 as “They” who stay apart from the (domestic) “We”. This is especially problematic as the third generation of immigrants, according to some experts, has a tendency nowadays to represent itself in terms of the parochial identity. Combining these massive tendencies on the part of the host and the new generation of immigrants, there is an apparent danger of creating a multicultural society in Europe, which would consist of parallel worlds of different communities hardly interacting with each other, thus reminding of the Ottoman millet system. As an antidote to such a development, historical and civic education must deconstruct much of what has been idiomatic to the traditional (i.e. national and civilisational) history, and also bravely offer an inspiring vision of a democratic and highly conversational and collaborative multicultural society.
5. Last, but not least, in order to meet such a vision of the common society, the old idea of home place or homeland, based on the perception of a unique location, i.e. genius loci, should be transformed into a vision of a network of related places, i.e. genius mundi, (cf. Hasse, 2007). The latter is more appropriate to self-representation of an immigration and mobile society, which Europe is increasingly becoming. Of course, all locals cannot be cosmopolitans, and vice versa, but far from such extremes, a spectral diversity of “movers” and “stayers” features a truly democratic multicultural society, based on the market economy.
Sooner or later, CE and IE curricula should reflect such a combination of the “space of places” and the “space of flows”, and incorporate such a vision of social reality into the lowest grades of schooling. We become citizens (of Europe and the world) really from the beginning, roughly from the third year of age on, when first appearances of categories ‘We’ and ‘They’ take hold in our life-world awareness.
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�  The research project, which was carried out in 2006, has been run by Dr. Branka Baranović from the Institute for Social Research in Zagreb, Croatia. The part of the project report on intercultural education in these countries has been written by Saša Puzić, and the part on civic education by myself.


�   This lack of assessment might be one of the most important causes of an apparent weakness of teachers to deliver effective teaching in this field and that they, as many experts remark (e.g. in the recent Conference of Networking European Citizenship Education (NECE) platform: "Rethinking Citizenship Education in European Migration Societies", Lisbon April 26th-28th, 2007), avoid controversial issues in their teaching.


�  Yet,  as some authors  notify (Soysal, 2002), in contrast to some other countries, educational policy in England has always been much more polarized along political parties lines. The first national curriculum in 1987 reflected the priorities of the Conservative government, where emphasis was on English national, rather than European or global history. Today, in the era of Labour, the situation is different and more similar to continental Western European countries.


�  This remark is based on the statement of Robert Stradling, one of the leading experts in methodology of history in the school curricula, which he gave on the Fourth Intercultural Forum of the Council of Europe, held in Bucharest in March 2006.  Likewise, as discussion at the NECE Conference in Lisbon in April 2007 has shown, there is no proper knowledge about what happens in school classes, including those in Muslim communities where the Koran is taught as the central curricular topic.


�  As reported by Franz-Olaf Radtke from the University of Frankfurt/Main, in his paper delivered in the NECE Conference held in Lisbon, April 2007.
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