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Introduction
Luigi Cajani
During the last two or three decades the dramatic acceleration of
cultural exchanges has impacted upon all societies of the world at
varying levels of intensity. The diffusion of mass media, internet, lowcost flights and mass-migrations is changing the collective
representations of one’s belonging to a group. Cultural and valuebased inputs no longer come primarily from the context of one’s
nation, which is losing its importance as point of reference, torn by
localisms on one side and cosmopolitism on the other, but from all
over the world, through communication networks which tend to be
more and more individualized. The layers which form individual
identities become more and more complex and their mutual relation
more and more movable. This new interplay of identities obviously
challenges traditional allegiances related to nation states and
therefore requires new visions of citizenship education in a global
context. In this booklet we sketch some research issues, in some
cases more theoretically, in others more empirically, related to this
context, focusing above all – on the one hand - on Europe, which
can, in many ways, be considered a supranational political structure,
which is taking over the role of national polities, and – on the other
hand – on the World, which is the horizon of globalization. In the
following vignettes, Ian Davis explores the differences between global
education and citizenship education and suggests some possible
research projects for investigating them; Elisabet Näsman gives a
brief theoretical synthesis of intersectionality and its meaning for
identity research; Márta Fülöp gives a theoretical framework to how
global competition might effect the individual and especially the
group identity and the relevance of this process in terms of
citizenship; Luigi Cajani shows what kind of opportunities empirical
research provides for history teaching to analyze the interplay of
space dimensions in the development of individual identities; and
finally Alejandra Navarro Sada shows some results of empirical
research between Spain and Mexico on young people’s
understanding of economic processes and how they reflect on the
notions of prosperity and social justice.
The work contained in this booklet has emerged from a small group
of scholars who have expertise within specific academic and
professional areas and who are committed to developing cross
disciplinary understanding in - and for - a Europe that is not
narrowly or exclusively defined but that is committed to democratic
citizenship. We hope, through research, to be able to contribute to
the development of an informed, open-minded and
pluralistic Europe. The perspectives in this booklet - from history,
psychology, sociology and education - raise the possibility of and
suggest the need for exploring identity and taking action.
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As European researchers we seek local, national and cross national
understanding for a global future and we hope that the ideas in this
booklet will help others to investigate the nature of this challenge.

Global Citizenship Education: issues for researchers
Ian Davies
Many academics conduct educational research entirely within one
nation state or continent in ways that are valuable. Such work may
actually be ‘global’ in terms of its quality that might influence people
in other countries and because of its concern with matters that are
of enduring human concern. Indeed, it is possible when people act
internationally (i.e. between the nations, ‘inter-nationally’) they may
be involved in furthering the interests of their own nation state or
perhaps even their own personal agenda.
However, my personal and simple preference is to undertake
research in collaboration with people in many other countries. This
allows me explicitly to recognise current realities that are influenced
by the forces of globalisation and think expansively about the
meaning of normative educational policies in order to search for
better forms of education. This may well be a rather old fashioned
approach. Heater (1999) argues that prior to the 18th century four
ideas (cosmopolitanism, citizenship, patriotism and nation) coexisted in European political thought but that by 1800 citizenship
and nationality were virtually synonymous terms. We may now be
witnessing, in the face of new forms of globalisation, the resurgence
of less nationally bounded contexts for citizenship education. There
is, therefore, an imperative for researchers to respond to these new
challenges and to explore what may be called ‘global citizenship
education’. In so doing it is necessary to regard globalisation as
something that is not the same as westernisation but rather that
which is characterised by a network of flows within and across
different spheres (Isin and Wood 1999). We should also be aware
that understandings of global citizenship vary from a rather vague
recognition of everyone belonging to the human race, to a much
more precise and concrete advocacy of world government (Heater
1997).
Heater goes on to explain (1997, pp.36-38) that there is a range of
meanings that can be applied to global citizenship. He has outlined
four main meanings that can be placed on a spectrum of which the
opposite ends are ‘vague’ and ‘precise’.
Research focus: exploring global citizenship through international exchanges
It is commonly asserted that international exchanges provide
opportunities for developing international or global citizenship. We
established a project that allowed us to help develop and explore
global citizenship among student teachers.
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At the outset of the project we recognised the very many challenges
of our work. For example, a review of European action programmes
(e.g. Socrates) by the European Commission in 1998 concluded that:
G

the most significant contributions made by the programmes is
their promotion of trans-national and intercultural cooperation
and exchange
G
the most common participants are those in mainstream high
status contexts
G
“in practice it could not be said that the majority of the projects
they looked at had a primary, explicit and concrete orientation
towards learning for active citizenship” (European Commission
1998, p. 24)
These findings have been supported by others, e.g. Teichler and
Maiworm (1997), Osler and Starkey (1999) and Grainger (2003) with
the latter suggesting:
there was a consensus that students appeared to be
motivated to participate in the ERASMUS/SOCRATES
exchange programmes by such goals as the desire to travel
and live abroad, experience other cultures, enhance their
foreign language skills and in particular, improve their job
prospects.
We established a three year European-Canadian project in which
three interconnected activities provided the means by which data
could be analysed:
i.

organising conferences in citizenship education in Europe and in
Canada (year 1)
ii. school-based involvement in a country other than their own
(years 2 & 3) moving 75 student teachers and 8 members of
staff;
iii. a programme of activities designed to increase awareness of
citizenship issues in a variety of settings (political, cultural and
social) and to encourage the practice of education for citizenship
in their future careers (years 2 & 3).
Those who became involved in the project showed in a variety of
ways that they had learned a great deal about issues beyond their
own countries and were keen to assert that they felt more ‘global’
than hitherto. Our observation and interview data showed largely
positive indications of knowledge and understanding of key issues
and an enhanced sense of personal efficacy. Forms of understanding
developed that took participants beyond simple dichotomies of
monocultural or multicultural education. For example, two New
Brunswick students were placed in a school in London. For them this
was a real experience with diversity as they come from a relatively
mono-cultural part of Canada and this school’s population is 100%
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Bangladeshi Muslims. Both students, however, commented on the
cultural isolation of the school and the lack of interest of students to
learn about other cultures. One wrote, “The students at that school
are almost 100% Muslim-Bangladeshi, with many students
interacting only in this culture both within and outside of school.” As
the organizers of the project we were helped to reflect on the
meaning of diversity.
Questions and issues that could be pursued by other researchers
The above work and other projects that have focused on textbook
analysis and curriculum evaluation have led me to some rather
tentative conclusions about the nature of citizenship education and
global education. These tentative conclusions could be explored by
other researchers. There are a cluster of questions that are associated
with our current rather loose characterizations about the nature of
global citizenship. I suggest that there are in fact two rather distinct
traditions that exist between citizenship education and global
education. I highlight below six of the differences that emerge from
those traditions. For each difference between global education and
citizenship education I suggest a possible future research project.
Although national citizenship itself is so old to be regarded by some
as almost outdated, citizenship education is a new area. As such it
does not yet have a tradition or pedagogy of its own. Global
education, on the other hand, has a very well developed style and
there are very many practical guides available. This assertion could
be explored by means of analysing educational policy documents
and professional resources from the last 50 years. Is it really true
that citizenship education is so new and that global education has a
longer history?
Citizenship education seems to emphasise either community based
involvement or classroom based cognitive reflection. Global
education tends (not exclusively) towards the affective. This area
could be explored by analysing perceptions of teachers. How do they
understand global education and citizenship education? There could
also be a series of school-based studies in which student activities
were observed.
Citizenship seems to have emerged from a social science context in
which communitarianism has recently become significant. In England
this has, in part, emerged through the preferences of key politicians
and policy advisers. Global education emphasises rather more
noticeably political activity as opposed to political science or
community involvement. Global education searches more obviously
for issues that require immediate and perhaps radical attention. The
validity of this characterisation could be researched by interviewing
key policy makers and members of influential non-governmental
organisations.
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It is possible that due to the, more academic, background to
citizenship education that it has a narrower but more coherent base
than global education. The combination of the affective orientation
and a political outlook may mean that global educators will be
accused at times of more fragmentation than other forms of
education. Academics and members of non-governmental education
could be interviewed to understand their perceptions of the nature
of global education and citizenship education.
The context for citizenship education is often the nation state. This
does not mean that international or global matters are always
avoided. Often, however, citizenship education is in contrast to the
more obviously post-national perspective of those associated with
global educators. The latter will at the very least search more
determinedly for ways in which the nation can become involved
globally or, more likely, will see issues in terms of global
interconnectedness in which the nation state is no longer the prime
focus of analysis. It would be possible to explore this issue by setting
up classroom-based research to identify what teachers and students
actually focus on.
The level of legitimation for citizenship education is far higher than
that for global education. However, teachers have in the past reacted
very positively to global education by attending courses, buying
materials and developing relevant classroom work. It is very possible
that in the near future the citizenship education agenda will in
practice become more close to that of global education. It is possible
that teachers searching for ways to implement citizenship education
will not draw from the official perspectives on citizenship education,
but instead, turn to the ideas and teaching materials of the global
educators. The declining power of the welfare state and the rise of
globalisation mean that there is a need for greater integration
between the two areas. Politicians and policy makers could be
interviewed and key national curricula analysed to explore the extent
to which global education and citizenship education are perceived to
hold different status.
It will be important to monitor the continuing debates about the
nature of citizenship education and global education in order to
determine what sort of goals are being targeted and what potential
there will be for widespread implementation of effective and
appropriate education for improved knowledge, understanding and
participation in contemporary society. New researchers in Europe
together with their colleagues in other parts of the world are in a
very good position to carry this work forward.
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Intersectionality in intercultural citizenship research
Elisabet Näsman
Intercultural research on citizenship education
In studying citizenship issues from an international or even global
perspective, issues of nationality and ethnic relations come to the
fore. In the CiCe network citizenship research is linked to education
with a focus on children and young people. This brings the age
dimension and the life course structure into the discussion as
important to consider along side the intercultural aspects. The age
order of society is a powerful structure distributing opportunities and
resources according to ideas of normality and deviance in the various
life phases defining different age categories. Children and youth are
in the age order of societies, in general, a subordinated category but
their citizenship status and the age limits defining their life phases
may vary between nations and cultures as well as the aims and
forms of citizenship education. Ageism varies depending on culture,
context and situation. Intercultural research on citizenship education
may thus illuminate the extent to which children and young people
as age categories are excluded and included in different societies.
When these issues are considered alongside the reality of ethnic
diversity within nations it means that the differentiation among
children and young people becomes visible and the idea of
homogenous status of the age categories may be contested. How do
ethnicity and age interplay in processes of exclusion and inclusion?
Intersectionality
The relationships and interplay between different categorizations of
people have been discussed in terms of intersectionality, primarily
within queer theory, critical feminism and post-colonial theorizing.
Intersectionality refers generally to analyses of how different power
structures or principles of ordering society ‘intersect’1. There are
many foundations for power structures ordering society. In addition
to nationality, ethnicity and age there are social class, gender,
sexuality, religion, disability etcetera. In contrast to the idea that
such social categorizations simply could be added to one another
such as expressed when talking about black women experiencing
double oppression, an intersectional approach emphasizes that the
power orders depending on the particularities of each, and one of
them, when they interplay, may form varying patterns relating to
discourses, distribution of resources, institutional practices,
interaction, and identity formation. An intersectional approach hence
demands awareness of the differences between structures. For
instance is the gender order based on a binary opposition where
women and femininity are subordinated men and masculinity, while
1
The verb ‘intersect’ is widely used, but reproduces the problems with the often used
metaphors from physics giving the idea of that something intersects at a specific point
rather than that complex processes of interplay are taking place.
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the age order defines both children and young people on the one
hand and old people on the other as subordinated due to the
ideological dominance of the middle age categories as being of
productive age? (Hockey & James 1993). The potential of mobility
between status positions also varies a great deal, age being the
categorization most open to mobility, but then only in one direction.
These obvious differences, as well as more subtle mechanisms in the
practices of status ascriptions, are decisive for the way in which
opportunities are opened and hindrances are raised as well as for the
actions taken by the labelled individuals. An intersectional approach
is therefore of importance to understand the social and cultural
processes of exclusion and inclusion in intercultural citizenship
research.
Theoretical bases
Intersectional approaches have primarily been developed by
researchers with a constructionist perspective, but the problems
raised by the intersectionality debate – the need to understand the
complex processes of interplay between categorizations - may be
addressed also from other scientific standpoints such as social
realism. The way in which society, the individual and social and
cultural phenomena are understood have, however, an impact on
how the construction and change of categorizations as well as their
interplay is interpreted. The chosen perspective is also decisive of the
methodology applied. Which data are relevant? How should data be
collected and analysed?
Empirical data
From the comments above it follows that intersectionality studies
may use several kinds of data; analyzing legislation, institutional
practices, statistics on resource distribution or choices of educational
paths, media texts and pictures, ethnographic studies of daily
interaction, biographical interviews etcetera. The focus may thus be
on how the interplay of categorizations may be found in documents,
images and verbal intercourse between people ascribed multiple
identities. Studies are focusing on the overarching societal level or
interpersonal contacts and some draw linkages from general
discourses and institutions to the daily experience of individuals.

18312_CiCe_Research_Students_3 r1:11476_CiCe_guidelines_r3

8

17/9/08

11:20

Europe and the World

Globalization processes, competition, identity and citizenship
Márta Fülöp
Formation of identity
Individual identity is formed by our own acts and their outcomes in
relation to our goals and by a continuous comparative process
between the self and others. Festinger (1954) in his theory of social
comparison postulates that in order to evaluate ourselves, to know
about our characteristics and strengths and weaknesses we have to
compare ourselves to others and as a result of this comparison we
can establish who we are. Psychologists agree that the desire to
learn about the self through comparison with others is universal.
According to Festinger, this comparative process can have the result
of being ‘better or worse’ than the other. In the case of the result
being ‘worse’, that tends to initiate a unidirectional, upward striving
not to be ‘worse’, but to be a little bit ‘better’ than the other. This
unidirectional, upward striving can be conceptualized as competition.
In case of group identity a similar process exists. Tajfel (1978)
designed an experiment that revealed the so called ‘minimal group
paradigm’, meaning that if people are placed into ‘minimal’ groups
(based on arbitrary characteristics) that can lead to in-group
favouritism. In his well-known experimental procedure he assigned
schoolboys randomly to two groups. The groups were called ‘Klee’
and ‘Kandinsky’. The boys were then asked to allot rewards to
members of their own group and to members of the other group. In
spite of the fact that the participants had no previous contact with
each other, they nevertheless tried to maximize the difference
between the rewards of their group and the rewards of the other
group. When we consider the arbitrary and artificial way in which
these groups were constructed, this is a remarkable finding. Tajfel
argued that this favouritism arises because the differentiation
between one’s group and another group serves to create a
meaningful definition of one’s social identity in that situation. This
tendency to favour the in-group compared to the out-group can be
conceptualized as the basis of inter-group competition.
Levels of identity – levels of competition
In the two previous examples individual identity was connected with
inter-personal competition and group identity with inter-group
competition. If we look at other forms or levels of identity they can
also be connected to different forms and levels of competition:
ethnic identity to inter-ethnic competition, regional identity to interregion competition (that many times focuses on control of scarce
but valued material resources and rewards such as land, or natural
resources, explained by Sherif et al.’s (1961) Realistic Conflict
Theory), national identity to competition among nations, ideological
identity and competition among ideologies (i.e. the Cold War),

Page 8

18312_CiCe_Research_Students_3 r1:11476_CiCe_guidelines_r3

17/9/08

11:20

Europe and the World

Page 9

9

religious identity to inter-religion competition (e.g. between Judaism
and Christianity or Christianity and Islam), or cultural identity to
inter-culture or inter-civilization competition (the notion of the
clashes of civilizations) (Fülöp, 2008).
Processes of competition – processes of homogenization and differentiation
Processes of competition, however, can be qualitatively different, and
a differentiation can be made first of all between vertical and
horizontal competitive processes (Fülöp, 1995). In the case of vertical
competition, - that is the traditional conceptualization of
competitive processes, - there is a certain competitive dimension
(e.g. mathematical achievement, quality of a product etc.) and
within this dimension the competing parties strive to be different.
Difference in this respect is defined in terms of being better – worse
or having more/less within a given, common dimension e.g.
achievement, talent, power and influence etc.). Therefore vertical
competition implies that the competitive parties have a basic
agreement over the comparative dimension and they both try to
improve their quality and relative ranking within the same
dimension. This, paradoxically, might result in homogenization, rather
than differentiation, as the competing parties concentrate on the
competitive dimension and elaborate themselves within that
particular dimension while paying less attention to other potential
comparative dimensions (Fülöp, 2008).
The notion of globalisation tends to imply homogenization. As
production and consumption are operating at a global scale, and
competition is also functioning at the global (world-wide) level , the
‘comparative areas’ become reduced and dominated and dictated by
the ‘winners’ of this process. As such competitors are forced into this
framework.
However, there is another process of competition, what we can call
horizontal competition (Fülöp, 1995) that functions against
homogenization. Lemaine (1974) postulated the Social
Differentiation Theory, according to which if there is no chance for
‘winning’ within an already established competitive dimension, those
who want to win, might create a new comparative dimension, or, in
his words, find an ‘empty space’, where they are the ones who
dictate the comparative qualities and standards. This leads to a
differentiation process, because the competing parties cannot be
compared within the same dimension anymore. This requires a kind
of creativity or innovation, an inner differentiation process, during
which the competing party recognizes a quality of his or hers that
has not been previously fully recognised, or discovers a new product
etc. in which or with which he or she can have a comparative
advantage.
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Globalisation and identity threat
When the ‘identity’ and the self-respect of an individual or a group is
threatened by an unfavourable comparison (i.e. losing) then the
individual or the group will start to emphasize the difference, and
will not want to be channelled into the existing competitive
framework. In certain contexts this may mean that anti-globalisation
processes start to function. We can follow this when we recognize
that territorial identities are reappearing in a time when physical
space seems to be less significant and when the idea of a network is
being substituted for the concept of frontier. Their presence in a
globalised world could be considered as a new paradox: the claim for
differences in parallel to the need for integration (Villanueva and
Maiztegui, 2005). This defence of one’s own places versus the nonplace spaces created by the informational era, or defence of one’s
own culture, value system, religion etc. against those cultures, values
systems and religions etc. that have been able to take influential
positions in the global competition is not an innovative version of
the horizontal competition, and sometimes leads to the conservation
and rigid maintenance of qualities that do not necessarily benefit the
group that chooses this existential strategy.
Simultaneous existence of two types of competition
On a global scale there is a parallel and simultaneous existence of
both vertical competitive processes (leading more to
homogenization) and horizontal competitive processes (leading to
differentiation both in the innovative and conservative senses).
Identity maintenance (both individual and group) is a core
psychological process. Therefore our theoretical suggestion is that
globalization leads neither to homogenization, nor to differentiation,
but rather that these processes are both present in their full
functioning – in competition with each other (Fülöp, 2008).
Questions of citizenship
Identity processes and, in relation to them, competitive processes
have an obvious link to citizenship. Citizenship, on one hand is
typically connected with social identity and this social identity is
defined at different levels, mostly at the level of nation. On the other
hand, - in connection with globalisation and with the idea of
cosmopolitanism - citizenship can be connected to the whole world
in the form of world or global citizenship. However, at this level we
face a certain kind of paradox. If – in theory - somebody would feel
a sense of belonging exclusively to all citizens of the world, meaning
that identification with a certain sub-group (nation, ethnic group
etc.) and therefore preference towards a particular group of people
would be missing, then this person would shift from a group identity
to an individual one and would form relationships with other people
only based on individual preferences and would compete only at the
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individual level etc. Thus, taken to its logical extreme, global
citizenship is an individual identity, with no group belonging (Fülöp,
2008).
These theoretical thoughts about the effects of globalisation would
require operationalisation and thorough research at the field of
citizenship, identity and competition and certainly the cooperative
effort of researchers of different disciplines.
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From the home town to the world: spaces and identity
Luigi Cajani
The role of cultural elements in the construction of individual
identity can be usefully indicated by the degree to which one feels
connected to geographical spaces, from the home town to the wide
world – passing through intermediate dimensions, such as the state,
or macro-regions such as Europe. This relationship between space
and identity is often present in sociological research, either as a
specific focus (Haubrich, Schiller, Wetzler 1990), or as part of a wider
problematic (Lorcerie 2005). In order to exemplify the kind of results
which can be obtained and their importance for citizenship
education I discuss below some results from Youth and History, a
large scale European research project undertaken in 1995 on the
historical consciousness and political attitudes of adolescents
(Angvik, von Borries 1997). This research involved a sample of more
than 30,000 14-15 years old pupils from almost all European
countries, extended to Israel and Palestine, and including two
national sub-samples, the Italian South Tyrol, which has a mixed
population of German, Italian and Ladino speaking, and the
Palestinians who live in Israel as citizens2. One of the questions was:
“How much interest do you have in the history of these geographical
areas?”, with respondents given the following options: your
immediate locality; your region; your country; Europe; and, the world
outside Europe. The answers were to be given on a 5-point Likert
scale, ranging from “very little” (1) through “some” (3) to “very
much” (5). It must be considered that the formulation of the
question was influenced by the focus on history: in other cases the
sense of belonging is directly addressed by questions like: “Do you
feel French, Alsatian, European?” and so on. The answers provide very
significant indicators of one’s sense of belonging because historical
knowledge acquired at school combines and interacts with the
knowledge and values acquired outside school, in the family, through
mass media and through social representations. One more
fundamental observation is needed to help understand the data of
Youth and History: in all the European states the teaching of history
focuses on national and European history, with varying emphasis on
the former or on the latter. World history is absolutely marginalized,
with a limited exception for the history of the 20th century. Local
history is similarly, generally, neglected in textbooks and curricula.
Therefore historical knowledge gained at school orientates pupils’
interest towards the nation and to Europe.

2
The complete list of countries: Belgium (Flemish community), Bulgaria, Croatia, Czech
Republic, Denmark, Estonia, Finland, France, Germany, Great Britain (England/Wales),
Great Britain (Scotland), Greece, Hungary, Iceland, Israel, Israel - Arab Citizens, Italy,
Italy - South Tyrol, Lithuania, Norway, Palestine, Poland, Portugal, Russia, Slovenia, Spain,
Sweden, Ukraine, Turkey.

Page 12

18312_CiCe_Research_Students_3 r1:11476_CiCe_guidelines_r3

17/9/08

11:20

Europe and the World

Page 13

13

The following table gives the overall means, which serve as reference
for the further examination of country cases:
Interest in the history of different areas (overall sample)

Mean

immediate
locality

own
region

own
country

Europe

outside
Europe

3.37

3.27

3.71

3.33

3.34

We can observe here a general positive appreciation for all these
areas, but with a clear stress in favour of the respondents’ own
country, whilst the other areas follow at a considerable distance and
are more or less at the same level.
There are nevertheless some significant differences in the interest
expressed towards the history of one’s own country. In some cases
we find a lower interest, with means which range from 3.50 (Estonia)
to 3.09 (Finland). The other countries in this sub sample are: Belgium
(Flemish), Denmark, France, Germany, Great Britain (both England
and Wales, and Scotland), Iceland, Italy (South Tyrol), Norway,
Slovenia and Sweden. At the opposite end of the scale, with means
which range from Spain (3.82) to Greece, which reaches the highest
level with 4.54, we also find Bulgaria, Croatia, Lithuania, Palestine, the
Palestinian Israeli citizens, Portugal and Turkey.
Other findings may be seen in the context of the significance of
respondents’ attachment to national history. Across the overall
sample local history occupies second place after national history, but
the comparison between the countries shows a great difference
between Greece at the top (4.42) and France at the bottom (2.49),
which thus reaches the negative record for the whole sample. Also
negative are Denmark, Finland, England and Wales, Iceland, Norway,
Slovenia and Sweden. In the positive field, only Greece scores above
4.00. At the second place we find Lithuania (3.92), then the Israeli
Palestinian citizens (3.90), Palestine (3.86), Croatia (3.80) and
Portugal (3.71). Also Scotland, unlike the two other British regions,
scores positively (3.31).
Regional history, which is at the bottom in the overall sample, shows
a similar trend to local history, but with less extreme scores, both in
the positive and the negative field: Finland scores negatively 2.58,
followed by Denmark, France, England and Wales, Iceland, Norway,
Slovenia and Sweden, all in the negative field under 3.00. At the top
we find Bulgaria (3.92), followed by Lithuania (3.90), the Palestinian
Israeli citizens (3.80) and Scotland (3.77), which thus shows again a
clear divergence to England and Wales.
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The interest in European history shows in the lower field means
which range from 2.88 (England and Wales) to 3.14 (Denmark), also
including Belgium (Flemish), Finland, Scotland , Israel, Palestine, and
the Palestinian Israeli citizens. The highest interest expressed in
European history is reached in Bulgaria (3.83), and inside this upper
field, down to a mean of 3.55 (Russia), we find Croatia, Greece,
Lithuania, Ukraine and Portugal.
A final look to non European history: the lowest interest is shown by
all British sub-samples (England and Wales: 2.88, Scotland 2.97), and
close to them there are Belgium (Flemish) (3.00), Spain (3.02),
Finland (3.03), Norway (3.08), Denmark (3.10) and Italy (3.13). The
highest mean is reached by Bulgaria (3.70), followed by the
Palestinian Israeli citizens (3.68), by Ukraine (3.64) and by Lithuania
(3.58).
This rough data already suggest some initial reflections. For instance
the difference between Scotland on one side and England and Wales
on the other side concerning local and regional history can be an
indication of a striving for independence from Westminster
government. On the other hand, the fact that Greece scores the
maximum interest for national history is an indication of the strong
nationalistic tradition of the teaching of history in that country. The
slightest interest in European interest is shown in European countries
where a certain scepticism toward the European Union is
widespread, and in the countries of the Near East, where Europe is
perceived as being far away.
More hints for an interpretation can be discovered by more complex
analysis with other questions from the same research project. For
instance, in the overall sample the interest for the history of one’s
country is positively correlated with the general importance that
each pupil gives to one’s country (= 0.382) and also (but less) with
the general importance of one’s ethnic group (= 0.268). Conversely,
the interest for non-European history is not significantly correlated
with the importance of one’s country (= 0.111).
The research Youth and History thus offers many interesting
opportunities for a synchronic cross-cultural comparison among
nations and states. A further step should be the repetition of this
survey at a certain distance, let’s say 5 or 10 years, for a diachronic
comparison of these attitudes inside a national context.
Unfortunately it has not been the case yet. One can find some hints
of an evolution looking at other research, like the one on young
people attending the upper secondary school in Marseille made by
Françoise Lorcerie in 2004. She observed in this sample, characterized
among others by a high level of multiethnicity, a diffused
cosmopolitical tendency combined with a sense of attachment to
Marseille and with a valorisation of the political and social features
of the state (Lorcerie 2005).

Page 14

18312_CiCe_Research_Students_3 r1:11476_CiCe_guidelines_r3

Europe and the World

17/9/08

11:20

Page 15

15

Finally, this kind of research is not only useful for sociologists and
politicians, but also for teachers: they can indeed understand the
fundamental attitudes of their students which will influence the
reception and elaboration of the cognitive message the teachers
transmit. Knowledge of these matters will help teachers to tune
more precisely their work with young people in order to improve its
effectiveness.
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Researching economic issues from a crosscultural perspective3
Alejandra Navarro Sada,
Children and adolescents are an important part of the economic
world, and their every-day practices connect them closely to both
the consumer and the work area of the economy. The economic
world is a significant socializing force in the lives of people all around
the world. The economy encompasses the daily lives of children, as
well as adults, and is woven strongly into the environment of their
social lives. Fukuyama (1995) has argued that the modern-day
economic world “constitutes one of the most fundamental and
dynamic areas of human sociability”.
Research that deals with the understanding of children and
adolescents’ notions of economics has tended to follow two major
courses: (a) developmental research on what children understand,
conducted by psychologists and sociologists; and (b) measures of
economic literacy, carried out by economists and economics
educators (Gianinno & Crittenden, 2005, pp. 552-553).
Developmental Research on children and adolescents’ ideas of
socioeconomic inequalities
The bulk of the developmental psychological research that has been
carried out on children and adolescents’ ideas of socioeconomic
inequalities include studies of the concepts of ‘rich’ and ‘poor’, and
socioeconomic mobility and most research on these concepts has
focused principally on traditions in Europe, the United States,
Australia, and other English-speaking countries (Berti & Bombi, 1988;
Danziger, 1958; Enesco & Navarro, 2003; Furth, 1980; Jahoda, 1959;
Leahy, 1981, 1983, 1990; Navarro & Peñaranda, 1998, among
others). Almost all of them (until 1990) utilized Piaget’s theory on
social knowledge as a conceptual framework and were aimed at
identifying and explaining age-related changes in children’s societal
knowledge. From the end of the 1980s onward, studies noted the
influence of Moscovici’s Social Representations Theory (Dickinson &
Emler, 1996; Emler & Dickinson, 1985, Emler, Ohana & Dickinson,
1990) assuming that since children are born into a world already
structured by the representations circulating in their communities,
they become actors in these communities through a developmental
process that implies cultural assimilation.
Developmental research with Spanish and Mexican children and
adolescents.
In order to study the development of the conceptions about upward
socioeconomic mobility in children from Europe and Latin-America,
Spain and Mexico, a developmental study within the Piagetian
framework was carried out with one hundred 6- to-14-year-old
children. Although both countries share a similar socioeconomic
3

This vignette is partially based in Enesco and Navarro, 2003.
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structure and may be considered western countries, they differ
substantially in the social distribution of wealth4. Consequently, it
made sense to compare Mexican and Spanish children’s
understanding of economic mobility. The interest of the study was
that most research on these concepts was done in Europe or other
continents with an Anglo-Saxon tradition (USA, Australia, etc). There
were few studies carried out in Latin America and none of them with
the same research programme, and the same methodology and
objectives, when comparing the data.
Responses to the question how do people get rich revealed several
categories with factors related to socio-economic mobility (work,
inheritance, chance, savings, illegal activities, etc.), and few age
differences. At all ages, work is the factor most frequently mentioned
by children. There were two main differences between Mexican and
Spanish participants: illegal means and random factors, to which
Spanish children seem to attach more importance than Mexican
children. It actually is quite a paradox that Spanish children give
more relevance to illegal activities than Mexican ones. Bearing in
mind that corruption is an endemic problem in Mexico, it was only
to be expected that Mexican children would refer to illegal activities
more often than Spanish ones when explaining ways to become rich.
Nevertheless, we should consider that corruption is an integral part
of the Mexican modus vivendi, while in Spain is a more recent event
as far as its coverage by mass media5 is concerned. This may explain
why Spanish children have a greater sensibility to the problem of
corruption. Other studies carried out in several countries have
reported similar findings: from the age of 10, children become more
susceptible to factors that have an impact on their own social
environment, incorporating them into their explanations (Berti, &
Bombi, 1988; Tan, & Stacey, 1981).
With regard to games of chance (e.g. a lottery) and taking into
account the deeply rooted traditions of such games in Spain, it is not
surprising that Spanish children refer to them more often than
Mexican respondents. Not only are there several kinds of daily
lotteries in Spain but Spanish media also provide extensive coverage
of their results and winners, especially when they are people from
lower socio-economic groups and the prize impacts significantly on
their economic status. However, it should be stressed that children’s
conceptions of chance are very similar in both countries: younger
children view the lottery and other games of chance as means of
4
When this study was carried out, the index for extreme poverty was approximately
20% in Mexico (out of a total of 97 million people) while in Spain it was less than 4%
(out of a total of around 39 million people).
5
From the late eighties, Spanish political scandals were covered at great length by the
media. This study was carried out in 1991-92 when some government members and
high-ranking civil servants were accused of being directly or indirectly involved in illegal
activities. This denunciation was something new in Spanish politics as it has not been a
matter of public knowledge since freedom of the press.
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becoming rich which are as likely as ‘finding a job’, saving or asking
for money from a bank. In contrast, older children realize that
‘winning the lottery’ is not the usual means whereby one can
become rich.
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