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Abstract

European integration is a curious concept. Thestaik disparity between some areas of
policy that seemingly glide through the integratpocess, while others lag behind and
despite decades of attempts, never reach the stadufsilly-fledged area of European
Union competence. Once such area is education.

Through integration theories, political scientisése sought to explain how policies
develop and are implemented at European level.ifitesdisciplinary study borrows the
opposing theories of neofunctionalism and intergoventalism with the aim of
identifying the influence of the supranational diné strength of the state in the evolution
of a European Union education policy. It seeksitp@int how education can be placed
within the construction of Europe and the procdssady European integration to
determine the feasibility of these integration tie®in explaining the journey of education

policy in the European context.

Historical methodology is adopted, based on ar¢mesearch at the Historical Archives of
the European Union, using documentary analysisattetthe history of activities and
initiatives relating to education between 1945-1976llective biography methodology is
adopted to give space to the role of states inrdyithe scope, direction and extent of
integration based on domestic interests, whilesa saudy implements methodological

triangulation to stress-test the case of education.

The study proposes that education is a complextbaseloes not slot neatly into a theory
of integration. Education is multifaceted, a cudur while at the same time — economic
component: it is woven into the fabric of natioatss, it contributes to increasing global
competitiveness, it diversifies across borders,iemdevelopment is attached to
temporality and context. Despite suggestions tiastate is diminishing in power,
education serves as an example to demonstratththatate is very much alive and at the

centre of certain areas of policy development abgean level.
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Chapter One | Introduction

Background

In the current quest for a brighter economic fuiar&urope, the European Union’s
present education and training activities are frimgthe Education and Training 2020
Strategy (ET2020), which comprises core objectofetie European Union's current ten-
year growth strategy, the Europe 2020 Strategycétitn is framed centrally to a series of
interrelating targets, being seen as a means istiagsncreased employability through the
development of skills for the labour market, thegghtening the employment rate, which
will in turn facilitate a reduction in poverty aadgrowth in economy. The Directorate-
General for Education and Culture at the Europeami@ission develops evidence-based
policy and supports a series of initiatives promgtducation and training in Europe, the
largest of which can be identified as the Erasmus programme.

However, such Community interest in education poliecluding higher education policy,
has not always been so apparent and the domina#@ngis that, before the 1970s,
education remained a competence governed solelgtiainal level, with no involvement
from the European Community. It can be noticed lingiher education has been creeping
to the forefront of the current European Union algerbut education has never managed to
be established as a fully-fledged area of Européiaon competence. Even with the
utmost importance placed upon it in view of econoabjectives, the responsibility of the
European Commission in the field of education remanat of supporting the member
states in the development of coherent educatiagipsland supporting policy dialogue
among member states. The European Commission e&eahd benchmark, and
introduce initiatives to promote education andnirag across the member states, but it
does not hold the authority to impose legally-bingdresolutions or a harmonised

education and higher education policy.

This comes as a surprising discovery because Eanelgeel discussions in matters
relating to education and culture can be trace# bathe origins of European integration
and the construction of Europe. The first actigit®¢ European level in the field of
education and higher education originate from ®#é81European Congress in The Hague,
which brought together delegates from Europe, Camad the United States to discuss

ideas about the development of European politicaperation. The Congress set up a
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series of specialist committees, one of which vkasQultural Committee, granted the

same importance as the Political and Economic Cadtees.

In 1949, the Culture Committee organised a Eurodtural Conference and this led to
the creation in 1950 of the European Cultural Gentthich developed a series of networks
and activities in the field of education — and @alege of Europe in Bruges — which is a

post-graduate training institute with a view to &ugan integration.

The intergovernmental organisation the Western ggan Union, set up in 1954 through
the Treaty of Brussels (1948), demonstrated a carfoe culture and education despite its
diplomatic and military missions. During the actaeatablishment of the European
Community, education was left unaddressed to focusn economic mission, so the
Council of Europe remained the key player in Euespeooperation in education for over
20 years. In the early 1960s, it initiated cooperain areas such as adult education,
lifelong education, higher education and languagech were eventually assumed by the
European Community. However, the limitations of ithtergovernmental organisation,
especially from the point of view of political afidancial resources, became apparent as
challenges for education began to grow. In the18t&0s, campaigns began for a
commitment from the European Community in the afeeducation and cooperation
between the Council of Europe and the European Qamtynsupposedly began. However,
the European Community continued to focus on itmemic mission. Therefore, the
Council of Europe remained the venue for Europeaperation in education until the
1970s.

During early discussions on European integratidmghly significant project in the
field of higher education ran parallel, which whattof the European University. Touched
upon at The Hague Congress in 1948, the Europeasetdity project emerged as an
initiative to organise a university community alsite the Economic Community, and was
presented more concretely in 1949 in London atribeting of the cultural section of the
European Movement. The aim was to teach universaipiines in a European context at a
fully-functioning university campus, but the intilee became the specialist centre for
European education, the College of Europe. Neviedbethe European University project
did not stall at this point. Despite opposing opitd among the member states as well as
changing advocates according to new delegationsoging different ideas and models

9



over the course of twenty years, the European Usityelnstitute in Florence was

eventually created in 1972 and opened in 1976.

Although much of the literature suggests that coapen in education and higher
education did not take place until the 1970s, it @leady be seen that a considerable
degree of cooperation had already been taking ftace significant period since early
European integration. Furthermore, discussiondersétting up of a European University
had originally taken place at the European andasgtional level.

Research questions

The title of this thesis indicates the tensionglay between the nation-state and the
European Community on the issue of education poliapay seem rigid to pitch one
against the other, but the overall aim of this ihesto determine the dominance of
national or supranational influence in developidgation policy at the European level. It
will not be ruled out that there may be areas icivithe influence of the two overlap.

The broader research question interrogates therfatttat encouraged or discouraged the
development of European Union education policyitrgithe development from the
original considerations for activities in the fiefleducation during early European
integration unto the establishment of a recogneed of involvement at European level.
To define this period, the timeframe of 1945-19@6 heen established.

More specifically, the thesis uses education &stdase to consider whether the
development of education policy follows the patteiher the European integration
theories of neofunctionalism and intergovernmesia)iwhich seek to explain the nature
of policy development in European integration. ®a dne hand, the thesis tests the scope
for competence expansion as a result of spillozeoming to neofunctionalist theory and
the power of supranationality when developing etdangolicy. On the other, it tests the
role and power of states in driving or stallingippldevelopment. In this latter case, while
placing states at the centre of the argument hibgid questions the potentiality for national
interests to impact discussions and decisions etdean level, and therefore states’ ability
to control the extent, scope and pace of policyetigment in the field of education.

10



Structure of the thesis

The thesis is structured into eleven chapters, lwimclude this introduction and a
conclusion. The second chapter outlines the egjgtiudies in the field of Community
education (including higher education) policy, whare presented in three broad themes
that are relevant to the study: the relationshigvben education and the nation-state; the
relationship between education and the Europeann@omty; and the relationship
between the European Community and the nation-stdke context of educatiomhe
chapter highlights competing works and identifies gap in the literature that this study

seeks to occupy.

The third chapter outlines the theoretical framdwassumed for this study, which is
placed within the debate between neofunctionalisthiatergovernmentalism. The chapter
is divided into two sections to dedicate separtienton to explaining each of the two
theories, aiming to provide the reader with a scammdl comprehensive understanding of
the theoretical framework adopted, especially thvalse are not specialists of political

science.

The fourth chapter is dedicated to the study’s wetlogy. It begins with a description of
the methodological design, followed by a descriptsd the methodology that inspired the
version adapted for this study, namely collectiiagbaphy. The chapter outlines the
methods adopted for documentary analysis withirfrdmaework of historical research,
and highlights the limitations that the methodolpgges on responding to the research
guestions. Finally, it addresses several ethicastjons.

The fifth chapter is a contextual chapter, presgntine profiles of the six founding

member states of the European Community. The chajptes to contextualise the
discussions on education at Community level by ioliag an overview of each country’s
political and social history, and to illuminateeeant aspects of their education systems.
This information is presented in profiles for GenyaFrance, Italy and the Benelux
(Belgium, the Netherlands and Luxembourg) in otdeeflect the methodology adapted
from collective biography. The chapter is key teessing the presence of domestic interest

11



brought to the table at Community level and exterwhich they may influence decision-

making, and the pace and direction of policy dewedent.

The four chapters that follow present the dateectdld from the archival research. The
division of the data into four chapters represémtse notable periods in the emergence
and development of a Community level educationgyolplus one case-study chapter. This
chronological ordering of the data was a conscargssion to highlight the importance of
temporality when assessing policy development, whesponds the study’s broader
research aim of providing an account of the exmamsf Community competence into

education and education policy’s development.

The sixth chapter accounts the discussions, iméatand activities relevant to education
that took place between 1945 and 1956. This timadraorresponds to the beginning of
post-war discussions on the ‘European idea’ andspia unite the countries of Western
Europe. The seventh chapter is dedicated to thedoEom 1957 to 1970, which is from
the date the European Community was founded umti¢iete initiatives in education
began to emerge. The chapter begins in the coatéle signing of the Treaties of Rome
creating the European Economic Community Bocbpean Atomic Energy Community
(Euratom), outlining how education began to finplace at the European level despite no
formal competence being assigned to the Europeam@mity in matters relating to

education.

The eighth chapter addresses the period from 197976, at the end of which education
became a formal area of competence within the BaoECommunity. The implications of
free movement on education are detailed along segblutions in 1974 and 1976, which

cemented in the beginning of a role for the Europ@ammunity in education.

The ninth chapter is dedicated to the European é¥sity project, which resulted in the
creation of the College of Europe in 1950 and thepgean University Institute in 1972.
The aim of the chapter is to present the caseeduafithese two institutions because they
act as concrete initiatives that took place dutitegconstruction of Europe and during the
pre-history of education policy at Community lev&{. adopting such methodological
triangulation, structural examples are providethefdynamics occurring when member
states collaborate in a matter relating to edunatcsupranational level, highlighting the
12



complexities, implications and obstacles to sudtaboration. In order to use the case
study for stress-testing national influence in Bugopean education context, a section of
the case-study chapter hones in on the positi@aci member state vis-a-vis the
European University project and their impact ongrxbdevelopment.

The tenth chapter draws together the theoretiaahdéwork, the nation-state profiles of the
contextual chapter and the content of the dataterajp make suggestions on the way in
which education has developed, by using educatiaest the opposing theories of
neofunctionalism and intergovernmentalism. In otdedto so, analysis is presented on the
role of the nation-state in the development ofvéttis in the field of education, and the
tensions at play between the national and supraradtievel when it comes to exerting
power in the field.

A conclusion makes final statements in responskdstudy’s research questions and

connects it to the contemporary political arenstlyadentifying how the outcomes of the
study could illuminate contemporary policymaking.

13



Chapter Two | Education and European Integration

Introduction

The aim of this chapter is to provide an overvidh@w the themes of this study
have been addressed by other scholars within ¢t df European education and higher
education policy. It seeks to contextualise the\stuithin the discourse on the way in
which Community-level education policy has devebthde doing so, it will identify gaps
in the current literature and how the study cdrstich gaps, while also presenting a fresh

perspective on the development of education paficiie European context.

This study rests on three key thematic pillars: ¢&dion; the nation-state; and Europe.
Education is principally the facilitation formal dmon-formal learning in schools,
universities and other academic institutions. Etlanaalso includes the notion of lifelong
education, which has been chosen as the prefeaneinblogy for such category as
opposed to ‘lifelong learning’. The former indicat@anned, intentional learning, whereas
‘lifelong learning’ encompasses forms of informahining at home, from mass-media and

one’s surroundings.

Education goes beyond the transfer of knowleddbeadransfer of moral principles, skills,
values, beliefs and habits to a nation. Along thisad, it has even been described in the
past as “rescuing the great body of mankind froensiiough of ignorance” to form “better”
individuals (St. John, 1858). In the present dayyéver, education holds an eclectic role
in society as a core element of the nation-sta@&reignty and autonomy, fostering
national unity, enforcing discipline in the condottitizens, supporting the construction
of cultural homogeneity, and identification witrethational community, improving the
smooth exchange of goods, people and serviceseoexitanding market, and integrating
migrants and minorities into society. It is seenheskey resource in successfully
competing for wealth and power as well as beingléumental for national achievements in
science and technology (Weymann, 2010).

The second thematic pillar is the nation-state. ifdt@n-state should not be confused with
the state, and in turn, the state should not b&used with the government (Dale, 1989;
Chernilo, 2008). Although the government is consddo be the central point of the state,
it does not represent the entire state, and the dtees not depend on the government for
14



its existence. Dale suggests that governmentsgeptr¢he “short term interests of the
temporarily dominant coalition of forces within acgl formation” and that “these
coalitions are represented in politicised part@esl partly policy reflects [...] the shifts of
interest and influence between the groups makintpegoalition” (Dale, 1989Vithin

the concept of the state, the ‘nation-state’ ie &sind, which differs yet again from the
state to entail the community living within thetstalhe community identifies itself as a
social community with a common language and culfWard & Eden, 2009). Where this
thesis refers to the ‘state’, it intends the gowregrentity, which implies the exertion of
influence within state institutions in policymakiagd the governing of the country. The
thesis also then refers to the ‘nation-state’ wih@mends to recognise the wider
community, which brings social, cultural and higtal components to the actions and
behaviour of the state in European-level policymgki

In this study, Europe refers to the European Comiyumot only the entity created in
1957 and now known as the European Union (EU)alsat the entities that influenced and
led to its creation in post-war western Europe.c8pally, this study focuses on the
founding member states: Italy, Germany, Franceglxourg, the Netherlands and

Belgium.

The review in this chapter is thus structured thse three broad themes, and specifically:
the relationship between education and the natiate:sthe relationship between education
and the European Community; and the relationshiywdsn the European Community and

the nation-state in the context of education.

Education and the nation-state

The emergence of a state system

The state is the immediate provider of educatidmciwvhas its historical roots in
domestic systems. Originally, however, state edoigcaystems — including university
education — fell under the responsibility and goagice of the church and religious
societies. Before the creation of the nation-sthi university was the cornerstone of
society, but the academic community was not deflmedeographic location as it is

known today, but by religious unity. The first uarsity can be traced back to the
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University of Bologna (founded in 11%0which was far more advanced in terms of
internationalisation in the current sense of tmmtthan one would imagine. At the
University of Bologna, towards the end of the twelfentury, foreign students grouped
together to form a kind of ‘nation’ (Ridder-Symoet892). Students travelled between the
institutions across Europe, and although they wereing geographically from one
country to another, students remained within thdines of the religious community,
under the common language of Latin and a commoafsetamination procedures.
Further facilitating mobility, university accreditan was granted by the Pope and
sometimes the Emperor, who conferred a qualificatibowing scholars to teach in any
institution, whether in Italy, Scotland or any atlséate, without any further examination
(Neave, 2001).

The significant transformation of education intonfial state systems, of a secular and
national orientation, was the work of the statartya transitional period of declining
feudalism towards emerging Capitalist states (Gr2eéh3). In the university sector, the
consequence of increased cooperation between siigsrand the state led to the erosion
of the founding super-ordinate authority of the @apd the Emperor, causing a type of
‘de-europeanisation’. The sub-ordinate authoritg weadually repatriated to the central
national administration in a process that went belythe reform of the university. The
university began to be considered as a servideetgdvernment in a bigger project to
create order, social stability and competition. diens arose as the nationalisation of
higher education brought about the absorption wéise¢ sub-national cultures and
languages into the national arena, imposing a camidentity with a common language
across the geographical confines of the state.nguhe creation of a nation-state and the
nationalisation of higher education, states expegd a two-way dynamic in which the
nation drew the control from above and below, fitooth the sub-ordinate authority of the

church and the sub-units at regional level (Ne2001).

Education in the context of state formation and nabn-building

According to Ward and Eden (2009), education istips] the means by which “a nation
defines itself and sustains its cultural existetr@smitting beliefs, ideas and knowledge

Other sources suggest the creation was in 1088eT&®@o evidence of the actual date, but it hanbe
suggested that the poet Giosué Carducci deliveredres in Law between 1055 and 1125, indicatieg th
beginning of university activities during this padi(Ridder-Symoens, 1992).
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from generation to generation”. Green highlights ititertwine between public education
systems and state formation, arguing that the dpwednt of the former can only be
understood in relation to the latter. State fororais the historical process leading to the
construction of a modern state, which does not ordan administrative and political
construction by means of a government and its agenlout also the construction of
ideologies and collective beliefs in the creatibmationhood. Consequently, states defend
education to protect national identity, culture &editage. The design of an education
system influences citizens’ perception of the pasttributes to changes in the division of

labour and has an impact on the future elitessuicety (Walkenhorst, 2005).

Green adopts Gramsci’s theory of hegemony to stpyp®argument. Gramsci places the
‘educational’ and moral role of the state at thetiee providing the basis for an
understanding of the historical genesis of stateation. For Gramsci, education is a
weapon in the struggle for hegemony and the schedhl agency in the state-formation
process. He addresses the educative and moradfrifle state in the context of class
fractions and their competing ideologies in thentexiance of class domination, alongside
the historical particularities of nation, regiordacultural formation as the material context

in which social leadership succeeds or fails (Greén3).

In the past, the link between universities andamabuilding was strong due to the symbols
that universities hold in nation-states (Neave,120Bligher education, through a collective
study of history, literature, language, science iasttutions began to foster national
identities. For example, in Austria, uniformity,iversality and utility became the three
guiding principles of educational reform to createniform state of mind of civic virtues
and national spirit. Throughout the nineteenth wsntuniversities were gradually tied to
the nation-state with the role of expressing caltunity at the highest level, and ensuring
the nation’s political unity and stability as atbiscal and geographical entity. Therefore,
the university became a symbol of national iderttigt preserved and promoted national
culture, which placed higher education firmly withhe domain of national responsibility.
A natural progression from university involvememthe nation-state was the state’s
coordination of certification, validation and appionent, the setting of norms and
standards required of students of medicine, lawtaaching, as well as the financing of
higher education though the state budget. With thes national education system was
established. A nation-state is constructed by nmititizens through a common political,
17



cultural and historic heritage, and the univeraitjed as an invaluable instrument in this
construction process by carrying out teaching asearch in the cultural and human
sciences and the reinterpretation and reaffirmaticthe nation’s past and present (Neave,
2001).

Education, and especially higher education bea&sasponsibility of training the teachers
who will maintain national learning in the educat®ystems of the future as well as
providing qualified professionals who will occumbg in other parts of the future society.
Teachers are required to engage with and convthetostudents matters beyond the
classroom to encompass the broader perspectividzafinceducation (Bottery & Wright,
2000). In this sense, they need to convey consceassof the interdependence of nations,
the diversity of societies, the global nature @ torld’s problems, the importance of
cohesion and solidarity, and more inclusive formsational identity (Green, 2013). In
this context, the literature on teacher agencyessiing the role of teachers as agents of
change is relevant for further reading (Barber &ivihed, 2007; Donaldson, 2010;
Priestley et al., 2016). Through curriculum, studeare familiarised with national
symbols, which are presented in textbooks andetiteducation has focused on political
views relating to the founding of the modern s{atard & Eden, 2009; Hutchins, 2016).

The economic dimension to education’s role in theate

In an age of increasing capitalism, Marxist apphesco dealing with education can also
be found in the literature (See Anyon, 2011; Sn24l05; Mallot & eds., 2015), and in
particular Dale (1989) highlights the implicatioh@apitalist states on state education
systems and the role of education as state apgaratonnection between the Capitalist
state and education implicates the up-skillinghef population to develop industry,
specifically the expansion of educational offeribg$nclude varying forms of informal
education and training (see Ball, 2012). Weyma1(2 emphasises this economic
dimension to education’s role in the modern stidgesuggests that if a knowledge-based
economy is to be created, it requires a high lef’/@ublic and private investment in
lifelong education, the mobility of scarce humasawrces and the control of quality
assurance in educational investments. Howevergtien for industry on educational
investment justifies spending on education sincemsiderably promotes the development
of individuals by facilitating literacy, participan in secondary education, which leads to
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increased participation in higher education. In@sperous global economic world,
industry continues to demand well-educated graduatbigher education to stimulate
creativity, innovation, flexibility, professionatis, multilingualism and context sensitivity.
In the same way individuals seek social positionsaciety, they are increasingly seeking
educational credentials. This is linked to the fthat a growing number of higher
education graduates are from a middle-class baakgraclimbing the social ladder from
the lower and lower-middle classes, and these gtadware replacing leadership positions
in industry that would have previously been filladough hereditary succession. This
replacement signifies a role for education in tagskilled business and industrial jobs

into professions of meritocratic credential society

When European states took control of their edunaystems, they began to consider how
they could utilise education, particularly univéies, in a way that could be deemed useful
for the state. In France, the ‘Ecole des Pontshau€sées’ (School for Motorway
Engineers) was created in 1773, which made Frdrecérst country to establish a
specialist training centre that was independemhfeouniversity for the purpose of serving
the state. The School provided a way to overcoraaéed for governments to use higher
education to respond to the issues of society withaving to call on the cooperation of
the university institutions already in place. Famaent on to invest in ‘useful knowledge’,
introducing it into the curriculum and linking @ state service as a means of survival for
the nation, which was demonstrated by the creatighe ‘Ecole Polytechnique’ and the

‘Ecole Normale Supérieure’ (Neave, 2001).

In modern states, universities are able to offemades in technology and scientific
knowledge, which are linked to the political orgaation and economic modernisation of
nation-states. Higher education provides two egdemtsources for economic and social
development, which are knowledge and status. Stdtielseep a tight hold on control over
higher education because renewed knowledge andedlimanpower are crucial for the
effectiveness of modern economies (Salter & Tapl#94). However, the relationship
between universities and state in this contexbmplex. There is an interaction of three
dynamics: the economy, the dominant state bureaycaad political institutions and
interests (Salter & Tapper, 1994). There is a mMudapendence between educational
institutions and the nation-state; political ingiibns sustain schools and universities, while
in turn schools and universities sustain otheromati institutions (Gornitzka, 2009). The
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modern economy needs the education system toanaimesearch effective educational
products for optimum economic advance, but intengbetween education’s potential
effect on the economic dynamic upsets the dynafpolitical institutions and interests
(Salter & Tapper, 1994).

Where in the past states strove for administratoteesion and political stability, they have
turned their attention to economic viability andheological innovation. This change has
been compared to the previous change experienchijbgr education from the religious
to the secular during the rise of the nation-stdtgher education is no longer considered
to be a privilege offered by the state to its ntakdnted citizens, but a service and
commodity in a service economy. There has beeiftarsthe relationship between ‘the
university’, ‘the state’ and ‘the market’, with instry at the centre (Weymann, 2010). In
the tangle of economic integration, universitiegehBound themselves with a new role in a
productive process, in which students have becaomsumers’ and universities have
become ‘producers’. Here, the power could have biegeated in one of two ways, either
the renouncement of responsibility to the suprasnat level or the repatriation of
responsibility to the university. The latter ocadrby taking control in higher education
away from a ‘state-control model’ to ‘remote stagtiby the universities, which allowed
them to manage their own resources, establish dhairpriorities and pursue their own
initiatives. Furthermore, control has been reptaddo the regional level as universities

are in better contact with their ‘consumers’ anchleenterprises (Weymann, 2010).

Education and the European Community

Now in the twenty-first century, a new player irdhcing the field of higher
education has emerged: the European Union, withwtslegal, administrative and
revenue-raising powers the exceed those of thematate. Despite the return of control to
the universities, the impact of the European Umnrhigher education should not be
underestimated since its influence and activiglisady demonstrable through the series
of initiatives promoting mobility, harmonised acditation and the recognition of
gualifications. In September 2011, the European @msion produced COM (2011) 567
on the modernisation of higher education systerhs;giwharks back to the role of
universities in providing ‘useful knowledge’ to s&#a, and to Europe as a whole. Previous
ideas that knowledge was universal had been skdttenen education was transferred
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from church to state control and, in the emergeri@proto-professional civil service,
knowledge became territory-valued in the sensekihaiviedge to rule a specific territory
had to come from within that same territory (Ne&@01). As the global market emerges,
the commission’s communication suggests theresis @alre-emergence of the definition

‘universal knowledge'.

As a fundamental part of welfare systems, a typicgadtional domain, it comes as rather a
surprise that education is now considered to batsemof international governance and
that national governments have turned to internatiorganisations, namely the EU.
Although member states maintain ultimate contr@rdteir education policies, the
influence of such organisations has grown despiteédd —non-existent even — legally-
binding competence in the field of education.

The Europeanisation of education, addressing aalysing the key EU initiatives
implemented during the 1980s, such as ERASMUS (E&aon Community Action Scheme
for the Mobility of University Students), COMETT ¢@munity Programme for Education
and Training in Technology), LINGUA (or training @skills in foreign languages), and
TEMPUS (Trans-Mobility Programme for University 8ants), has been documented
fairly substantially (Jacobone, 2015; Cairns, 28igalas, 2010; Wielemans, 1991,
Absalom, 1993). The increasing role of higher etlananstitutions as actors received
attention from the mid-1980s, including their role the international arena, and the
internationalisation of education became a key thdoring the 1990s (Teichler, 2005).
Although not within the framework of the Europeaon@nunity but still at European

level, the Bologna Process and the creation ofrafggan Higher Education Area are also
well-analysed subjects of study (Lazetic, 2010;@tty 2006; Huissman & Van der
Wende, 2004; Piro, 2016). With the growing effeaftglobalisation, education has not
escaped analysis from the perspective of how Earmpmion policies have had an impact
(see Field, 1997; Ball, 2012) and the use of therOdethod of Communication in recent
policy-making in education (Souto-Ortero, Fleckens®& Dacombe, 2008; De Ruiter,
2010). It would be easy to get bogged down in iteedture relating to the issues
surrounding education and the European spheresipdht-1970s, and especially those that
emerged in the 1990s. However, studying the thearmsmg when education became a
recognised area of EU competence is not the aitmi®&tudy, and for this reason, this
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section of this chapter will hone in on themes tratrelevant for the timeframe or focus

established for this study.

The cloudy emergence and identifying a timeline

The Treaty of Rome was signed in 1957 to set ufctirepean Community, which had a
fundamental aim as an economic entity to creatnawon market (article 2) in which its
activities included “the abolition, as between memdtates, of obstacles to freedom of
movement for persons, services and capital” (&8cl). Due to the economic nature of its
mission, education was not immediately apparettienconstruction of a European
Community and specific reference to it was therefartirely missing from the Treaty of
Rome. Educational matters did not fall within tesponsibilities of the Community
(Shaw, 1992). It can be said that, together withebonomic mission, the significance of
the construction of Europe and European integratia@stablishing peace within the
continent overshadowed the development of a comedapation policy for Europe. The
received view therefore dictates that before th80$3he Community was involved in
neither university affairs nor education in moragml terms (Corbett, 2005; Field, 1998;
Frazier, 1995; Shaw, 1992; Neave, 1984ith a lack of provision specifically for
education in the Treaty of Rome, the general assompccepted is that the first activity
in the field of education, hosted in the framewofkhe European Community, is that of

vocational training and the education of migrantkeos' children.

However, the development of a European Univergityggt — the idea for which was born
with the idea to create a European Community -whroto question this received view
that education was not addressed by the Europeammaity until the 1970s. If we take
into consideration the postwar discussions thék fiace at the European level, the 1970s
constitute a third phase (Corbett, 2005). The vadr&n Interim Committee on the
European University not only advanced the estaivlesit of the European University, but
also made provisions for development in other aoé&sgher education. The Report of the
Interim Committee on the European University (Apt®60), which Palayret (1996)
considers to be the founding charter for any rembgean University policigtated that the
Interim Committee aimed to strengthen the commaitdge of European cultures and
civilisations, and high-level institutions and ueiisities. Its strategy was to bind the
European University, the European institutes fghkr education and research, and the
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university exchanges between existing universi#asthe first instance of Community
incentive funding for higher education, the regwdvided access to Community funding

to the national research institutes if they applada 'European’ label on the basis of their
scientific standing and a third of their acadenodycoming from other countries.
Furthermore, the report proposed structured cotiparauggesting also university
twinning, and exchanges between existing univessitd include common languages and
publications. It also recommended a series of adinative measures including a student
passport and a database to facilitate mobilitpugigested an equivalence of degrees in line

with a minimum harmonisation of curricula (Corb&®05).

In order to clarify the development of activitiést have taken place within the realm of
education and higher education at European lewdiktanction can be made between
intergovernmental cooperation taking place betwheministers of education within the
framework of the Council of Europe, and action witthe framework of the European
Community as a formal competence. It is true toteaya formal Community competence
in the field of education was not present befoeef70s, but activities within the
framework of the Council of Europe suggest thatcation policy at European level had
been considered. The provision for vocational trgjrand the mutual recognition of
qualifications is important in suggesting a staytopoint to a formal Community
competence in education and higher education, wdnithors such as Field (1998) use as
the starting blocks of their accounts of EU eduratit is of significance that, already
stated in the founding Treaty of 1957, there waawareness within the Community of
issues that were closely related to education, haneeational training. It was also held
that university education fulfils the requiremeats/ocational training, except for studies
that improve general knowledge rather than prefmaran occupation (Khan, 1994).
Therefore, since education is linked so tightlydéaational training, the events that
influenced the evolution of community policy on ational training should be accounted
for in the context of education policy. Taking irdonsideration matters relating to
vocational training, the history of policy develognt in education enriches, and any
assumption that Europe is not progressing as quakit should, it can be seen that

achievements in the development of EU educatiorcyspan over 30 years (Pépin, 2005).

It has been possible to identify stages in thecgalevelopment in education over these 30
years. Pépin focuses on Community cooperation taidn over the years when the
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European Economic Community became the Europeam@mity and part of the EU
upon the signing of the Maastricht Treaty in 198ising five key phases of the history
of EU education policy. These phases take intowauciine progress made by the
cooperation itself and the general context of Eeappintegration and its events that

greatly influenced the evolution of cooperatioritirs area.

The period 1948-1968 constitutes a ‘pre-historgatiding cooperation in education and
training during the postwar period and why the Camity finally intervened and the
factors leading to this. 1969-1984 are describeti@$ounding years, which included the
first meeting of Education Ministers at Commungyel in 1971, the first resolution laying
down the principles of cooperation in 1974, tharfal adoption of the first Community
action programme in education in 1976 and the leayy of its implementation up to 1984.
The period 1985-1992 saw the development of magmgnammes and the path towards
enshrining education in the treaty, including aeseof key events for the sector such as the
Single European Act and the creation of the ‘pesfeirope’ in 1985, and the Court of
Justice’s decision to include higher educatiorhm Treaty’'s sphere of application, which
facilitated Community programmes with greater scibya@ before. From 1985, the
Community produced draft decisions to the Courmiltiie programmes COMETT and
Erasmus, followed by PETRA, FORCE and LINGUA. I©29education and higher
education were included in the Maastricht Treagtwen 1993-1999, with paths towards
a knowledge-based society and an even closer éhkden education and training, the
notion of the knowledge-based society and lifeledgcation emerged, which
consequently featured in the Lisbon European Cooh@000. The Commission made
known its focus on economic development and se@olésion through a knowledge-based
society and economy. Of course, the creation airaean area of higher education was
pushed to the fore with the Bologna Process. RBinb#tween 2000-2005, education and
training was at the heart of the EU’s economic smalal strategy for 2010, which

increased its visibility, continuity and createdweorking methods.

Distinct stages in the early development of Comityueducation policy have also been
identified by Field (1998): 1957-1973, when edumatand training were of relatively
minor interest; 1974-1985, when the Union demotetraome interest in education, but it

was predominantly concerned with vocational tragnit986-1992, when education as
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training became significant policy areas, whicHuded action programmes contributing

to the steady achievement of the single market.

Within a focus on the policy regimes of the suptemel, the intergovernmental and the
transgovernmental (a combination of the two), Wialiagst (2008) breaks down the policy
development into three key stages: 1958-1993, wéagihthe policy’s initiation through to
the inclusion of articles 126 and 127 in the MaeltrTreaty, ending the ‘policy
competence creep’ (Pollack, 1994) that had ungihtlominated the discussions on
education; 1993-1999, described as an interim gataninated by other EU issues, when
no radical change took place; and post 1999, wéaeha new approach to policy-making
and in particular the adoption of a new co-operasimategy, with extra-EU co-operation
in the Bologna Process and the adoption of the ®fethod of Co-ordination (OMC).

Education in the supranational context

Studies on European educational policy tend to #akmstitution-centred stance on
describing and analysing activities in educatiok@topean level. For example, Murphy
(2003) argues that “the transformation of educa#ind training policy is mainly due to the
work of two European institutions — the Europeam@ussion and the ECJ”. For Murphy,
the European Court of Justice caseSndvier, CasagrandendBlaizof played a pivitol
role in the development of education policy at Bi@@n Community level. However, there
are some scholars who focus on the intergovernrheatare of governance and

cooperation.

Focusing specifically on the role of the Europaastitutions, Neave (1984) provides the
first account of the development of a Community petence in educatiohThe study
addresses the development of actions strictly fiteerpoint of view of the Community
rather than at the level of the member statesngayarticular attention to the areas closely

relating to education, such as vocational trairang the education of migrants' children,

2 Case 9/74Donato Casagrande v. Landeshaupstadt MungcfiE9v4] ECR 773; Case 293/83ravier v.
City of Liege [1985] ECR 593Blaizot, [1988] ECR 379.

Lord Lord Briggs of Lewes states in his foreworasa\e's study constitutes: “The first printed recafrthe
educational interests and activities of the Europ@ammunity [...]. It is more than a work of refece,
however, for it explains as far as possible whyab as how the Community has become involved in
education”
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which acted as a kind of launch-pad for furthetimg Community's competence into the

field of education.

Similarly, Field (1998) focuses specifically on tlode of the Commission, providing a
detailed description of the elements constitutigdevelopment of a Community
competence from 1970 onwards, starting with thedaeport, vocational training and the
1974 Resolution. In addition to Neave’s study, drislable to shed light on the decade
after 1984. Field's overall aim is to provide dical examination of the formation of EU
policies, and an assessment of their impact argkteem in the wider analytical context
of globalisation, which has been a dramatic exmmsi international competition leading
to a shift in economic decision-making. He sugg#ss no education system has ever
been complete isolated from external influencesadt, this is resonant with the way that
universities of the medieval age have been destfioen the point of view of their
mobility and creation of communities through redig unity. In addition, this mobility
facilitated medieval higher education’s own versidm@ brain drain, which was feared by
monarchs, as highly educated members of societgrtbgpbfrom their country of origin. In
the fifteenth century, in an attempt to countesarth brain drain, the French public
administration imposed an obligation on its futaficials to study at a local university,
which gradually caught on across Europe and evéyieme to shape the role and
function of the nation-state. As the number of emsities grew throughout the fourteenth
and fifteenth century, cross-territorial mobilitgwertheless diminished and became
confined to high society as students became meotméd to move within boundaries of

the same territory (Neave, 1984).

For Field, globalisation challenges the very existeof national education systems,
arguing that education and training is part andglasf the nation-state, but now the
nation-state is no longer able to contain an irgirggy international economy from a
political, economic and intellectual point of vielm.a globalised world, nation-states are
required to be more competitive on the global miafitkegoods, services and finances, and
the way to maintain a competitive edge is to foatknowledge-economy, which was first
explored by Jacques Delors in the European Comonissil993' This notion has brought

education and training to play a central role witBuropean Union policymaking.

*European Commission White Paper on Growth, Conipetiess and Employment (COM (93)700,
05/12/1993)
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Lawn and Grek (2012) recognise the complexitiesdafcation as a policy area at
European level. Over time, the field of educatiotiqy has shifted from a small vocational
training area to an integrated policy of benchmagkit has been redefined as lifelong
education and in this context, it seeps into défifierareas of public policy, but
understanding education across political bordeds &ol the already complex area of
education that entails the tight connection torthton-state, to include histories and
languages. However, Lawn and Grek suggest thatsstaid economies change in speed
and scale, which impacts on education systemstaidrelationships with the state to the
point when education can no longer be containelimvits natural borders. They highlight
that nation-states are losing power in the newavortler, which diminishes the
importance of their education systems in the naticontext. Education is taking different
forms, and the internationalisation of educatiobesg used to explain the shifts taking
place in national education arenas. Consequentgnaspace of work, thinking and policy
has been created and a new shared policy spa@mteaged. A European Education Area
is emerging and its governance is increasingly peced by networks and communities that
are external to the national context. Accordingaan and Grek, governance in European-
level education takes place thanks to the creatimhconsolidation of networks in an
attempt to join the public and private sectors @ndvercome older national border
systems. The complexity, diversity and differenc@alicy processes in the context of
lifelong education, bringing about a communicatwel distributive approach to policy,
has also been highlighted by Edwards and Boreh&03(2

Other studies provide valuable accounts of the [dpweents that have taken place towards
the creation of an established education policy ey deal with those that are more
recent. One such study is that of Hackl (2001)cwliocuses specifically on the creation

of a European Higher Education Area.

Education in the intergovernmental context

There has been much attention directed at thegowvernmental initiatives in education,

notably the Bologna Proce3©ne additional scholar to those mentioned eadi&arben

®Initiated in 1999, the Bologna Process is an irteegnmental process which facilitates the mutual
recognition of diplomas in higher education acé8gountries (COM (2017 673, 14.11.2017).
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(2011), who also provides an account of educatmitys development at the European
level, including its pre-history. From a legal stpoint, Garben’s main question surrounds
the reason why countries that had previously beaesistant to collaborating in education
were embracing the opportunity to collaborate mBwologna Process. Highlighting the
failed attempts to create common educational urtgtits through the Community method,
such as the European schools and the Europeanrsityy&arben argues that the Bologna
Process has been as much a ‘de-nationalisatidngber education as a ‘re-
nationalisation’ by taking matters of EU higher edtion policy away from the European
organisations. The complete exclusion of the Eutaof@ommunity in the Bologna Process
indicates a preference for member states to usi-8aor’ policy making to carry out
activities in education at the European level, whbey can exert the most influence in the
‘Europeanisation’ process.

Walkenhorst (2008) has contributed to the discussiothe educational dimension of EU
competence by providing an account of the evolutiba recognised EU education policy
from a policy-change analysis perspective. By asiatythe context and process of a
developing EU education policy, he identifies timareased salience has caused a shift in
policy aims towards the existence of a recognised af EU education policy. With a

main temporal focus in the 1990s, Walkenhorst cdaiinat much of EU education policy’s
history dictates a classical intergovernmentalgyalegime, but the 1990s saw two turns in
policy direction. The first is a functional-econanurn when the European Commission
identified the need for education to play a cenioéd in Europe’s global competitiveness,
making education an important economic commodihe $econd, in the late 1990s, was a
functional-transgovernmental turn, which actedasdance to uploading competence in
education to the supranational level and thus avgitbp-down binding EU legislations,
while keeping it in the European arena. Here, tengive regime can be seen, which
adopts intergovernmental decision-making, while aédying on a certain degree of
supranational entrepreneurship and institutiondlgggdance. However, it is a regime that
entails extensive legal uncertainty and facilitabesk-door integration’, which is
essentially ‘Europeanisation without European poiiaking’. Nevertheless, Walkenhorst
claims that education policy is unlikely to evoiméo a supranational regime as this would
entail the development of homogenous educatioresystbut rather the emergence of a
new transgovernmental European policy, dealinggradantly with higher education.
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Policy entrepreneurship: Individuals at the centre

The development of education policy at Europeaellbas also been dealt with from a
policy-entrepreneur approach, which, rather thaciph the European institutions or states
at the centre, places individuals at the centrdingaon the model developed by John
Kingdor® as inspiration, Corbett (2005) hones in on thedsslealt with by decision-
makers and the policy modification events that iheitee the solutions chosen by decision-
makers, identifying the individuals promoting tldea as ‘policy entrepreneurs’.
Challenging the notion of the ‘competence creeplléek, 1994) in European Community
policy-making, Corbett uses policy entrepreneurshipxplain the actions of individuals in
the policy-making institutions involved in the déygment of a Community-level

education policy, and specifically higher educati8he questions how certain individuals
emerge in the policy process as the promotorsezdaffect policy change. Her study
includes around 30 officials from national minis&j ministers of education,
commissioners and desk officers as well as thed&misof the EEC Commission, Walter
Hallstein, and President of the Euratom Commisditignne Hirsch. She focuses on seven
individuals at European level: Walter Hallsteinhis role of head of the ministry of

foreign affairs in the German Federal Republic383; Etienne Hirsch; Olivier Guichard,
French Education Minister from 1969-71; Altiero Sglii, Commissioner for industry and
technology from 19970-72; Hywel Ceri Jones, the @ussion’s most active policy

official on education from 1973; Peter Sutherla@dmmissioner for education, training
and youth in 1985; and Michel Richonnier, cabirfét@al to Peter Sutherland.

Challenging the assumption in the literature thaicy entrepreneurs are institutions,
Corbett considers how and why these individualschbbw and why they did, setting out
to answer the question by focusing on those worlargnd around the Commission and
connecting the ‘career’ of an issue with the ‘cdretan individual. For Corbett,

individual beliefs and identities were likely taagla notable role in providing an
explanation to the efforts made by a policy eneapur to develop policy, which she seeks
to understand through the analysis of the entreprenlife experience, including their

national identity, professional identity and expade of historical events. Corbett suggests

® Corbett suggests that Kingdon challenges the ifleational policy processes, by defining the stagfes
agenda setting, decision making and implementallargdon’s most well-known worlgendas,
alternatives and public policfl984) presents a policy-making model in the agesetting phase whereby
ideas advance due to linkages between the threegses. (Corbett, 2005)
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that, alongside the use of archival material aheiosources, the use of biographical

information can help to understand the past.

The European Community and nation-states in educabdin

The discourse on European education and highemédagolicy places great
emphasis on the role of the European Communitgdividual actors within it, but there is
an important need to consider the role of the nagiate in education at European level.
The aim of this section is not to outline the impaicEuropean Community actions of
national education systems, as this has already d@®e by Corner (2015), and by Brock
and Tulasiewicz (2000). Instead it is to questlmarole of the nation-state in
Europeanising education. The role of the natiotestapolicymaking has been questioned
by the increased involvement of a supranationahef#, especially in the context of
globlisation (Lawn & Grek, 2012). The nation-states traditionally been seen as sensitive
towards the development of activities at Europearllinvolving education, whose policy
field is considered to be nestled within the heéthe nation (Garben, 2011). As Western
States engage in international — namely the OE@Bd-supranational — namely EU —
cooperation and benchmarking, national policy asemeluding education, shift towards a
loss of power on the nation’s part. In this sertsggn be argued that nations are facing a
power struggle for the national powers that thesvjmusly acquired over history. The
emerging international and supranational influestcaulates thought on the role of the
nation-state in the development of education poligyestioning whether the state’s power

is at stake.

Scholars of the European Community are struck byafhparent contradiction between
pressures towards increased centralisation undiéicpband monetary union on the one
hand, and on the other, nations using the Commtmitievelop a sense of their own
identity as separate states, with no governmemtatidg it would renounce sovereignty
(Taylor, 1991)Indeed, the distribution of Community and natiopaver and the potential
threat to the latter is a sensitive issue, whicdesathe question of whether the evolution of
the Community implies the replacement of the natitate as an organisational framework
(Milward, 1992). According to Milward, by 1941, ntosation-states were not capable of
defending their national territories and protectingir citizens; their oldest and primary
duties. Therefore, the development of the Eurogg@nmunity and the process of the
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European integration constituted the rescue oh#tmn-state. For this rescue to take
place, the new political consensus required theurcement of limited areas of national

competence to the supranation.

It can be questioned why nation-states would tarimternational organisations such as the
EU if seemingly they had no intention of creatingommmon education policy (Garben,
2011). It can be suggested — from the perspecfiaetor-centred concepts such as the
neo-liberal governmental approach — that, to adoithestic opposition, national
governments wanted to pool their problem-solvirgpteces and reduce transaction costs,
while also gaining leverage on the domestic leVkey feel the intergovernmental arena is
the place to achieve this (Moravcski, 1998; Mart@n&/olf, 2009). Martens and Wolf's
explanation suggests that by importing new modegwérnance, the EU shifted
responsibilities from governmental actors to newwia; which — together with the
economic rationale — weakened the importance offtbmber states and demonstrates the
member states inability to control EU inclusion eTihternational organisations took
advantage of the national governments’ strategjaests for collaboration by engineering
education policy into their own agenda in ways thate unintended by the states.
Consequently, the member states experienced aflassitrol. However, this loss of
control should not be misinterpreted as a permamspecially as there have been recent
efforts, particularly in Germany, to achieve ‘rbck’ (Martens & Wolf, 2009).

In the context of the motives and institutional dymcs that caused a shift in education
policy from the national to the European level, ias and Wolf argue that international
organisations gained influence through actor-cerarealysis — that of the actors initiating
the internationalisation of education policy — conalol with a neo-institutionalist
theoretical analysis, which explains the outconfasternationalisation. The French were
the main advocates of a common initiative sincg tbheked to other states for support in
reforming their higher education system to streaenit and move towards the 3-5-8
model. The French Minister for Education admittedbélieving that domestic reform
could be achieved if it were linked to the Europagena since Europe could be used as a
scapegoat for bad reception to the changes. Germesded to overcome the lack of
willing and the incapability of the individual Laadto agree on significant reforms, which
it felt could be achieved by international presstorvincing them that single courses or
whole degrees could become recognised on the Eamdpeel instead of solely on the
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national level. Both Italy and Germany also sougfdrm since their degree programmes

were longer than in other states.

In fact, we can note that the ministers of educatioginally opted for intergovernmental
rather than supranational control in the BolognacBss and the European Commission
was only involved once the key goals had been ksit@ol. The national governments
wanted to control the European Commission’s inoluisallowing the states to
institutionalise and put pressure on their domeststems. In this regard, the deliberate
accession to the Bologna Process of non-EU cosraireed to protect against too much

leverage from the European Commission (Garben,)2011

Although complex, multi-level governance systems igaw be found in the higher
education sector, education in general has trawdilip been regarded as an area of national
sensitivity, which can provide an explanation te dibstacles encountered in education
policy’s history. The notion of the Europeanisatt@uses concern in member states, who
fear a homogenisation of their education systerhg;iwwould imply a loss of national
identity (Beukel, 2001). When states need to dygidjust the need for cooperation with
other states, it is met with restriction due togmoially jeopardising statehood (Taylor,
1991). National sensitivity has surrounded educatiace the European Coal and Steel
Community (Gornitzka, 2009Ix has been suggested that national sensitivihased on

the recognition of legitimate diversity betweenasawhich can be seen across all levels of
education, especially as education is a servidepthialic authorities are obliged to provide
to their national populations. National sensitiwdgrives from the role of educational
institutions to act as instruments for transfermwogfural-national heritage. For example,
schools create and shape identities through tlohitegof history and language, which
shape how the population interprets the past amdithimsters memories of societies and
national history. Language teaching reinforcesraathtains the dominant language(s) to
contribute to nation-building. There is also divgrdetween states in the content and the
way in which teaching and learning takes placectishapes a nation and sets it apart
from others (Gornitzka, 2009).

An analysis of the relationship between internal@rganisations and nation-states is

lacking in the increasing research on internati@nghnisations' education policy, but it is

suggested that nation-states are able to retaieipeWhile operating in the international
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arena (Kupfer, 2008). Nevertheless, Taylor (199jgests that this is not necessarily the
case and that the two are capable of being muttgilyorcing. Education policy can no
longer be considered an exclusively national afemmpetence, but it should not be
assumed that nation-states will not have a rofgag, since they will be interpreting the
"rules” imposed by the international organisatidf@wer consists in accomplishing rules
in the interest of the Nation-states rather thasatisfy the international organisations
(Kupfer, 2008).

The European Commission’s publication “Accomplighiurope through Education and
Training” (1997), recognises that the nation-steds established through the creation of
education systems. States formed a pedagogietégyrin line with the needs of the state
and education became a powerful instrument forislgape nation and individual
consciousness whereby the system’s structure, ée@tdmtity, national identity and

cultural identity were all intertwined (Lawn, 2003) a certain sense, Europe can be seen
as a nation-state, but without education, therebeano Europe. If the European
Commission were to forge a community with a comnaamtity, a key element had to be
education, together with increased cultural codp@mato affirm to European citizens their
place in a new, shared space, known as Europesiraiegy adopted to promote a shared
European culture and identity, reflected the traddl strategies adopted by the nation-
states from the point of view of editing nationadtbries and inserting them into national
curriculum. However, the European Union does nethmany institutions and
organisations in education, which means that ittmelg on the member states to promote
such an identity. Gradually creating a common Eeaopeducation space is an attempt to
build a European identity in which a form of govanoe emerges, in which lifelong
education, citizenship and the knowledge econorayshaping and shaped together (Lawn,
2003).

Conclusion

Addressing education in the post-1970s Europeategbis not the aim of this
study because it is rather well-trodden acadenoaml. Instead, this study seeks to fill a
gap in the explanation of the origins and develapuineé activities in education at the
European level, which have fostered the post-1&vfiatives and shaped the type of
competence in educational matters exercised bigtine@pean Union today. In this regard,
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there are only a handful of scholars that provieided and comprehensive studies of the
early development of education and higher educataicy at the European level,
especially during the pre-history and early Europiesegration, namely Corbett, Pépin,
Garben and specifically on the European Universibject, Palayret.

Pépin’s account is significant in that it ilumieatthe stages and initiatives in the
development of a European Union Education Poliaytie neutrality of such a
publication has to be considered. Its conclusiavinefocuses on the future without much
basis on what has occurred in the past that céealpet from. From this point of view, it
does not put forth an argument as such or framsttidy within a theory, and therefore
remains for the most part a merely descriptive\stitd contribution is a detailed account
of the proceedings and stages involved in devetppmeducation policy, which in itself is
nevertheless significantly useful in providing salogial background knowledge to a study
that is placed within a theoretical frameworksithowever, difficult to distance oneself
from the self-praise and words of self-convicti@opted by the Commission in this study,
and question whether the European Community iy tedating a ‘people’s Europe’ and
resolving economic and social troubles throughettheption of elaborated education policy
strategies. It cannot be denied, however, thatdhd to an established EU policy as
described by Pépin may have seemed long, but kg sbnvinces us of the fundamental

developments it has experienced.

By deliberately not dedicating attention to theengbvernmental aspect of development in
the area of education policy, Field and Neave'distibegin from the 1970s onwards, with
the exception of a brief outline of the vocatiotraining aspect to the Treaty of Rome.
Field and Neave both give a valuable account oftli®ns taken by the Commission
towards the advancement of a Community competenteiarea of education, which
provides the foundations for a further study plasgtiin a specific argument. However, if
this study is to keep within the boundaries ofrestimeframe focusing on a ‘pre-history’,
the majority of their studies, that of Field in peular which dedicates a large proportion
of the study to developments in the 1990s, conaemtin stages that are too late for the

timeframe of this study.

The majority of studies in the field of Europeamueation and higher education policy
focus on post-1970s activities and do not fleshtlbetactivities that have taken place
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during early European integration and during theettgoment of the European idea to

unite the continent. It would be important to destoate an awareness of such studies, but
it would be a mistake to broaden the parametreseimgnted for this study to also
incorporate the studies of more recent developm@usbett's study can be taken as the
closest example to the aims of this study, to digdd on the process of policy

development in education at European level. Althoting study also deals with post-1970s
activities in education, covering a broad time feanmtil 2005, it begins at 1955, which
already provides much more insight into the pre@s9itctivities than the rest of the
literature. However, Corbett takes an individuattced approach to explaining how
education emerged in the European arena, withalitakng space the role that states play

in the process.

The contribution that this study makes to the fisltlvo-fold. First, it fills a gap by
outlining and analysing activities relating to edtion that took place at a European level
from 1945 during early discussions on the unitihgarope. Second, it provides a fresh
perspective to studies such as that of Corbetttmkiyng a state-centred approach to
analysing policy development in education at Euaopevel, which is of significant

relevance given education’s role in the nationestgatd in state formation.
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Chapter Three | Theoretical Framework

Introduction

This chapter aims to detail the theoretical framdgwvaalopted to analyse the
development of activities at European level inftekl of education. The profound
interdisciplinarity of this study makes ‘theoretif@mework shopping’ a rather difficult
task, leaving numerous possibilities dependingherapproach and aim of the study, with
no particularly correct avenue to take. Althougis #tudy addresses education, the theme
of education is nestled into the broader contexwbpean integration and the
construction of Europe, which has led to borrowarttpeoretical framework from political
science. Specifically, the study finds its placéhm the neofunctionalism-versus-
intergovernmentalism debate in integration the®he chapter outlines the emergence of
integration theory before dealing with the two thes of neofunctionalism and
intergovernmentalism individually, explaining theeories, and the ways they have been

criticised, developed and discussed by other schola

The emergence of integration theory

Scholars face a puzzling situation when studyingpgean integration. Some
policy sectors show a clear degree of politicagnation beyond the nation-state, while
other sectors show little or no integration ataaltl continue to lag behind. The Maastricht
Treaty integrated the last two sectors of natieo&kereignty: foreign and security policy,
and justice and home affairs, but rather than natieggthe sectors into the existing
institutions, the member states created a complatb set of institutions — the European
Court of Justice and the European Parliament +darseparate them from the
Commission. Although the Amsterdam Treaty lateftstlisections of the European
Parliament to the European Commission, commondarand security policy has
remained within the control of the member statdscivis also the case for other areas
such as social welfare, economic governance, altwrewand education. The question we
ask here is: why do member states give up controértain areas but not in others? The
two important issues that emerge are the relatipristtween economics and politics, and
the future of the nation-state as a means to asganhuman affairs in advanced societies

(Rosamond, 2000). It was recognised that the pnableeing faced by contemporary
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society, principally peace and security, had red@helimax that required assistance

beyond the nation-state in the form of internaticxm@peration.

Since the early twentieth century, following thestiexperience of World War, scholars
and politicians have sought solutions to securegead speculated about the ways in
which communities form. Particularly in post-Secefidrld-War Europe, the

development of new European institutions and irteonal cooperation fostered
speculations, predictions and descriptions by igaliand social scientists on the new
environment that was evolving. Consequently, séwatzools of thought emerged in an
attempt to explain the construction of Europe dr&dimtegration of state competence. First
on the scene were the Federalists, who believedpivard delegation of power with a
mutual constitutional agreement was the most efficsystem to secure peace. Federalists
value the role of supranational political instituts in the rational decision-making
structure at the European level, and see consititaitiransformation as a means to
establishing a constructive relationship betweerogean institutions, the states and the
subordinate regions. functionalism, founded by Dauittrany, suggest that nation-states
are not capable of coping with the economic andasoeeds of the citizens, and therefore,
supranational institutions are necessary to ex@tbis function that rational individuals

attribute to them (Saurugger, 2014).

From functionalism came neofunctionalism, bornafuthe study of a group of American
political scientist scholars, who applied Functiistahinking to the formation of the
European Coal and Steel Community and the Eurogeanomic Community. They
sought to provide an explanation for the convergasfieeconomic activities across borders
as a driver of wider economic integration, and hbis would then trigger political
integration, facilitated by supranational institunts. Neofunctionalists emphasise the
difficulties encountered by public authorities wheping with economic and social
issues. However, in order to advance the integradgrocess, neofunctionalists insist on the
need for deliberate and entrepreneurial actionulopjiean authorities already established

rather than relying on the spontaneous emergencevefunctional agencies.

Neofunctionalism faced criticism from scholars wagtto defend the implied death of the

nation-state and the presence of national intecestag the integration process.

Intergovernmentalists suggest that the creatigupfanational institutions is only possible
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if the states are in agreement and that the adwatieof the integration process depends
on the states. Since the 1960s, the emergence oktifunctionalism-versus-
intergovernmentalism debate can be found in integgraheory literature. Since
Functionalism and Federalism can be seen as meoequipied with the notion of
governance on a macro level, this study will benked within the two theories of
neofunctionalism and intergovernmentalism, whicthtamdress more specifically task
expansion. The two theories are opposing; neofonalism being described as the ‘top-
down approach’, while intergovernmentalism is thettom-up approach’.

Neofunctionalism

The theory of neofunctionalism emerged when inegiéudy 1950s a group of
American scholars, including Ernst B. Haas, begaexplore and hypothesise the dynamic
process in which communities and supranationaitirigtns form and function. During
early European integration and the establishmetiteoEuropean Community in post-war
Western Europe, scholars found a valuable placedfunctionalism to not only apply
existing theories, such as that of David Mittranfyisictionalism, but also address them
from new angles. The theory matured in the 19%@stlroughout the 1960s, and was
heavily linked to the strategies of the architedtthe European Community, recognising
an evident resemblance between the ‘Monnet Metand’propositions developed by
neofunctionalists such as Ernst Haas (Rosamond) 280least initially, neofunctionalism
could be seen as a means to theorising the steatefithose who founded the European

Community after the Second World War.

Of the architects of a united Europe, the idea®eah Monnet and Robert Schuman were
rather explicit, rejecting the idealism of the Fedist movement and the ‘United States of
Europe’, who had at which point seemingly failedvorking towards post-war unity
(Rosamond, 2005). Failure in combining the Europ@aal and Steel Community with a
new European Defense Community to create a Europebiical Community in the early
1950s was further confirmation that integration liduave to follow a neofunctionalist
rather than federalist route. While carrying oste@rch for his thesis on the European Coal
and Steel Community — a relatively understudiedctapthe time — Haas met Jean
Monnet. Monnet was devoted to his aim of erasimthér risk of war in Europe, which
involved remedying relations between France anan@ey and had previously failed to do
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so through federalism and military unification. fé&nd the solution in the unification of
the two industrial sectors necessary should cdrdticur, namely coal and steel
(Schmitter, 2005). Haas went on to analyse theigapbns and limitations of Monnet’s
coal-and-steel solution in his bodke Uniting of Europewhich in summary aimed to
theorise the dynamics of the European integratroogss from the Treaty of Paris in 1951
to the Treaty of Rome in 1957.

The aim of neofunctionalism is to understand wiayest accept membership to an
international or supranational organisation, amthrmore, to analyse the reasons and
drivers of the regional integration process (Sageng2014). The basic argument of
neofunctionalism can be explained as the followtagn or more countries agree to
collaborate for integration in a given economicteeavhich can be called seciarTo
increase effectiveness, they agree to delegatephi@tions to a supranational bureaucracy.
While the integration of sectarachieves some of the supposed benefits, thedulirage
will not be reached until associated economic seae also drawn in. A functional
linkage is created, which puts pressure on assatsdctord andc until they become part
of the equation (Rosamond, 200Dhis concept, known as spillover, is at the ceafre
Haas’s theory. For example, integration of the ewal steel sectors would lead to
integration in the transport sector to facilitdie movement of raw materials, products and
the like. Two processes are generated automaticethe neofunctional model. The first is
that as a result of economic integration, theamigncrease in the level of transactions
between actors, and second, that new interest gitemgl to be created at regional level.
Spillover is an explanation for the way in whicle ttreation and development of
integration in the economic sector spurs presdordsirther economic integration into
other sectors and increased authority at the Earofgyel (Rosamond, 2000). Spillover is
otherwise defined as ‘a situation in which a giaetion, related to a specific goal, creates
a situation in which the original goal can be asdwnly by taking further actions, which
in turn create a further condition and need fothfer action and so forth’ (Lindberg, 1963)
and that spillover assumes that member-state edesamere relatively interdependent
before the integration process began (Mutimer, L98Billover was seen as a positive
outcome, where problems in one sector could bdwegobut only though intervention in
other sectors, and it would be recognised that grdgually increasing integration would
be the solution to national economic problems. Necfionalism identifies two types of
spillover: functional spillover and political smiter. The former is the interconnection of
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various economic sectors and the integration ofsgwtor spilling into another. The latter

is the creation of supranational governance masleth as the EU (Saurugger, 2014).

Neofunctionalists uphold the conviction that pobfiintegration and increased authority at
the supranational level occur as a long-term camsece of modest economic integration.
Based on their experiences of the European Coabtewl Community and then the
European Economic Community, they aimed to desdrdve the deliberate merger of
economic activity could bring about greater ecoroimiegration. Furthermore, they
sought to explain how economic integration woukltliéo political integration and how

these processes could be accelerated by a supraadagntity (Rosamond, 2000).

In his book, Haas himself describes neofunctionabs:

“the process whereby political actors in severslidct national settings are
persuaded to shift their loyalties, expectatiors mlitical activities toward a new
centre, whose institutions possess or demand jaticd over pre-existing national
states. The end result of a process of politidaigration is a new political

community, superimposed over pre-existing ones’ag;14958).

While Haas never denied that member states putbegdown national interests during
European unification, he was among the first tdigedhat regional integration could
transform the interstate system if the flows ofl&éainvestments and persons across

previously guarded borders were liberalised (Sdemi2005).

There are three key assumptions that neofunctemainakes. The first is that the relevant
actors in the regional integration process are @cocelly rational beings, and their
attitudes are based on interests. When they tnatiefig loyalty to the supranational level,
they choose their options rationally. Second, atem@sions are made, they have
unintentional consequences which lead to spillavier new areas of policy (Saurugger,
2014). Once launched, the process is difficultredpt. Although member states can
decide the terms of the initial agreement anddrgdntrol subsequent events, they cannot
exclusively determine the direction, extent andepafcchange (Schmitter, 2005)nally,

the supranational institutions do not act as saaegs to the member states’ preferences,
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but instead become actors in their own right afideémces the interests and beliefs of

public and private actors in the integration pregg&chmitter, 2005).

Actors in neofunctionalism

In neofunctionalist theory, economic interest gmape the central actors, which
drive the process by pressuring national governsnamdl administrations towards further
integration. They can also be considered as aharia the transfer of loyalty from the
national to supranational level (Saurugger, 204dhis process, two prominent aspects
emerge: spillover and the transfer of loyalty. tdey for spillover to take place, it requires
the transfer of loyalty. Member states may be agjlio shift loyalty because if some
domestic interest groups fail to pass their pasi@ethe domestic level, they will push for
the transfer of powers to the supranational orgaiois, which creates a supranational
policy arena around it (Greer, 200Biterest groups transfer loyalty to the supranation
institution, which becomes the key generator ofifeir integration, highlighting the
potential areas for spillover, developing strateda deeper economic integration in
further economic sectors and increasing the irigiitalisation of authority at the regional
level. Neofunctionalists anticipated that the bégseff integration to their material
interests would become clear to national interestigs, which would lobby to their
governments accordingly. Consequently, technoaiigieninded state actors would
become aware of linkage and increased transacttwelen actors at the regional level,

and integration would be more widely advocatedational level.

However, neofunctionalists later found faults ie ttea of spillover, namely during the
empty-chair crisis, when the French President @sdble Gaulle temporarily put the
brakes on the establishment of the Common Agricailteolicy. They were forced to
acknowledge the possibility of what Philippe Schermitater coined ‘spill-back’.
Neofunctionalists had ignored the possibility affeange in actors’ preferences at the time
of integration and their expectations once memigrs.power of national interests was
underestimated, especially when they were seea thrbatened, and it became apparent

that spillover was not necessarily automatic.

Drawing on the earlier theory of functionalism, hewtionalists suggested reinstating the
political agency into the integration process. #swot only the technocratic ‘atomicity’
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suggested by Mitrany’s functionalism that providied driving force, but also that the
process would be advocated by purposeful actoumg their own self-interests
(Rosamond, 2000INeofunctionalists highlighted the clumsiness oftsactors’ interaction
and the process emerged from a group of actorsimgrgheir interests in a pluralist

political environment. Early functionalism envisdgbe movement of the pluralist polity
from the national to the supranational level. Iswlaought that integration processes would
change the attitudes and strategies of interestpgrofluencing policy outcomes, and

there would be a shift in loyalty from the natiogavernments to the supranational arena,
but also that groups might transnationalise theganisational make-up. In this context,

Haas saw the supranational polity as a stage beyatahhood:

“The supranational scheme of government at thenagjlevel bears a very striking
resemblance to the prevailing nature of governmaettie level of the industrial
nation in everything but constitutional terminologylt] seems to be the
appropriate regional counterpart to the nationestdtich no longer feels capable of
realising welfare aims within its own narrow borslerhich has made its peace

with the fact of interdependence in an industrial agalitarian age” (Haas, 1964).

However, this assumption that citizens would tran#fieir loyalty to the supranational
institutions, and its lack of consideration foizgis because the political and economic
elites were perceived to be the principle actarsyed to be another downfall to
neofunctionalism. This process was later knowrdesational spillover’, which was

considered to be required for a new political comity(Saurugger, 2014).

In this context, Thomas Risse’s (2005) study fosusethe relationship between
neofunctionalist reasoning and the study of caleeddentities, highlighting Haas’s claim
that transferring loyalty to the EU is possiblehitit renouncing one’s national identity.
Risse’s approach is closest to moderate sociakanivism, or in Haas’s terms,
‘pragmatic constructivismin Haas’s definition of political integration afé& process
whereby political actors in several distinct natibsettings are persuaded to shift their
loyalties, expectations and political activitiesvayds a new centre’ (Haas, 1958), the
‘shifting loyalties’ concept — known as a ‘senseommunity’ by Deutsch — is translated
into collective identity formation, which is at theart of the work of social constructivists.
Haas argues that actors do not give up nationaltieg, but acquire new ones, which is
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due to three reasons. First, because the new adrdrghority puts pressure on them to
conform, second, because they value the new cehattachment as an end in itself and
third, they are a side-product of otherwise inseatal behavior towards another ultimate
end (Risse, 2005). Quoting Haas: ‘if the processeskloping dual loyalties via this
mechanism continues for a sufficiently protractedqu, the new central institutions may
ultimately acquire the symbolic significance of eradues’, the ‘symbolic significance of
end values’ acquired by the supranational instihgiimplies that socialisation appears to
be complete in the sense that actors internaBsaaities and norms as part of their

collective identities (Risse, 2005).

Although neofunctionalism recognises the importasfogation-states, it places great
emphasis on the role of two sets of non-state saatodeveloping European integration.
First, the ‘secretariat’ of the organisation invedly and second, those interest associations
and social movements that form around it at reditaval. Member states agree on the
initial terms and attempt to control subsequennes;eébut they cannot determine the
direction, the extent and pace of change. Insti&dunintended consequences’ of
allocating supranational responsibility are ex@diby regional bureaucrats, creating
spillover. According to Haas'’s approach, integnai®a sporadic process that instigates
conflict, in which national governments will findémselves entangled with regional
pressures and resolving their conflicts throughdewscope and off-loading further
authority to the supranational level. Citizens’ egjations will be increasingly shifted to
the regional level and satisfying them will incredlse probability of economic-social
integration spilling over into political integratioEconomic interdependence, crises of
sufficient magnitude due to unintended consequenia&lopment of political
competence and autonomy intervention by regionedducrats and the emergence of
interest associations capable of acting on thenagilevel independent of national
constraints had to occur before spillover coulatplace. However, these were never

converted into concrete hypotheses (Schmitter, 2005

Critique on neofunctionalism

Critique emerged in the 1970s, but it has beenestgd that it often misinterpreted
neofunctionalism’s claims and distorted its argum&he fact that continuous spillover
into new arenas had not been seen during theHirsg years of the European
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Community’s existence did not necessarily meanrbkatunctionalism was not a valid
approach to explaining task expansion, since néneafunctionalism’s proponents
attached a specific timeframe to it (Schmitter, 20 is true that neofunctionalism lost its
presence in the 1970s, but it returned in the 198@sthe decline, a subjective feeling can
be suggested that Europe was in decline as fas asmpetitiveness was concerned
compared to other developed regions such as JamaRacific Basin and North America,
while for the incline in the 1980s, it can be prego that an objective demonstration by the
socialist government of Francois Mitterand (198 B83)hat measures taken independently
by national policy-makers did not attain the desimeacro-economic outcomes and could
often lead to the opposite outcomes in terms oivft@and monetary stability. Questioning
why Haas himself lost faith in neofunctionalisnslgygestion is that Charles de Gaulle was
to blame, since he halted the gradual expansitéasés and authority by the European
Commission and the prospective shift to majorityingin the European Council.
Furthermore, he attempted to transform the Europgamomic Community and the
European Commission into an instrument of Frencdidm policy. Haas came to fear that
a united Europe had the potential to be as naigiiaand even as aggressive as the states

that compose it.

Neo-neofunctionalism

Philippe Schmitter (2005) revisited the core offn@ctionalism and reconstructs
its main ontological assumptions and hypotheseseBigwing the evolution of European
integration, he was able to identify a number ofed@pments that challenged the
explanatory power of neofunctionalism and creatbdlance sheet of neofunctionalism’s
strengths and weaknesses. He concluded that wihibe@ theory or approach is able to
explain the complex web that is the EU, a revisahat Schmitter calls — ‘neo-neo’
version could provide a good start-point. Schmigbgplains that Ernst Haas may have
fostered a different approach to the study of necionalism compared to the likes of
Karl Deutsch and Stanley Hoffmann, but they albloaired the same normative objective
to explain how to conceive, design and guide tloegss of regional integration in such a
way that it would transform the European stateesydibo make war between the states
impossible. Haas draws on the work of David Mityré@functionalism), transforming
Mitrany’s technocratic vision, which was an expagpivorld system of functionally
specialised global organisations run by experts, anconcept of explaining cooperation on
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the basis of competing and colluding sub-natiomah-state interests. In Schmitter’'s ‘neo-
neofunctionalism’, he coins several new terms tresk the imprecisions of spillover in
its neofunctionalist version: ‘spill-around’ (integion spreading into new areas but
without the increase in supranational competeribaid-up’ (increasing supranational
competence without allowing them to exercise thepetence); ‘retrench’(increasing joint
deliberation but outside the institutions); ‘muddlgout’ (debating without decisions being
made by supranational institutions); and ‘spillawr ‘encapsulate’ (not reacting or
reacting late) (Saurugger, 2014). Together witheAkiemann, Schmitter states that
spillover will occur if interest groups are suféaitly convinced they will gain from
European integration, and that the supranatiorsitinion must be able to forge internal
cohesion, shape the agenda, establish close redhips with the member-state
governments and know its limits (Saurugger, 20hndtter, 2005).

On the legal perspective of Haas’s approach, itogagaid that although neofunctionalism
echoes legal scholarship, Haas did not pay paati@itention to the role of law in
European integration and neofunctionalists havdddno shift their dependent variable
from political to legal integration. Consequentlye role of law in political integration has
only been studied in a limited dimension, focugimgnly on courts and other legal rather

than political integration (De Burca, 2005).

Discourse on neofunctionalism

The question of task expansion along neofunctishkties has been widely
discussed in the literature. In the context of Elliqy-making, it can be described and
analysed in the form of level and scope, as pravldeBorzél, following from studies by
Lindberg and Scheingold, who define scope as ftii&l expansion of EU authority to
new policy areas’ and locus (level) as the ‘reiimportance of the Community decision-
making processes as compared with national prosg&@zel, 2005)Lindberg and
Scheingold look at the level while others concertom policy outputs at the EU level,
measured in legislation. However, Borzel criticissggal output as the best indicator for
task expansion since it cannot be told whethenthmeber of legal acts adopted by the EU
are relevant or provide substantive content. Moeeowany directives and regulations

have life spans of only a few years and quicklydnee irrelevant, making it necessary to
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carry out a comparative analysis of EU legal ougnd member state legal output. Instead,
rather than focus on the legal output, Borzel desich focus on the formal decision rules,
drawing on the formal allocation of competencied estitutional decision-making
procedures during various treaty reforms. The ansig also based on the text in the
actual Treaties rather than relying on secondanyces. Borzel admits that the findings

did not contradict similar studies, highlightinghetars such as Schmitter, and Lindberg
and Scheingold, but she suggests that studyintptetand scope of integration provides a
clearer redefinition of disparity of regional intagon and at a minimum, challenges the
way in which task expansion is portrayed in thesexg literature. In the 1950s,
competencies were mostly at national level withyanarket making (old regulatory)
policies being under the responsibility of the Elbrder to promote the free movement of
goods and services. In the 1960s and 1970s, EU etempes expanded to the market-
correcting arena (new regulatory polices), sharigd the member states, due to the need
for harmonisation of the non-tariff barriers todea such as the environment, consumer
protection, industrial health and security and labmarkets. The member states coordinate
together at the EU level competencies for macroaewn policies, justice and home

affairs, and foreign and security policy, but remadostly responsible for redistributive
policy, including taxation and expenditure thougkhveome constraints imposed by the
EU (Borzel, 2005).

Similarly to Borzel, Farrell and Héritier (2005kaladdress level and scope of European
integration, focusing in particular on changeshia $cope. They address the role of
technical and expert knowledge of epistemic comtiesiin Haas’s work, criticising
however Haas'’s lack of explanation on the condgionder which epistemic factors
matter. Their study develops a negotiation-cengiggatoach that conceptualises regional
integration as endogenous institutional change.eitension of scope can be accounted
for through power-based bargaining, but it candid that the level of integration depends

on bargaining power as well as epistemic knowlexfgbe EU decision-makers.

Stone Sweet and Sandholtz (1997) argue that Eunapgesgration is provoked and
sustained by the development of causal connechietvgeen transnational exchange,
supranational organisation and European Commuuaigymaking. They provide two
explanations for the transition from national teengovernmental and then to
supranational. The first is through cross-bordengactions and communications
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generating a social demand for European Commuuli&g rand regulations, which
supranational organisations seek to supply. Sedarttier integration is provoked once
European Community rules are established and agsaaf institutionalisation follows.
They highlight that although their theory acknovged the significance of
intergovernmental bargaining in European Commumititics, their theory is not

compatible with existing theorising on intergovelmtalism.

Creeping competence

Mark Pollack (1994; 2000) coins the concept oféRpansion of the European
Community (EC) policy agenda to new policy areas aariations in policy development
from one area to another as the 'creeping compatdPalicy-making in the 1950s was
overwhelmingly at the national level with a secaiydal presence in the core common
market areas. However, by the late 1960s and &8s, the EU began to expand into
number of issue-areas and by 1992 it had a sharagatence in nearly every issue-area,

except police and public order.

Pollack's main questions address how and why thegean Community moved into new
areas, including technology, education and cultpedities; why policymaking in some
areas began earlier and proceeded more rapidlyinlhathers; and how the patchwork of
regulations and spending programmes comprising &@Cypin each of these areas can be
explained. He creates the foundations to his argtiimgadopting Theodore Lowi's
classification of policy types: regulatory, redistitive and distributive, which he adapts
for use in the EC context. He argues that eachesfd policy types corresponds to a
distinct process of task expansion because eatdais with in a distinct political arena,
encompassing different actors and managed by €iffetecision rules, and generates a
distinctive bargaining style among the nationagiasts represented in the Council of

Ministers and the European Council.

In his study, Pollack presents the six policy aasnvironment, consumer protection,
regional development, research and technologicatldpment, education, and culture and
audiovisual policy, all of which show similaritiesnd differences. They are similar for the
fact that they are not mentioned in the 1957 Tre&fgome, but nevertheless grew in the
two decades between 1969 and 1993, representiagaanple of task expansion. They
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differ in their substantive content, how quickleyhdeveloped and in the mix of

distributive, regulatory and redistributive polisie

Described as the result of functional or econorpilt-ever, regulatory policies at
community level are defined as policies whereby imenstates agree to adopt common
Community regulations on the activities of publi@arivate actors within their national
jurisdictions. Key actors are the Commission wité power of initiative, the Council of
Ministers taking the final decisions, and the miaotor, the Parliament with the right to
propose amendments to the regulatory legislatibrs flarmonisation of regulations
implies a loss of autonomy on the part of the mai@overnments, which the governments
can expect to resist, preferring to maintain tleemtrol and sovereignty. For this reason,
regulatory policy proposals were often opposedtdube principle of assigning control to

the supranational level, rather than due to théerdrof the proposal itself.

Redistributive policies are seen as tactical ogaaing linkages to major
intergovernmental bargains and generally decidé¢deahighest level of EC governance,
the European Council. They are considered to bé&etst complex as they are defined in
terms of the redistribution of resources from seon@mber states to others. As these
redistributive policies are zero-sum, they are etgukto be favoured by the national
winners (net recipients) against the national lo¢eet contributors), who are likely to
oppose it. What remains unclear is how any retistive policies are adopted since no
member state has an incentive to agree to trarefeurces from itself to another member
state. The proposed answer is that these redisugbpolicies comprise only a part of a
larger intergovernmental bargaining agreement echaxge for non-financial concessions
from net recipients in issues such as market iategy, monetary integration or

enlargement (Pollack, 1994).

Distributive policies also involve the allocatioh@ommunity financial resources to the
member states, but through a rough approximatioarding to the member state
contribution to the EC budget. Although the linévieen distributive and redistributive
policies tends to blur, their distinction can bemtained in particular due to the different
styles of bargaining among member states: redigtv is considered to be conflictual
and cross-sectoral and generally takes place iktinepean Council, whereas distributive
policies are characterised by logrolling and irdrsral bargaining in the Council of
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Ministers. Furthermore, the Commission's role igermrominent for distributive policies
(Pollack, 1994).

Education can be classified as a primarily distnfmipolicy along with research, culture
and audiovisual policy. Nevertheless, regulatorycpes in education included the mutual
recognition of degrees and the provision for migraorkers' children. Education shows a
similar growth pattern in Community legislationtte environment and consumer policy
areas, which is steady from the early 1970s te#rly 1990s. Education's development
pattern, however, is described as sparser andceiatucation experienced the political
backlash of the 1990s against the growth of case@IEU policies, when member states
contested not only the content of directives, het€ommunity's competence to regulate in

sensitive national areas, which included education.

In the context of regulatory policies and spillouw&io education policy, Pollack addresses
the free movement of persons, as dealt with inchesi 48-58 of the EEC Treaty, which is
divided into the provisions for the free movemeiivorkers and the right of establishment
for self-employed professionals. With regard tofbrener, article 51 allows the Council to
adopt such measures in the field of social secastgecessary to provide freedom of
movement for workers' and their children’. As fbetfreedom of establishment for self-
employed persons, the rule dictates that all EE©@mas should receive equality of
treatment with nationals. Consequently, articleobihe Treaty therefore provides for the
Council to agree on the mutual recognition of dipés, certificates and other formal
gualifications, which has been the subject of &sesf Community directives since the
mid-1970s.

In terms of distributive policies, we see a patacygrowth spurt in the development of
education policy and in expenditure on educatiomduthe mid-1980s, following the
adoption of programmes like COMETT, ERASMUS and GINA. Pollack offers the
suggestion that the fundamental cause of the nstnilaiitive policies, along with the
Internal Market programme adopted in the same gewas the perceived crisis of
European competitiveness of European industry la@@mtrepreneurship of the
Commission, which devised a policy model stres§lngimunity co-financing,
administrative flexibility, participation of and gport from private-sector firms in a
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bottom-up pattern of initiative, and the achievet@drstrategic economies of scale with

respect to competition from third countries.

Overall, Pollack’s argument does not accept orctajee conflicting claims of the
neofunctionalists or the intergovernmentalists, rather aims to avoid the common over-
generalisations of both by specifying the domaithimiwhich the claims of each theory
apply. In this sense, without want of over-simphtfiion, he claims that the neofunctionalist
predictions seem to hold for regulatory policied &ma lesser extent distributive policies,

while intergovernmentalist ideas relate to the aidopof redistributive policies.

To conclude, it can be said that neofunctionaliemains an important approach in the
study of European integration. Neofunctionalism wpen to critique, particularly
regarding the role of the nation states in thegirstgon process, but neofunctionalists did
have the advantage of being able to offer a bdbilevexplanation for the task expansion

that appeared to be taking place.

Intergovernmentalism

The plausibility of neofunctionalist theory wasdtvn into question after the
‘empty-chair crisis’ of 1965/66 when France refusedttend any intergovernmental
meeting in Brussels, in addition to refusing Bhitaccession to the European Community.
Scholars highlighted the importance of state sagetg, placing it at the centre of the
European integration process and focussing oniginéisance of the ‘national’ in contrast
to the ‘supranational’. According to intergovernrtadists, European integration takes
place thanks to cooperation between sovereignsstaddaving as rational actors and
whose interactions are managed by the principlesttfority and hierarchy. The
independence of each state is not reduced as g fduinstead strengthened by helping
states to adjust to the constraints imposed bynteenational environment (Saurugger,
2014). It is a common observation that Europeaggiation has arisen due to the pressure
on states from above in the form of globalisatiwhich limits the state’s autonomy and
capacity to act. For intergovernmentalists, stategherefore the primary actors in
decision-making and the advancement of the Europgegration process, maintaining
that the most effective means to understandinglyhnamics of European integration is
through the interaction of national governmentaf@rences. Throughout European
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integration national leaders have not only playstyaificant role in furthering European
integration, but they have done so for very pres@&interested national motives.
European integration was able to advance thankattonal decisions and it allowed for
states to better provide economic prosperity awthbwelfare of their citizens, by
proposing that the very motivation of the natidealders to construct Europe was to
salvage the nation state from the point of viewlabnic inadequacy in the face of

detrimental experiences during the Second World {Maward, 1992).

There are two principal types of intergovernmestaliconventional
intergovernmentalism, developed by Stanley Hoffmand Alan Milward; and liberal
intergovernmentalism, later developed by Andrew &osik. The intergovernmental
approach in general, is bottom-up, suggestingitienecessary to understand the
domestic roots of state preferences, which driegbiirgaining that takes place at
European-level. Hoffmann emphasises the internardity of the states, which opposes
the neofunctionalist assumption that there is coyesgce amongst the elites (Saurugger,
2014).

The main assumptions of conventional intergoverrtalism are that states are the central
actors in European integration and “their behavisurased on rational cost-benefit
analysis with four perspectives: analysing theuwatgs of governmental elites; European
integration as savior of state sovereignty; netatcounts; and two-level games”
(Saurugger, 2014). Intergovernmentalists draw erré¢falist paradigm of international
relations, which depicts states acting accordingstablished preferences and behaving
rationally. Conventional realists such as Edwardhirr and Hans Morgenthau suggest
that states’ external policy is influenced by tldmestic policy and dismiss the idea that a
state’s main objective is to simply survive. lingportant to understand the conditions that
are necessary for the emergence of power, whichéman understanding of the history,
values and ambitions of the states and their sesidity studying the historical, political
and economic foundations of states’ foreign podi¢eflesh out national preferences.

Therefore, historical and cultural analysis is famgntal to the intergovernmentalist
model. For example, Hoffmann includes accountiefinfluence of France’s foreign
policy on European integration, which are rootethm study of the cultural and historical
foundations of French policy. He focuses on thagypal political actors, which are heads
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of state (ministers of foreign affairs, defenseremmy and finance), and criticises the
neofunctionalists for their lack of consideratiam the context in which states act.
Hoffmann distinguishes between state and sociegyite his analysis, and sees the nation
state as a social system in which the state plalgsranating role. He claims that each state
is different, from the point of view of its econamstructure as well as its political culture,
and must be analysed according to structural, pikoed and ideological variables. This
diversity among states means that achieving a hemmg system through cooperation is
unlikely. A final assumption is that economic caastts limit the states’ room for
manceuvrede coins the terms ‘high’ and ‘low’ politics to disguish between those where
integration is easier and other more sensitivesatteat potentially pose a threat to national

autonomy and identity.

The notion of ‘two-level games’ constitutes an greé component of
intergovernmentalism as observed by Hoffmann, ajetts the typical international
relations paradigm that states develop foreigncgddased solely on military, economic
and political capabilities. Two-level games thelmgks at the ‘national’ level and the
‘international’ levels together, suggesting that tivo are not independent, but instead
closely connected and influence each other. Staitesonstantly playing two games
simultaneously, and what happens inside the natiate will have an impact on the
bargaining that takes place on the internationadlldn the case of the European
Community, this means states are bargaining irtbiel@ation-state and within the
European institutions, and they have to be prep@retake concessions in a given area in

order to benefit from counter-concessions in anafBaurugger, 2014).

Liberal intergovernmentalism

In the same way that neofunctionalist theory wasbiged further to the
establishment of neo-neofunctionalism, intergoveentalism was elaborated by Andrew
Moravcsik in his study Choice for Europeresulting in ‘liberal intergovernmentalism’.
Liberal intergovernmentalism is subtler when it @to the formation of national
preferences and the way states shape the polidygmsswith which they enter
negotiations. For liberal intergovernmentalistsidpean integration is the result of
strategic calculations by national governmentsrtorte their main economic interests,
and of choices made by national elites (Saurud@sr4). The term ‘liberal’ implies an
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interpretation of national preference-formatiorking into consideration a nation’s
different commercial, industrial, monetary and abaiterests and the nation-state’s
readiness to negotiate agreements if the complexda of varying domestic interest
warrants it, as well as its readiness to estalnistitutions to ensure that the agreements

are respected (Morgan, 2000).

Central to liberal intergovernmentalism is the aotof international bargaining as a three-
stage process: the formation of national prefergnoger-state negotiations; and the choice
of institution. It is important to question whatnstitutes a national preference: how are
national preferences formed? They are linked toegific international and national

political environment. At the domestic level, thare conflicting opinions from internal
actors, so it cannot be assumed that the prefef@ooght to the table at the international
level is that of the entire state. Already at théanal level, intra-state bargaining has had
to take place. Once a compromise is reached ainadtievel, it is converted into the

official position of the state, which can then loemceptualised as a single, rational actor
(Saurugger, 2014).

For Moravcsik, there were two opposing notionsatfonal preference formation. The first
is political and diplomatic, where national preferes are guided by potential threats to
national sovereignty or to ideological, territoraalmilitary integrity. Security is deemed
most important, pushing aside economic interedts;iware considered a mere matter of
politics. In this respect, inter-state cooperatian take place if states share similar
ideological and geopolitical visions. The secontdaroupheld by Moravcsik is that
economic interest directly drives national prefeeeand international cooperation takes
place to foster economic policies that will benefitparties by improving the
competitiveness of national manufacturers, offetivegm new markets and limiting public
spending through cost-sharing. Once national peaefsrs have been established, two-level-

game theory can be applied as a second stage witerstate bargaining takes place.

Intergovernmentalists believe it is the states dinae European integration within the
context of this inter-state bargaining rather teapranational civil servants. States
exercise their power in such contexts by usingegtoreating alternative coalitions and
economic sanctions, and threatening to withdrave Whighting of the state should not be
overlooked, since ‘big states’ can invariably exedre bargaining power than ‘small
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states’, and states need to be aware of othesstatpursue only their own agendas at
international level and those of nation-state gagnvho defend their own national
preferences. An increase or decrease in actorsmbdehange the bargaining process, but
does render it more complex due to more interestiskie into consideration. States may
also seek a decision at the supranational leva&dolve demands and conflicts taking

place at the domestic level, which leads to thestioreing of the institution choice.

Why do states upload decision-making to a supranatinstitution? Moravcsik suggests
that they do so when the supranational institutiemm benefit states’ interests, especially to
ensure that other states and partners commit wfgpeolicies. If states can maintain
control of the process, they cannot lose out. \&igositivist, methodologically analytical
research design, testing a series of hypothesbsywélitative method#y Choice for
Europeaims to explain why sovereign governments in Eerogve chosen repeatedly to
use an international institution to coordinate itlveire economic policies and renounce
sovereign prerogatives. The study focuses on GerRranch and British policies and
suggests underlying causes of integration fourgkimeral socio-scientific theories of
shape preferences, interstate bargaining andutistial choice (Moravcsik, 1998). The
study is based on two conceptual frameworks, asgyfitst that key actors in politics are
autonomous, rational individuals and groups (ratiish framework), which act in their

own interest and seek to avoid risk. Second, tieatrterests and identity of the state are
constrained by the domestic society, which is regméed by the government, and that state
behaviour and patterns of conflict and cooperatetect the nature and configuration of
state interests (Rosamond, 2000). Each state agemfulfill its own objectives, taking
other states’ objectives and various obstaclesantount (international bargaining
framework). If the priorities of a singles state &llowed, interdependence among states
creates both positive (profits) and negative (costisequences for each state involved, and
states create institutions to lower the transaatmsts as these objectives are being
pursued. In the case of the European Communitgrdibntergovernmentalism dictates
that institutions are therefore agencies createstdtgs to facilitate interstate bargaining
(Saurugger, 2014).

The studytests a series of standardised hypotheses acvesxifical stages in the

European integration process: the negotiations grttensix European countries

producing the Treaty of Rome in 1957; the seriesgnéements during the 1960s which
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removed tariffs between the member states, estaindia common external trade policy,
finalising a common agricultural policy and clarifg the roles of European institutions;
the establishment of the European Monetary Systetimel late 1970s-early 1980s; the
negotiation and the adoption of the Single Europ®etrin 1986, which allowed the
liberation of the internal market by 1992 and pdax for a number of related procedural
and institutional changes; and the negotiatiorhefiaastricht Treaty on European Union,
signed in 1991, which advanced economic and monataon and provided for increased
coordination in matters of foreign and securityi@glpolicing, immigration and juridical
affairs. Moravcsik’s historical approach, comparthfferent situations over time, allows
him to identify continuities without detracting frothe obvious fluctuations and mutations

that also took place (Morgan, 2000).

Moravcsik’s main claim is that three factors haviuenced the broad lines of European
integration since 1955: the patterns of commeauiakntage, the relative bargaining
power of important governments, and the incentigeenhance the credibility of interstate
commitments. He argues that a series of ration@ices made by national leaders explain
European integration and these choices respondsmh&iraints and opportunities
stemming from the economic interests of the mostgutul governments, the relative
power of each state in the international systemthedole of international institutions in
strengthening the credibility of interstate comnetits. With respect to economic
preferences, national leaders pursued the comrher@eests of the powerful economic
producers as well as the macroeconomic preferasfagsvernmental coalitions, which
gradually evolved as a result of structural inogegiin the global economy (Moravcsik,
1998). When convergence of these interests occuarebeconomic interests often did,
European integration could move forward. Moravasikareful to point out that his
explanation of national preferences for integrateogrounded in political economy rather

than economics.

Furthermore, Moravcsik describes important distidnal conflicts among states, which
were only resolved through hard interstate bargginThe power of the state and
asymmetric interdependence was reflected in theoout and those who gained the most
from an economic point of view compromised the mastereas conditions were imposed

by those who gained the least or for whom the aeste highest. In order to secure such
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bargains, states delegated to international inigtits in order to commit one another to

cooperate and respect the agreements established.

Moravcsik recognises that his explanation of Euaop@ategration breaks with the majority
of studies in the field, rejecting the neofunctilistavziew that integration has advanced due
to a technocratic process that reflects the nelechéalern economic planning, unintended
consequences of past decisions and the entrepstmeof disinterested supranational
experts. In Moravcsik’s view, the integration pregelid not take place against the will of
national leaders. He argues that while technocaddtiigations, geopolitical concerns and
European idealism had a role to play in the advaece of integration, the states were the
central actors in major decision-making, coopegatumen induced or constrained by
economic self-interest, relative power and stratt imposed commitments. If certain
European leaders had distinctive motivations taade integration, Moravcsik suggests it
will have been because their economic intereste werater, notably due to the rapidly
increasing potential for industrial trade amonguistdalised nations after the Second
World War, disorder in the European Monetary Sysaédter 1970 and the spread in recent
decades of pressures to disintegrate. Moravcsitritbes the European integration process
as a modern form of peaceful power politics betwstates for economic motives by

exploiting asymmetrical interdependence and maatmg institutional commitments.

To explain the first stage in the outcome of aenmational negotiation, Moravcsik lays
great emphasis on national preferences, definiegths ‘an ordered and weighted set of
values placed on future substantive outcomes [.at]ight result from political
international political interaction’ (Moravcsik, 98).They are described as the state’s
objectives, the ‘tastes’ of each state, which &grdjuished from national strategies,
tactics and powers. He identifies two broad categdhat explain underlying national
preferences for and against European integratieopaitical interests, relating to
perceived threats to national sovereignty or taat integrity, and economic interests,
reflecting the obligations resulting from interdagence and particularly the opportunities

for cross-border trade and capital movements.

Moravcsik’s study starts by evaluating alternagxglanations for German, French and

British preferences, then for the outcomes givaséhpreferences and for the decisions to

host the negotiated outcomes in internationaltuntgdins. When assessing the period 1955-
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1958 concerning the Treaty of Rome, he rejecthyipothesis that geopolitical
considerations, supranational entrepreneurshigeithocratic or ideological motives for
institution-building were vital, and argues thatchavidence demonstrates that of greater
importance were commercial interests, the distitloubf power and the desire to create
credible commitments to advancing policy. In thateat of the 1960s, consolidating the
common market, Moravcsik claims that the primantiwations of France, Britain and
Germany were economic, especially were commerdwmtages for agriculture and
industry were concerned. He acknowledges that décpbinterests had a part to play,
such as in Germany’s interest in Franco-Germartioels, but they came as a second
consideration, once the economic interests wersfiegt Moreover, Moravcsik claims that
governments were able to act as their own poli¢sepreneurs and negotiations managed
by governments were efficient, while interventidayssupranational actors were
unsuccessful or even counterproductive. Neverteethe need for credible commitments
led to choices to delegate or pool sovereigntyfranational institutions, which helped

them to lock in agreements against defection bgdor governments.

Paul Taylors’s (1982) studihe nation-state in the European Communities inl$i&0s:
Patterns and perspectivesntains many an argument seen in intergovernmdigaburse.
The study evaluates the extent to which natiorestai the European Community are now
constrained by their membership and to which Eusopetegration has challenged
national sovereignty. Governments recognise thefiieras well as the costs of being
involved in the regional organisation and managerétationship as far as possible on the
basis of self-interested circulation. They areinglto accept restrictions on their
autonomy if it means they can promote the well-g&ihthe regional system as long as the
benefits exceed the costs. The states in turn threiexpansion of the powers of the
regional institutions, as the institutions becomsruments of the state or actors with the

states.

In addition to using historical data to supporte@h explanations of European integration,
a further approach is that of historical instita@atism, which also studies European policy
developments over time, but suggests that offi@atsng as policy entrepreneurs within
the European institutions are assigned a causalwtlo spur member states into new
agreements into which they would not otherwise refi®rgan, 2000)Such approach can
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provide a worthy explanation when considering aoddsw politics such as education and

social policy, but less so for the high politiceleessed by Moravcsik.

Actors and trends for intergovernmentalism

Although recent theories of European integratiom te favour
intergovernmentalism, there was a brief period betw1969-1973 when European
integration was leaning more towards a Communitofe. However, the approach
reverted back to intergovernmentalism at the beggaf the 1970s when the need for
institutions to reflect the global interdependeasevell as the need to retain national
autonomy was much greater than in previous yedms.nlimber of obstacles standing in
the way of the integration process is much grethgan the integrative dynamics, stressing
the underlying vulnerability of the state (Tayl®882). During the 1970s, there were
several developments reducing enthusiasm for Earopgegration, which led to a
protectionist attitude by the member states arevaed emphasis on national autonomy.
An intergovernmental approach was the way to satiesf continuation of European
integration to respond to the pressures of glattatdependence, while allowing the states
to closely monitor their national autonomy. Ondha causes for the shift can be
considered the change in the British and Westerm&e governments (Taylor, 1988).
Britain, the Labour party had resumed power anddedsrmined to protect national
autonomy despite potential economic costs and iet\@ermany, Willy Brandt was
succeeded by Helmut Schmidt, who was less favoeitabhtegration and more concerned
with West Germany’s short-term interests. The cleang these two countries brought
them closer to the French opinion; Pompidou hagrabéd rather than supported the
enthusiasm for integration of his fellow leaderd aow welcomed the change in direction
towards intergovernmentalism. In addition, econochiallenges external to the European
Community, including turbulence in the Internatibknetary System and the impact of
the oil crisis, as well as economic divergencesvbeh member states, also put pressure on
a shift towards intergovernmentalism. They incrdadigersity amongst the states
regarding the appropriate policies to adopt in ptdeconfront the economic problems, and
emphasised the differences in opinion, which resuilh a reluctance to agree on a
common solution. The economic problems challengedstates to different degrees and
the governments became aware of how their owntsitudiffered to that of other member
states, causing them to be determined to retainriagonal autonomy in economic policy,
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aware that common policies would benefit more dyehe wealthier states. Therefore, the
economic climate played a significant role in tlepdsition of states to delegate and pool
sovereignty to European institutions or act witbratectionist attitude in order to keep a
tight hold on national autonomy. However, everhia latter situations, states remain
aware of the benefits associated with the Europesditutions, in particular the existence

of the common market.

The significant presence of intergovernmentalisbtly can be explained in part by the
national governments’ insistence on maintainingr thethority and the strength of national
citizens to maintain their national identities, nmakthe states the central actors in
European integration. States are cautious of tleetsfthat European integration has on
them and are careful not to enter into new barghiatscould jeopardise their autonomy.
They appear determined to protect and further ddfieir national interests, while also
committing to strengthening common institutionswéwer, if states are so determined to
guard national interests, we can question why thake the move towards integration in
the first place. It can be suggested that statesrbe too small and vulnerable to face
manifold challenges such as military defense amir@mmental protection alone, nor can
they avoid being conditioned by economic globaigsatvhich hinders their ability to
determine economic, fiscal, industrial or socidi@es and finally, today’s nation states
are confronted with internal disintegration. Aseault, they turn to an intergovernmental
approach to liaising with the European institutiassmeans of benefitting from their

common policies to defend national interests againsh threats (Morgan, 2000).

Conclusion

The theoretical framework identified for this studyfound in the context of
integration theory. The study is placed within dedate between neofuctionalist theory
and intergovernmentalist theory, which each prowapposing views as to the way that
policy develops within the European Community. Newtionalism places the
supranational at the centre of the debate as thdikeer of integration, in a context in
which member-state control diminishes as natiotestare unable to contain actions
within their borders if they are to meet objectivies determined policy area.
Intergovernmentalism, on the other hand, puts faivtlae argument that policy does not
develop unless member states are in agreementaft@staccording to domestic interests.
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Intergovernmentalists therefore place the natiatestt the centre of the policy

development process.

This chapter has illuminated the framework hostimgstudy, which provides the
backbone to responses to the research questidrnsetilato identify the policy
development process in education and whether {v@sational or the nation-state sits at
the centre of the process. Throughout the stu@yEtiropean-level activities and
developments in education policy uncovered thradmtumentary analysis will be
analysed in the context of this theoretical deblateloing so, the study aims to propose the
determining influence in the policy process, ancttlibr one of these theories can be

adopted to explain how policy develops in the fiele&dducation.
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Chapter Four | Methodology

Introduction

This chapter presents the methodological appraattet study. It begins by
outlining the methodology of collective biograpluged by historians to study individuals
to explain historical events and social phenom#rebasis of which has been adapted to
this study to test the place of nation-states withe study’s argument. The chapter
continues by detailing the methods used to colkat)yse and interpret primary sources.
Finally, it explains the limitations in the methdolgy and comments on potential ethical

issues.

Finding a methodology for a multidisciplinary study

As a research project that aims to trace the dpusdot of a European Union
Higher Education policy during the early Europeategration process and to identify the
actors’ conditioning its development, the reseayebstions take a multidisciplinary
approach, framed within education and politicaéece as well as political history. In the
first instance, the study sits within a social-acie setting, but as it is also a historical
analysis, its methodology will weigh heavily on dawentary analysis. Over the past
twenty years, social scientists have increasingblected documentary analysis and one
suggestion for this is that they are more incliteedreate their own data which is tailored
to their project, rather than to use existing @atd adapt it (McCulloch, 2004). Therefore,
the methodology commonly adopted by social scienigsthat of interviews and
guestionnaires, which is to say contacting andaektrg information from people.
However, this type of methodology can already behusted for this research project due to
the fundamental lack of living people to interviewreply to a survey. For this reason,
historical methodology — as opposed to traditiGualial-science methodology — provides
the foundations to designing the methodology fa pinoject. In the absence of living
subjects and the inability to create one’s own dat@searcher of history turns to historical
documents, remains and images to study event®as iy means of documentary analysis
and archival research.
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Despite identifying a historical approach with domntary analysis and archival research,
the methodology remains far from clear-cut. Uponstdtation of studies on historical
methodology, it became apparent that it is difficalrecognise common research methods
and generally-speaking, the teaching of researchads for history is more limited
compared to other disciplines. Since each histbrasearch project is often unique with
many varying elements, it is difficult to identdycommon methodology for archival

study. L’Eplattenier (2009) seeks to explain theklof study on archival research
methods; she describes historians as a small supgvithin rhetoric and composition,
researching a range of time periods and rhetoaictities. They do not have a critical
mass within departments and have not been abéctmnise common research methods,

finding aids or resources in the same way as o#s=archers.

The methodology devised to apply to this researofept is therefore not a tried and tested
model, but rather a model that has been tailoretéommodate the specificities of this

project. It will entail four layers of analysis:

1. Collective biography of nation statésaly, France, Germany, Belgium,
Luxembourg, Netherlands) to underpin and conteidedindings from archival
research leading to national interests emergirigardevelopment process of
education and higher education policy at the Ewanpevel,

2. Archival research findingdo which documentary analysis is appliexdexplore
the nature of activities that contributed to depéig education and higher
education policy at the European level, and thesrtthat certain governments
played in those activities;

3. Correlations between national circumstances (1) tremotivations expressed at
the European level (2p establish the impact of national interests de\ang force
for the extent and direction of the developmergdiication and higher education
policy;

4. A Case Studipo add a methodological triangulation dimensiosttess test the

outcomes in point 3.
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Collective biography

Many historians have turned to the study of indinaild to explain events,
phenomena and circumstances in history, for whiehraethodology adopted is that of
collective biography. Written accounts of lives stincted by an author were some of the
earliest histories, arranged chronologically artdrsevide historical contexts. Biographies
can be considered as part of a broader shift aveay & focus on nation-states, collective
parties and systems to a consideration of howrttieidual acts within these or how the
individual is affected by them (Gunn & Faire, 201@)hen biography is adopted for this
purpose, the historian tends to focus on severas [producing a collective biography
rather than of a single subject. Such methodol@gybe identified in studies on women’s

history, social history and political history.

Rather than simply providing an account of an iidiial’s life, a collective biographer
aims to view a specific historical period from fherspective of individual lives by using
the subject’s life to explore a particular themer Example, Sandra Holton’s study
Suffrage Daysises the lives of seven individuals to explorect@nging preoccupations
and priorities of the women’s suffrage movemerBiitain. The lives are linked by a
theme rather than deep personal connections ardsa&ssaccording to their concerns and
activities in the suffrage movement (Gunn & Fai@]2).

Laurence Stone defined the methodology as:

“The investigation of the common background chamastics of a group of actors
in history by means of collective study of theurels and that, along with other
levels of enquiry, its principle use was to undamstthe roots of political action as

well as in its ability to engage in social struetand mobility” (Stone, 1971)

Essentially, collective biography assesses the acameharacteristics of a well-defined
historical group in a collective study of theirdsrin multiple career-line analysis. Through
such research, patterns in relationships and sesvemerge in a group of individual actors

interacting in a delimited spatial and temporalgen
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Stone describes such methodology as a tool witkelwto attack two basic problems in
history. First:
“The roots of political action, which is to say thecovering of the deeper interests
that are thought to lie beneath the rhetoric oitigs| the analysis of the social and
economic affiliations of political groupings, thepwsure of the workings of a

political machine, and the identification those whal the levers” (Stone, 1971).

Second:
“It attacks the social structure and social mogitith the analysis of the role in
society and the changes in that role over timspetific status groups, holders of
titles, members of professional associations, effiolders, occupational groups or
economic classes. Social mobility is determinedugh the study of family
origins, recruits to a certain political statusoocupation, the significance of that
position in a career and the effect of holding thagition upon the fortunes of the
family” (Stone, 1971).

Collective biography’s purpose is to understandtigal action to help explain ideological
or cultural change, to identify social reality, aoddescribe and analyse society’s structure,

and the degree and nature of the movements within i

Collective biography as a methodology does not ceitigout criticism. In addition to the
superficiality claimed by scholars outside thedjed pitfall for the biographer can include
an imbalance in the quantity of data collectedefach individual. The obstacles that can be
encountered when constructing a biography for dipfigure include the lack of secrets,
but instead large quantities of public writing sashpress articles, pamphlets and political
speeches. Looking at memories can be criticisedSanreliability due to the fact that an
account made at the time of an event can varylgrigatm what is told later. When it is

told later, it is told in hindsight, which can altbe perspective and what was important at
the time.

Anne Corbett’s study “Universities and the Europ&ioowledge: Ideas,
Institutions and Policy Entrepreneurship in Eurap8aion Higher Education Policy,
1955-2005” (2005) can be described as, to datepbtiee most detailed studies of the
development of European Higher Education policyaAdudy that can be used as key
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benchmark, it is important to have analysed thehoailogy Corbett adopted, which
places emphasis on individuals, specifically atdpean level, in the policy development

process.

Corbett’s research questions ask how and why thdd¥€loped policy making activities
in education and how the actions of the individwedsking in, or otherwise related to the
Commission, affect policy change. To seek answetisdse questions, she focuses on
seven individuals that she classifies as policysgmeneurs. The individuals were Walter
Hallstein (Head of the Foreign Ministry of the GemmFederal Republic in 1955), Etienne
Hirsch (President of the Euratom Commission in 22881), Olivier Guichard (French
Minister of Education in 1969-1971), Altiero Spihg¢Commissioner for Industry and
Technology in 1970-1972), Hywel Ceri Jones (Polifficial on Education at the
European Commission), Peter Sutherland (Commission&ducation, Training and
Youth, and Social Affairs in 1985) and Michel Richiher (Cabinet Official working with
Peter Sutherland). Similar to a collective biogefdhargument, Corbett claims that a
better understanding of the policy change witheBC can be achieved by taking account
of these individuals. She describes a policy enéregur’s function as to “advance an
agenda issue — an idea — towards decision, hisragdal to manipulate the dominant
understandings of issues and influence the ingtitstwhich exert jurisdiction over them”
(Corbett, 2005).

Her methodology thus takes a qualitative approaitih asmixed method of predominant
use of interviewing, complemented by documentagfyans. While recognising that a
drawback to interviewing individuals discussing st is the actors’ tendency to rewrite
the script so that they become the heroes, Carlagtts to have found interviewing
participants or observers of the European Uniohérigducation policy process of
irreplaceable value in her aim to understand thiefseand motivations of the actors. In
total, Corbett interviewed or corresponded with ed@4 individuals, though it should be
pointed out that interviews with all the seven induals identified as policy entrepreneurs
were not carried out. Of course, this is commorgafaistorical study where contact with
the subjects studied is not always possible. lrears were supported by archival research,
which included the consultation of primary docunaentsources such as the documents of
the EC institutions, the historical archives of Ef@ and the private papers of some actors.
In the EU archives, she consulted material thatnekevant to higher education in the
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personal files of Emile Noél (Secretary Generahef European Economic Community
Commission from 1958-1987). She highlights thadifig documents with personal
comments and exchanges of correspondence with Bthactors provided confirmation
that it was necessary to consult official documewite actors’ own accounts in order to
better understand how the EU works. This lattesateration was taken into account

when consulting sources for this project.

Corbett focuses on the individuals’ life experiesioghich include national identity,
professional identity and experience of historeatnts, to explain their beliefs and how
they faced certain political situations. It canrtéfere be said that a primary method to
Corbett’s research is in line with that of colleetbiography, even though this is not
explicitly stated. Biographical information has bhaesed to draw inferences about the past
to use alongside archives and other evidence t@udstmate policy entrepreneurship,
asking why the policy entrepreneurs did what thielyashd how biographical factors
affected the individual's identity and action.

By identifying individuals in the European CommuymniCorbett’s study takes the
perspective of the European Community rather thamation-state, which contrasts the
nation-state-centred approach of this study. Treams that overlapping between the two

studies should not occur.

Adapting collective biography

Although my aim was to veer away from a primaryuson individuals, | did not
want to completely dismiss collective biographyaasethodology to incorporate into this
study. In order to understand whether strong natimterests are brought forth to the
discussions at European level on cooperation irfi¢te of education and higher
education, background research was carried outuats the archival accounts into a
historical context. As McCulloch suggests, docuraerted to be understood in relation to
their milieux: the ‘text’ needs to relate to it®fdext’. It is important to know how and
why a text was produced and received. He proptsgsibcuments are social and

historical constructs, so it would be wrong to othéir consideration (McCulloch, 2004).
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Considering that national interests are embedddueirculture, history and politics of the
nation-state, | adopted the methodological concefptsllective biography to apply to the
six key nation-states (Germany, France, Italy, lnlzeurg, Netherlands and Belgium) as
subjects, which aimed to underpin archival findingshe national interests involved in
the development of a European-level education &gtteh education policy. By
personifying the nation-states and considering this stories’, it was possible to
determine whether national interests surfacedeaEtiropean level, leading to government
representatives advancing, stalling or changingltrextion of development. It should be
noted that since the policy was effectively devebbpy individuals representing either the
member states or the European Community, it waswass that these individuals acted
wholly in representation of their alliance rathean also acting according to their own
personal interests. Therefore, although sourceshaag been produced by individuals, the

content can be considered to be that of natiom-stat

Methodological triangulation and stress-testing

A case study is included in the methodology fos gtudy. The European
University project, which entails the creation loé¢ tCollege of Europe and the European
University Institute, is a concrete action in tietd of education that spans the period of
this study. It was first mentioned within the coditef European integration during the
congress at The Hague in 1948, and led to the ngariithe College of Europe in 1957

and the European University Institute in 1976.

Such methodological triangulation provides anotherension to the study because it is an
example that witnessed the dynamics between thepean Community and the member
states in collaboration in the field of educatias,well as the pragmatics of attempting to
achieve some degree of harmonisation in the flelthis sense, the case study provides a
means to stress-testing the viability of tangildeperation in the field of education at
European level both from the point of view of thélimgness in practice of member states
to collaborate along with the power that the Eussp€ommunity can exert, and the

practical tangibility of cooperation.
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Methods

A collective biography of nation-states

The method applied to the creation of a collechiagraphy of nation-states was
library research, based on secondary sources, wiletted the study’s temporal
limitations. Since the aim of the collective bioghg is to contextualise the data found in
the archives and does not attempt to compose tjegs principle findings, research
based on secondary sources was considered sufficien

The themes of the overall study that connect thawbjects featured in the collective
biography are: the activities and affairs in nasloeducation; the member states’
allegiance to the European Community project; &edt involvement in activities and
initiatives to advance European cooperation in atloe and higher education. Therefore,
the specific areas of the nation states’ histodressed were the general political situation,
including key actors, and the country’s politicaleatation and opinion, especially towards
Europe, along with notable events impacting théipal arena, and the functioning and
key elements of the national education and highacation systems. The contextual data
is organised into profiles for Germany, Francdyltand the Benelux. This organisation is
to emphasise the individuality of states and tleeefurther cement the notion of

collective biography in this study.

Primary sources

In a second stage, primary documents linked margety to discussions, activities and
initiatives on the development of an education laigtier education policy at European
level were consulted. These included primarilyitnbnal documents and meeting
proceedings. The intention was to explore area®welation between national
circumstances, understood from the nation-stat@lggsaising the methodological concepts
of collective biography, and positions taken byresgntatives acting at the European

level, discovered through the consultation of doents in archival research.

The primary documents consulted are in the HistbAechives of the European Union
(HAEU), located at the European University Insstut Florence, Italy. The principle
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finding aid was the online catalogue, which wasstited via a list of collections and the
online search tool. In addition, once at the arebj\a reference service given by archive

staff was available to assist in the search foudwnts relevant to the theme.

Therefore, the first step in the methods was tockethe online catalogue. Having
explored the holdings available according to thalogue via the list of collections, the
collections consulted from the European Union togtins were those of the Council of
Ministers of the EEC and EURATOM; the Council of E@nd Eurotom ministers - 1958-
1974; the CEE/CEEA Commissions - Collections BA@d the Economic and Social
Committee 1958-1977. From corporate bodies, trevagit collections are those of the
European University Institute, including the Conwem and the establishment; the
Assembly of Western European Unjarcluding the Proceedings the Assembly of
Western European Union, Sessions 1957 - 1962, @ss$063 - 1967, Sessions 1968 -
1973, Sessions 1974 - 1979; the Association eurmgédes enseignants (from 1956)
(European Teachers Association), the Centre intiemal de formation européenne (from
1938) (International Centre for European Trainingg European Movement (from 1940);
the European Federalist Movement (from 1945); AedBuropean Union of Federalists
(from 1946).

The next stage in identifying the documents to atingas to carry out a detailed search
using the catalogue’s online search tool. By cagyut an “advanced search”, more
specific criteria could be applied to the searohluding the date range, the type of
collection, the language, the type of material tredlevel of access. The main feature is a
key-word search, which searches the entire catalbgsed on the description for each
dossier within the catalogue. A dossier may condai@ or several documents, and
therefore, it should be noted that a key-word dedoes not therefore generate a list of
documents in which the key-word appears in thedéxte actual document. Therefore, a
list of all possible key-words that would generddssiers in which education may feature
should be compiled. This list had to contain keyaggpredominantly in French, since this
was the most commonly adopted language at thegmiernmental level. Other languages

that have the potential to generate useful dosarerstalian and English.

A preliminary visit to the archives was carried durta better insight into the documents
available and the consultation process, which &skia foreseeing a realistic timeframe
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for carrying out the archival research stage of #tiidy. The reference service at the
HAEU was also very helpful in identifying relevaddcuments. Then, a thorough
exploration of the catalogue took place to com@osemprehensive list of the documents
to consult that are relevant to the study.

Archival documents can only be consulted in thelirgairoom at the HAEU. Therefore,
days were assigned to consulting the documentsaridiives are open from 08:30 until
17:00 and documents can be requested between &3d302:45, and between 14:00 and
16:45. A maximum of three dossiers can be consalteshe time. Some files were bulky
and included large amounts of relevant data, wditkers contained little relevant material.
This meant that it was necessary to be very flextdhen planning which documents to
consult on which days. However, since it was pdadito take photographs of the
documents, this made the time actually spent irathkives much less than originally
anticipated. Photographs of any relevant documientatere taken for electronic archiving

and consultation away from the archives.

Analysing primary sources

In order for a document to be used in a histoacgument, it should be comprehensible at
the most basic level of language, handwriting amchbulary; be carefully located in time
and place; and be checked for authenticity (Ho&ed#revenir, 2001). Once it was

confirmed that it satisfies these criteria, theteahof the document was analysed.

When analysing a document, the elements to conarédadentification, form and content,
interpretation and contextualisation. It shoulddentified whether the document is of
public or personal nature. If it is public, it wilave been written for an audience, which
increases its capacity for repetition, relativedpetability and symbolism. We can question
the kind of institution or individual it was prodeat by, and with what authority and under

what circumstances it was produced.
When analysing the form and content, we shouldttpres/hen the writing of the
document occurred, whether it is part of a serfefoouments that were written regularly

or a one-off document, who was it written by and/ywhat exactly took place and who
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were the actors, who was the audience, who or whatit aimed at, who witnessed it, and

how firm the line is between its author and it€mded audience.

The document can then be interpreted to flesh @armmgs and significances, and it can
be contextualised by placing it in a wider set\a#r@s of which it forms an instance or part
for a much larger historical interpretation. Theest to which the author has been
selective in the content should be analysed, pdatiky when consulting reports, as well as
what may have interested the author or what examsiuances may have been ignored.

Sometimes the silences in a document may speakididn the actual content.

With all documents, the authenticity should be gsed to establish whether the document
is genuine, complete, reliable and of unquestiangtorship. Government documents
conceptualised and produced by experts and nostarsican be considered authentic as
they have been endorsed by the government, btinteectual author’ of the document
should nevertheless be carefully regarded. Thameat’s credibility should be
guestioned as to whether the document is freerof and distortion, and its
representativeness regarding whether the docuraeailsble can be said to constitute a
representative sample of the original documentsekiated. Published reports, including
those produced by governments, also constitutei@sof research evidence, commonly
published to highlight a problem and propose sohgiand can provide a useful outlook on
a specific topic. However, the information the nemmntains cannot always be proved
accurate since the information is usually assess#ected and presented in such a way to
support a particular argument, or the governmamédibility. It would be appropriate to
check the information against other sources. Furtbee, policy reports should be
compared with other policy reports by tracing tharacter of reports in a particular area
over time. Reports can also be compared to otlperteof the same period in different
areas, or similar international reports. It shaubl be assumed that policy reports represent
the reality of the situation at that time since albproposals in policy reports are adopted
(McCulloch, 2004).

To ensure that all these aspects have been coedittgreach document consulted, an
excel spreadsheet in the form of an annotated elitckas used. This also provided an

effective overview of the whole data and highlightay gaps in reliability and
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contextualisation. Documents were listed in theepttley were consulted in order to

follow the research sequence during data analysigtee write-up.
Interpreting primary sources
As for any qualitative study, a coding system waplemented to record the information

extracted from the documents consulted. This tbekfdrm of a four-step coding system,
as per the example borrowed belbw:

If indicated

Theoretical
concepts
emerge from saturated
categories and themes

Level 3 Coding
Axial/Themalic Coding

Previous coding is studied to
develop highly refined themes

Level 2 Coding
Focused Coding, Category Development

Level 2 Coding reexamines Level 1 Codes
and further focuses the data

Level 1 Codincg
Initial Coding, Open Coding

Large guantities of raw qualitative data are
focused and labeled during Level 1 Coding

At level 1, the raw data is recorded in Word anohliy classified. Once the raw data was
collected and consulted, it then passed throughfintber levels of coding, recording in
Excel to develop more refined themes, which foritiedemergence of theoretical

concepts.

In the first instance, raw data in the dossiersatied was reviewed on hard-copy
printouts, which were photographs taken of the dwents in the archives. Striking and
seemingly relevant sections of text were highlighded some initial annotation added at
the side of the text as preliminary coding. As e@keywords) quickly accumulated, a list

of codes was kept in a codebook as they emergedigeendix 2) and the preliminary

7 Source: Christopher Hahn (20Q&)p://grtips.com/coding.htm
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codes were stated on the cover of each dossies.stduje represents the ‘Level 1 Coding’
illustrated in the above diagram. It should be ddbtat although the documents consulted
were in several languages, coding was recordedghdh only in order to maintain

coherence in the coding process.

Keeping in mind the study’s research focus, thézakframework and objectives, the
highlighted text was subject to a second reviewtaechighlighted text in the document
was recorded on the Excel file. The preliminaryedere confirmed or relabelled, and
classified into groups of codes (subcategories)is@paimilar characteristics. This stage
constituted the ‘Level 2 Coding’ indicated abovente texts contained several

subcategories and in which case, the texts wetteagpbss each one.

By teasing out how the junctures between diffeseiticategories, it was possible to
identify categories, which were indicated on theébfile so that the data could easily be
ordered electronically into the codes that constdwa specific category. The juxtaposition
of these categories was then able to inform then#itie and conceptual orientation of the
data. This process formed the ‘Level 3 Coding’ 8rtkoretical Concepts’ sections of

Hahn’s diagram.

An example of the coding process can be seen iflils&ation below (not exhaustive of
the entire coding for the theme), which demonssratav the data arrived at the theme of

‘statism’ presented in the analysis:

Theme: STATISM
Category: RESISTANCE FROM STATES
Subcategory 1: Domestic interests
Codes:De Gaulle (European Uni.)
De Gaule (European integration)
College of Europe (Belgium | European Uni.)
Nuclear Centre (France/Netherlands | Eurojbar)
Culture (ltaly | European Uni.)
Subcategory 2: Intergovernmentalism
Codes:De Gaulle (European Uni.)
De Gaulle (European integration)
Recognition of qualifications
Subcategory 3: Spillover
Codes: Language learning
Migration
Recognition of qualifications
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An organised and precise coding system was fund@hierorder to efficiently trace back
the data produced after archival research tookepldsystematic coding of the data had
not taken place, the consecutive stage of datysisalould have been near impossible to

complete with satisfactory results.

The interpretation of documents will lead to a sbdor causality. Historians will agree
that change occurs and in the case of this prajezimes in the form of the gradual
development of a policy area at the European I&weldentify this development,
information is to be ordered chronologically in erdo demonstrate the causal
relationships between the events described. Fanpbea an event may be identified as the
cause if the course of history would have beendomehtally different if the event had not
occurred. However, problems arise in this propadan the suggested motivating event
was produced by many different people with difféietentions. For example, we can
consider Hitler's coming into power, which was thécome of actions by different groups
of people who were not satisfied with the Weimaime, but who did not necessarily

have the same goals when they put Hitler into pgWexvell & Prevenir, 2001). In some
cases, cause may be considered to be combinedsfétéd contributed the outcome. These
considerations were particularly relevant in idigiig the origins of European Union
Education policy and whether the development ofpiblecy area was initiated by one
particular event or actor. Similarly, motivatingesws may have caused the development to
change direction, stall or accelerate. It is theneekxpected that causality will play an
important role in correlations between nationatiests and the archival findings shedding
light on the way European Union education and higlakication policy developed.
However, care must be taken and sufficient evidesheceld be present before arguing

cause through correlation.

Limitations

The interpretation of documents comes with itstitons. Historians are required
to be objective with the ability to avoid being sumbed to biases, untruths and the
limitations of the information available. Howevérshould be accepted that it is almost

impossible to be completely objective since histosiare conditioned by their own
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ideologies and capacities, and therefore interpogtsineed to be constructed responsibly.
A historian’s knowledge comes through sourcesdhaknown to be imperfect reflections
of reality and it is hence the historian’s tasklézonstruct the document to understand the
true reality. Often, however, historians have toegt the reality that is constructed by the

sources rather than the reality itself.

Furthermore, historians are required to make assangpand fill in the gaps, to make
intuitive guesses and reason from the specifibéageneral. There are, however, several
rules to follow: the reasoning must be plausible aat from the isolated case to the
general rule; correlation cannot be confused wdilse when the two events are irrelevant
to each other; two unconnected facts cannot be tosgve a third; and unrelated
evidence cannot be used to prove an argument (Hé&wlevenir, 2001)This is part of

the historical interpretation process and the medea has to accept that they may never be
able to fully support their argument because tleeipe documents they need to do so are
not available. Therefore, a historian must facepibgsibility that their hypotheses may not
hold water if the evidence is not available. lamseasy task to formulate a hypothesis, but
less easy to formulate a hypothesis that actualkg lto the observed evidence and which
can explain the facts available rather than thibaethe historian wishes to have (Howell &
Prevenir, 2001). Documents should therefore bepriééed as widely as possible to avoid
the historian only seeing what they want to sedew of satisfying their hypothesis. It is
for this reason that the aim of this study hasheen to determine the individual national
interests that may have impacted decisions maBerapean level, consequently altering
the policy development. Such endeavour could radistecally be achieved within the
boundaries of a PhD project as it would not be iptes$o put forth water-tight arguments
for six governments taking particular actions dusgecific national interests. It may be
possible within the framework of a PhD projectacus on the motivations of one of the
six governments, but not all. Therefore, the ainthaf study is to determine whether
national interests emerged during discussions aifgean level and whether they
conditioned the decisions and actions taken.

Since the documents to consult were in differemgleages, there were language
limitations regarding which documents could be cdtesl. It was possible to read and use
all documents in English, French and Italian, ltuments were also available in German
and in Dutch. Therefore, due to this language &tmon, it was not possible to consult
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these fully. Nevertheless, as these documents nvech fewer than those in French and

English, | do not feel the study was jeopardisedhiy limitation.

Ethics

The ethical issues considered when conducting dentary research included a
judgment of whether specific institutions and induals should be identified in the case
that the research might reveal problematic or emaBaing information for the institution

or individual. However, | did not find myself inighposition.

Furthermore, dilemmas might become apparent wheddbumentary researcher is an
insider of the institution, where information haseh made accessible thanks to the
researcher’s position within the institution, inialhcase the researcher may be
constrained from using information that may be dgimgto the institution’s reputation or
from interpreting documents in an unfavourable widys would particularly be the case if
the study were commissioned by the institutionotfthe other hand, the study was an
individual's own, the researcher may still feel andortable in casting critique on the
institution and the people within it, fearing thiatay jeopardise the researcher’s position
within the institution. Equally, it would be ethigaproblematic if legal or harmful
activities discovered were not reported. In thiglgt these ethical considerations are
relevant for the study of documents on the Europdaimersity Institute and were taken

into careful consideration.

Conclusion

The methodology entails four layers of analysisobective biography of states;
archival research; comparing archival researchssaie circumstances; and a case study.
The collective biography of states gives emphasthé state dimension in the policy
development process, to provide sufficient attentmthe assessment of policy
development according to intergovernmentalism, tipiaces states at the centre of the
process. Archival research traces the developmerneps, which will highlight the
presence of supranational influence in educaticoraing to the actions that the European
Community was able to achieve. Comparing this dgauaknt to national circumstances

aims to shed light on the way that member statsted at supranational level in matters
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relating to education. The objective of this metblody is to establish the dynamics at
play in education-policy development at Europeaelléo determine the roles of the
supranational and the nation-states, in line withtheories of intergovernmentalism (state

oriented) and neofunctionalism (supranational deeh
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Chapter Five | Post-war Europe: The Social and Pdical History of the Six, 1945-
1975

Introduction

The purpose of this chapter is to provide the odntd foundations of European
integration by producing above all historical pledifor the six founding states of the
European Community: Germany, France, Italy, Belgitira Netherlands and
Luxembourg. Through an understanding of the s@mndlpolitical circumstances in which
government representatives of the Six approacheé&tinopean project, it is intended that
a clearer vision can be achieved of the extenthiglwnational interests penetrated the
construction of Europe, and more specifically,\atés in the field of education at the
European level. A more coherent understandingegtrents ‘back home’ will also shed
more light on the proposal that political entreership, as per Corbett’s study in which
individuals are the drivers of educational actestiowards the European level, is
responsible for development in the field of Eurap&mion Higher Education policy, or

whether national interests are equally as involved.

In addition, the chapter concludes by outlining dhigins of the construction of Europe,
which, due to the interdisciplinarity of the studyns to provide a contextual basis for

readers who are not specialists in the field oolgean studies.
Germany

Having been defeated in the Second World War, amek importantly, with the
weight of Nazism hanging from her shoulders, Geynaas in a desperate condition in
1945. For a better understanding of the horrifiboss that took place in Germany, one can

look to the work of Hannah Arendispecifically her booR he Origins of Totalitarianisgi

8 Hannah Arendt was a German-American political tis¢aborn into a family of German Jews in 1906e Sh
attended the University of Marburg, studying thegloancient Greek literature and philosophy. InNtazi
crackdown of 1933, Arendt began collecting inforimaton the persecution of German Jews and was
consequently arrested by the Gestapo. When shealeased, she fled to Paris and thereafter remained
stateless for eighteen years. She made her wagwoYork with her husband, Heinrich Blucher, and
precisely a year later, she published The Origfricotalitarianism.

®While studying the atrocities and eliminist idedksgof Hitler, she did not get bogged down in theFr@an
situation, but began to also observe the develofsrnerhe Soviet Union. During the final stagesha
writing, she changed the focus of the book to tiatidnism to include Stalinism as well as Nazi3ine final
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which was described by the New York Times as "tloekvof one who has thought as well
as suffered®® Discovering the harsh truth of Hitler's death caimps943 spurred Arendt

to begin a study of monumental scope and, in 18é4osoposed a volume to the Houghton
Mifflin publishing house on "The Elements of SharAeati-Semitism - Imperialism -
Racism”, which she also referred to as the "Thiltar&of Hell". Arendt gives a historical
account of the elements which formed totalitariamit describes the rise of anti-Semitism
in central and Western Europe in the early and haidtheteenth century, continuing with
the examination of the new imperialism period spaaii884 to the outbreak of the
Second World War, and culminating in totalitariamisArendt is determined to
differentiate the exceptional totalitarian statanirthe one-party dictatorship and the
elements that Arendt believes make totalitariatestdifferent can be pieced together. To
summarise, Arendt claims that they live by thedergprinciple’; they tell lies; they take
advantage of the 'unthinkability' of their atroedtj they target 'objective enemies’, whole
classes of people that are harmless citizens whst baueliminated not because of their
particular views, but because they belong to aosegroup; they organise themselves in
such a way that creates shifting structures anefady graduated militant hierarchies; they
rely on concentration camps to promote terror; teypand total loyalty and manage total

domination on an individual and collective levéley aspire to conquer and rule the world.

A particularly notable point in Arendt's career wes work on the trail of Adolf

Eichmann, the man labelled for masterminding théothust, for which she wrote
"Eichmann in Jerusalem: A Report on the Banalitieat” in 1963. Arendt was
controversial in suggesting Eichmann bore no diregponsibility for his actions, that he
was simply carrying out the tasks assigned to mchtee had been stripped of his ability to
think. In the report, she also came dangerouslsecto implying that Jews bore a certain
amount of blame for their extermination by suggesthat certain Jewish leaders had been

too submissive in the Holocaust.

We need to remember that while dialogue and stadyre Holocaust has become

acceptable today, in 1951 Arendt was way ahea@iofitme. Arendt was going against the

version of the book was divided into three partsAdti-Semitism, 2. Imperialism, 3. Totalitarianisithe
idea was to demonstrate a connection between eimteentury anti-Semitism and imperialism, butrnite
was in a rush to raise awareness since she feardd political developments may well build up ardun
hostility to Jews.

0°E. H. Carr, "The Ultimate DenialThe New York TimeMarch 25 1951, in Arendt, Hannah, The Origins
of Totalitarianism, Schocken Books, New York, 2q0#roduction by Samantha Power)
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grain; while most Jews were turning away from tire@FSolution, Arendt was digging

deeper.

In post-war Germany, the population was living agthre physical ruins of the war, but
also the emotional ruin that followed these toaéal#n and barbaric actions of Adolf Hitler.
There was a dire need for food and housing afteryrterge cities were heavily bombed,
and while waiting for husbands to return home, womentinued to take responsibility for

the survival of their families.

Writers such as Arendt have been fundamental imgbrg to light the actions of the
German government during the Second World War twds evident to the other states of
Europe that the ‘German problem’ needed to be nmehathe Postdam Conference of 17
July — 2 August 1945, which was led by the threeléss of the then USSR, USA and UK
to discuss how best to administer Nazi Germanyeythat the hundreds of thousands of
Germans living in Eastern Europe (Poland, Czeclvagia and Hungary) should be
humanely returned to Germany. Therefore, Germapgmanced large influxes of
returning Germans into the country, not only thagarning from fighting the war, but

also refugees arriving in East Germany. Such massigration flows had a great
demographic impact, weighing heavily on alread¥ialift social, medical and housing

policies.

In 1945, Germany was managed by means of alliedpaton by the Soviet Union, the
USA, the UK and France. They faced challengessarasy the basic needs of the
population, including sanitation, housing, transgbon, food. Malnutrition, homelessness
and disease were common problems, especially amtrggeefugees arriving from the
East. This, coupled with a weariness of who thaydaturn to for support within a society
that had been dominated by Nazism, posed greaidcatioins for the task of leading
Germany. Before resulting to allied occupatiorseirmany, the Allies were unsure how to
face its management to avoid the threat to thenbelaf power in Central Europe, and
opinions differed between Soviet and Western povesecially on whether the Germans
should be punished or re-educated for their taiddih actions. The result was a state
divided into a Communist East Germany and a coasigerWest Germany, with three
zones of occupation. Overall, there was an agreetaatenazify, democratise and
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demilitarise Germany. However, precise definitiohthese were hardly ever reached and

were often open to interpretation, and policiefedéfd between each zone of occupation.

The Western Allies believed a grass-roots appreamiid be most effective, allowing new
political parties to be established at local lemsdl, although strictly controlled to ensure
the democratic nature, those wanting to form nelitipal parties could apply for licenses
in the autumn of 1945. After more than a decaddazism, it seemed that the concept of
democracy did not take off immediately and concketfforts had to be made to make the
German society understand that their ruined coumaty due to Nazism and its
consequences. Many saw Allied occupation as thehfdreich and no better than its
predecessor. Nevertheless, by the spring of 1946] bovernments were formed and
could begin cooperation for the reconstruction@stpvar West Germany.

Ultimately, neither approach — the negative appnaache form of denazification, nor the
positive approach of re-education — was particulamiccessful. One of the only activities
that was marginally successful were the Nurembuir@s (20 November 1945 — 1 October
1946), which identified and charged major Nazi wéminals. The trails raised numerous
guestions, but, when a need to transform a sowiasythe task at hand, it did not uncover
more on the nature of guilt in Nazi Germany. Transiing German society depended on
tracing the roots of Nazism as a socio-politicateyn and the basis of certain beliefs and
behaviour. Were all Germans guilty? If not, howldadie negative individuals be

distinguished?

In the re-education approach, great efforts werdenta revise curricula in schools, as well
as the production newspapers with a Soviet inflagand to promote evening classes and
party schools to teach on the modern views of Mamand Leninism. Nevertheless, re-
education was difficult to implement since the édliwere unsuccessful in restructuring the
education system due to insistence from the Gernoamsaintain the tripartite selective
system and the confessional schools. Although Nahizd disappeared, the introduction
of new systems, new teachers, new textbooks andaimes/and ethos was not welcomed
and attempts to reform the school system wereteekis/ the local governments, which
controlled them. There was a return to pre-Nazcatlanal traditions, and while the local
governments controlled their own education systéhese was a move towards
rationalisation in the 1950s. By the 1960s, thesaamd structures of West German
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education systems were considerably re-evaludtedgh serious problems were still

present until they began to be further address#ueii970s.

In the denazification approach, it was never talgar whether the aim was to punish or
rehabilitate former Nazis, or whether the aim wasléanse the German society of
individual Nazis or cleanse the individual NazidNazism. Whatever the aim, the
approach was criticised for only combating Nazienotigh the ‘small fry’ and never the
‘large fry’ (Fulbrook, 2015)who largely managed to escape harsh punishmengenieral,
those accused did not appear to accept their regpliies and recognise their wrong-
doings, but instead they sought justificationstfair actions. At times, it would have

seemed that Hitler was the only guilty Nazi in Gany

Higher Education was criticised for its failuredenazify since former Nazis were
protected by senior university administrators acadamics. There was also a certain
persistence of Right-wing and radical attitudes agso students. Perhaps the most
successful means of re-education and denazificatamthrough the use of the licensed

press, which helped to transform attitudes.

At the end of the war, there was uncertainty antbegGerman population about what the
postwar period would bring. Some were yearningr®edom from the totalitarian regime
and the possibility of a radical transformation,lelothers were wary about future
retribution. There was a wariness linked to paditand its implications, and only a few
were ideologically committed and active. The Gerghamain concern was day-to-day

survival.

However, in the West, a change from the use ofgtument — especially in the reduction of
industrial capacity — to a concentration on ecomarmacovery laid the way for a capitalist
economy in Germany. Further aid from America tigtothe Marshall Plan facilitated
West Germany’s economic growth, material prospgepidfitical conservation and Western
integration, and these economic measures were effeaive in transforming German
political attitudes than re-education. The USA paalvided funding with a European
Recovery Programme (the Marshall Plan) becausalised that if Europe were to be
orderly and prosperous, it required economic cbations from a stable and prosperous
Germany and the industrial capacity limit was tftéid from the Marshall Plan also
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encouraged investment in the Germany economy astiors were comforted by the
American backing. As the economy grew, the blackketashrank and even the refugees
began to find work and create new lives. By 194&nG&any was officially divided into two
States, and the Berlin wall was then constructel®il.

1948-1949 saw the re-writing of Germany’s constitutand elections took place for the
regional (L&nder) governments, which possesseddenable power, particularly in
matters such as culture and education. In 1949t G/esnany saw the potential for
Europe and became a member of the Organisatidauimpean Economic Cooperation
(OEEC) and in March 1951, the occupation statute igised. A month later it joined the
European Coal and Steel Community (ECSC) and tlasimg May, it became a full
member of the Council of Europe.

Chancellor Konrad Adenauer’s time in office wasippes as the population experienced
an economic boom, living conditions drastically noned and people even began to afford
luxuries. He was considered to be bringing positiback to Germany and German society
began to cast Nazism to the past. Adenauer wasprepared to include former Nazis in
his cabinet, which was a strong indication of Gerymreadiness to integrate former

Nazis back into society.

The American influence and involvement in the restauction of Germany, namely
through the Marshall Plan, was significant. Withaam to reintegrate Germany into a
peace-loving world community as well as to negettats integration through the allied
powers, America involved itself in the re-educatpmticy of Germany. After the German
defeat, America feared the ideological legacy, gmes educational institutions and the
American Youth Work Programme, with new ideals aodtent developed as a central
part of educational policy in postwar Germany. Glaeg also suggests that the US sought
to tie the re-education of Germany with its ownifoedl traditions and cold war goals
(Greenburg, 2011). Finding reliable and trustwortbifaborators was challenging, but
America found the churches to be compatible pastaad thus preserved it as an
influential factor in the reconstruction of Germaiygene Anderson of the US Division
of Cultural Cooperation State Department maintaithedview that the generation of 25-45
year olds was a lost generation that had beenllyraféected by war combat and others
were shut out of intellectual and cultural life dogheir Nazi past. However, if the
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younger generation would be the ones to lead Ggrrmamy from its unpleasant past,
adequate education would need to be offered frasngémeration. He asked for intensified
support to the Germans because they were unabldblish a new intellectual orientation
under their own initiative (Fuessel & Wegner, 1996)

In 1948, student resentment towards the Commuuibkbaties at the University of Berlin
reached a high and the US authorities, under pre$sam the local activists, considered
expanding their education policy to create a neivarsity to serve as a centre for
democratic intellectual life. The Americans ques#éid the role that German intellectuals
and universities would have in the process of retrantion and even in the oldest of
German universities, such as Heidelberg, the poisgdinding democratic traditions in
deeply nazified institutions was unlikely (Greerdpu2011). Richard Alexander,
Supervisor of the Civil Administration Branch, higjinted a pessimistic attitude to the
Germans’ lack of capacity to create such an ingiitusince they were almost completely
lacking in entirely democratic professors and ssgggethe initiative was abandoned. Carl
J. Friedrich, an important early intellectual o# ttold war, sought support and maintained
that a semi-independent, semi-state run univensityhich the state and intellectuals
would work together was fundamental for the creatiba democracy. He regarded
universities as an inseparable component of thetitotional order. Consequently, the
Freie Universitat Berlin was founded after the @8wed the funding and, with work
starting in June 1948, it became Germany’s firstear university. Heidelberg re-opened
in the autumn of 1945 with assistance from the HahProfessor of Sociology, Edward Y.
Hartshorne. Diplomats and academics sought toegehibrid educational institution that
would characterise the ‘cold war university’. Dgithe cold war, ad-hoc intellectual and
institutional networks that were established dutimg Second World War were
consolidated and lived on. At the end of the Sedaiodld war, universities, the
government and large philanthropic foundations iooietd to further develop their
collaboration, blurring boundaries and creating‘todd war university'. In the global
struggle against Communism, universities took thigative to study foreign lands and
languages to prepare the groundwork for governmelnties and provide the government
with the knowledge it needed to fight the cold warthis context, the Ford Foundation
began to support research in numerous US univesdgitiring the 1950s. August Wilhelm
Fehling, former representative of the Rockafelleudation, was flown to Germany by
the British to ensure that the board at Heidellergld be dominated by politicians and
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public figures rather than academics. In DecemBd® 1the President of Colombia
University Dwight Eisenhower, persuaded both academd philanthropic US
organisations to support the Free University, anduly 1950, the board at the Ford
Foundation, comprising of officials of the US ocatipn in Germany and of Heidelberg
and Berlin graduates, granted it $1.3million. Tleed#-oundation had also financed post-
war research and publications of Friedrich. HerogdAI made a personal visit to Berlin,
where he granted Heidelberg a further $1million &rsbon became a worldwide model
for US educational initiatives (Fulbrook, 2015).

Most other German universities then opened in pineg of 1946 and within a year were
oversubscribed, but understaffed and many with dgeh®uildings. By 1947, the absolute
limit on enroliments had been reached and every@eruniversity in the three Western
zones had an increase in enrollments from 50%-5@0f@w university under French
protection was founded in Mainz. The increase mokments was due to the backlog of
students who had not had the opportunity to atteredto the war, and later, the increased
income during the economic boom years of the 19%5@sally, when German industry was
running at lower levels, there were fewer jobs lade¢, so going to university became an
attractive alternative to work. The denazificatmmocess had great impacts on German
universities, since it was almost impossible toknatra German university without being a
member of the Nationalist Socialist Party. As Stastitutions, faculty members were

vulnerable to pressure from the Party (Havighurd48).

France

In 1945, France saw the need for social changenati@nal necessity rather than
only political action. Following the Second Worldawy the social implications that the two
wars had brought had become apparent, and higatg@sid the upper middle class were
beginning to feel nostalgia for the “retour & I';et* of the belle époque during the
interwar years. In December 1945, appointed by IEbale Gaulle, Jean Monnet devised a
five-year plan to re-equip and modernise the Freaadmomy, beginning first by building

up production to 25% above its 1929-level. Puratgpiower had dropped by 30% due to

1 ‘Return to order': After the First World War, itas felt that there was a need to return to sintpliilife
and culture, which was predominantly promoted bgtarn to neo-classicism in the artistic world, fadnich
also brought a return to nationalist attitudes nymeerally.
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increased inflation and basic necessities werbantsupply. It was not until 1947 that

Monnet’s plan would be implemented.

In April-May 1945, women were able to vote for firet time and thus, newspapers
produced articles on the need to teach women gimbitics. A tripartite cooperation of the
three deputies of the Communists, the MRP (MouveémReépublicain Populaire — the
Popular Republican Movement) and the Socialistskagthroughout 1946 to prepare a
basis for the restructuring of society and planttier future. However, Communist opinion
grew, which led the MRP and the Socialists to maweay from the Communists, creating
a divide within themselves. By 1947 the presendb@®iCold War was felt and French
politics was reconfigured as a result. De Gaullmedack into power, challenging the
Left-wing majority and reformulating the ideologlmationalism. In June 1947, American
aid came in the form of the Marshall Plan, whichriee accepted. However, it meant that
the Rassemblement du Peuple Francais (Commundtph&formulate an anti-American,
anti-capitalist and anti-colonial policy, breakidgcisively the previous years of
collaboration with the Socialists and the MRP. Adthnericanism continued into the
1950s, particularly among technocratics and intali@s. Strike action followed due to the
decline in the standard of living and the increiasthe cost of living. By 1948, a year of

social conflict had passed and tensions betweepéties continued to mount.

Nevertheless, in 1949, France experienced an edorimom with increased consumer
spending, brought about by an increased confidénoe better technology, notably the
development of the car industry. Large investmé&ots the Marshall Plan during the first
Monnet Plan regenerated French heavy industry. Misfirst plan (1947-1952) achieved
the pre-war rate of industry, while the second @2957) aimed at exceeding growth by
25% and, in real terms, by half way through thenpibhad already exceeded by 50%. It
was noted that France had the highest ‘per cagat@sumption in Europe.

Although the economic boom appeared to be a rdoipguccess, it was coupled with
political collapse. Between 1945 and 1958, theckbeen 22 different governments lasting
between a few days to a maximum of 15 months. Hewe&0 of these governments had
recycled ministers from the non-Communist Left #&melCentre, leading to more
continuity than change. Negatively-speaking, tloyekng of ministers highlighted the
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lack of flexibility in political discourse, wheregeeements were seldom reached to form

coherent coalitions.

During the 1950s, France faced the displacemeeantife villages during the Algerian war,
with large flows of migrants to the mainland. Araub0,000 Algerians created
communities within the Parisian suburbs (‘Bidor@/jl] living in slum-conditions. The
migration was due to pull factors linked to them@mmic boom occurring at the time in
France, which expanded further than Algeria to Mooand Tunisia. France also
experienced an increase in migration from Portdgaihg the 1960s as France faced

notable immigration problems throughout the 195@$ H60s.

In 1958, a new party of De Gaulle was formed: Urponr la Nouvelle République
(UNR), ruling until 1965 when Francois Mitterandsv@ected in the presidential polls.
Overall, the period 1946-1975 was characterisetheyotion of “Les deux Francé?;in
which one was underdeveloped and maintaining ipsar the past, while the other
developed into a confident and affluent countrariée was beginning to accept the
century, but people still had different opinion®abthe kind of century they wanted it to
be.

In France the ideologies of a Federal Europe weaechwith difficulty under
Charles De Gaulle, as well as against the backafrspcial and economic suffering after
the Second World War. It was the Cold War that ghduEuropean ideas into a national
light in 1948 when small committees were formede Qommunists created the
International Peace Organisation (Mouvement dealg)Ragainst the American atomic
bomb and Western colonialism, and against the Nattdmtic Treaty Organisation
(NATO), which formed after the deepening East-Weestis and the Communist seizure of
Czechoslovakia and the East-West division of GegmBaropean ideologies provided an

exit route from the Cold War that was not military.

The German-turned-French Prime Minister (1947) Ro®ehuman went against the
resistance to Europe and it can be said that takidantity and experience of two nations
lead him to effectively respond to EuropeanismMiay 1950 during his office as Minister
of Foreign Affairs (1948-1952) he proposed the toscof the European Coal and Steel

2 The two Frances
87



Community (ECSC). It faced opposition from the Coanmists and the Gaullists for being
supranational, and rejected by the iron and steelyzers in the employers’ federation.
However, since the five-year plan drawn up by Mannet was a success, and
nationalised industries and steel consumers fon@ddiea of open access appealing, the
initiative was implemented. Schuman collaboratedely with Paul-Henri Spaak, the
Belgian Socialist, with Konrad Adenauer, the West@an Catholic Democrat, and with
the Italian Alcide de Gasperi. All four countrigdiis Luxembourg and the Netherlands,
signed the Treaty for the creation of the ECSCandon 18 April 1951.

Writing in 1951, Talon explains that the educatsgstem in France was managed
by the Ministry of National Education, where thenmter delegated power to seventeen
‘recteurs’ (rectors), who inspect the primary aadodary schools. The rectors liaised
between primary, secondary and university educasind appointed ‘inspecteurs
d’académie’, who directed the primary schools, ‘gederal inspectors’, who oversaw the
primary and secondary teaching across France. @h&yred the minister’s wishes were
enforced (Talon, 1951). As for universities, thegre'managed as if they were another
government department, which unfortunately alsonh#aat little could be implemented
without having to first approach the governmentadreng corps were represented on
advisory boards, which were often staffed with didprofessors and tended to exert a

conservative influence (Osgood, 1966).

From 1944 onwards, France came very close to acaéidnal revolution and was still in
search of a general transformation of its educatymtem. This is due to the events France
had experienced, the political circumstances, tirdmifficulties and problems raised by
the increase in population. Education became #&opat in the 1960s, and in 1966, not a
week went by when leading newspaper or periodichhdt bring up the issue of education
(Gal, 1961).

France experienced structural reforms in 1959, E6B1975, which were part of the
global process of democratisation of educatiorr éfie Second World War, affecting
principally the Western European countries. ThehBiet Reform of 1959 increased the age
of compulsory education to sixteen and made entthid lycée by ‘observation and
guidance’ and created an observation cycle fofiteetwo years of secondary education.
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The Fouchet-Capelle Reform of 1963 lengtheneddytte over another two years,
creating a 5+4+3 structure rather than the previgtisstructure (Resnik, 2007).

In 1951, there were seventeen universities in F&aRaris, Aix-Marseilles, Algiers,
Besancon, Lyon, Montpellier, Nancy, Poitiers, Renr&rasbourg, Toulouse, Bordeaux,
Caen, Clermont-Ferrand, Dijon, Grenoble and Lilheaddition, there were four private
Catholic universities at Lille, Angers, Lyon andulaeuse. The majority of universities
comprised four faculties: literature, science, Ewd medicine, and liaisons between them
were managed by the university council. The uniteruncil comprised the four deans
and eight professors (two from each faculty). Tieeteur’ was the chairman of the
council, a representative of the minister, who &yad the wishes of the minister to the
university and the wishes of the university to skete. Teachers were teachers of
secondary school, who were imminently to compledecorate, and students were

admitted upon completion of the baccalaureate (T,al651).

In 1948, a ‘probation year’ was introduced to pdevstudents with the opportunity to
widen their general knowledge before specialisirrtstudies (Talon, 1951; Gal, 1961).
This also provided the university with the possipibf identifying students who would not
be suitable for advanced studies. Students theirestdor the ‘Licence’ in literature,
science or law, with the majority completing ing&rto four years, but occasionally very
able students passed within two years. Once theéyhtined the ‘Licence’, they could
continue to study for the ‘Agrégation’ to becomaders, or carry out research for a
doctorate. There were two types of doctorate: eiméversity doctorate’, which was easier
and for which the thesis did not require extensesearch; and the ‘state doctorate’, which
was obtained by university teachers and requiredraéyears of research and two theses
(a principal thesis, and a secondary thesis). $tsdeere not obliged to attend lectures,
and many studied on a part-time basis while workingustain themselves financially
(Talon, 1951).

University registrations rose steeply from 202,062959-1960 to 615,300 in 1969-1970.
The increase was due to the country’s demograpkiargence, the demands of an
increasingly complex and industrialised societyd&ard, 2005)The sharp increase in
students implied overcrowded lecture theatresatibs, student accommodation and
refectories. They were accommodated in overspilliifges that were built quickly on
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suburban sites with no leisure facilities. Oncealshis entered the university, they relied on
teaching, administration and discipline that did cansider the social and cultural changes

occurring in the wider society.

The importance of a university degree for the Fngoeople meant an increased population
led to increased registrations. Graduation fromafrtee ‘Grandes Ecoles’ was seen as the
key to success in positions within the civil seevand private companies (Osgood, 1966).
Until the 1960s, private companies commonly soutbed managers and engineers from
the ‘Grandes Ecoles’. There was a renowned mistetsteen the universities and private
companies and university courses were generallygoagion for work in the public sector.
When student numbers increased, and the numberbtitsector jobs decreased,
universities and the private sector were forcefinth common ground, facilitated by the

government (Lamoure, 1992).

The centralisation of universities led to the growt numbers and prestige of the
University of Paris, which became detrimental t® pinovincial universities. Students
flocked to the capital city, which had become aellactual hub. It was felt that, without a
degree from a Parisian university, there was lpg®dunity on the labour market.
Provincial universities were consequently encoulldgecreate specialisations to attract the
best students in certain sectors. However, in seays, the problem resolved itself
because universities were so overcrowded and tteo€diving in Paris was so high. This
increased the numbers of registrations in provinoaersities as well as increasing
numbers of high quality professors taking up possgiat provincial universities.
Nevertheless, in 1966, some 30% of university sitglim France were still concentrated in
Paris.

A series of new faculties were opened in ParishieyMlinistry of Education under Charles
De Gaulle, including at Nanterre near the ‘Bidolegl, and within the provinces numerous
new universities were created. Youth activity wasrsas a clear sign of French social
renaissance following the war. France publishe@-pdge booklet on the governments
youth policies, which it distributed abroad in JUrg65 as an example of how well France
was facing the question of post-war youth, when&heericans and British were
preoccupied with youth delinquency and drop-outsughout the 1950s. In 1967, drastic
increases in unemployment, from 270,000 to 470¢p68ted widespread concerns,
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particularly among those lacking in social proteatiThe insecurity gave the student

protests momentum, which occurred in 1968.

However, students were setting up political groupduding the solidarity Vietnam
committees, the Communist student organisationJ¢@esse Communiste
Révolutionnaire, the latter of which participatada demonstration in Liege against
American imperialism. A student was killed by peliduring the demonstration and 20,000
students demonstrated solidarity at his funeradléfice was a strategy that created a
divided opinion among the students, but violenivitgtwas becoming increasingly present
and by May-June 1968, they were in full force. &ntd demonstrated for the right to
political activity and male access to female accadation. The students were then joined
by workers, which led to trouble for Charles De (Bgwho was replaced by Georges
Pompidou. Following the revolt, the general conssngas that the university system
required reform and the new Minister of Educatidgar Faure, consequently proposed
reforms that would lead to the participation of thierent grades of teachers,
administrators and students, and gave univergtiester autonomy to create their own

learning programmes.

In the sector of teacher training after the Sedswalld War, the baccalaureate was made
compulsory for primary school teaching, as welbas to two years’ professional teacher
training. In 1951, the ‘Certificat d’Aptitute a liHseignement du Second Degré (Secondary
School Teaching Certificate) was introduced foroselary school teaching, for those
teachers not already holding the ‘Agrégation’ deg#e year of practical training after the
degree was compulsory. Unfortunately, a shortadeawfhers to meet the growing
population put the brakes on such efforts, as asthe tendency for students to stay in
education beyond the compulsory age. A number lodtgute teachers with only limited
training had to be recruited to cover the shorege®increasing number of students (Gal,
1961).

Adult education also received particular attenaod universities began to offer adult

education opportunities for the professional degwedent of the population, which was

important for the economic development of the couf®al, 1961)Vocational and

technical training was also emphasised in the mastperiod. Workers were encouraged to

study towards the highest qualification they weapable of obtaining, and careers services
91



were set up at national, regional and local lewdhtilitate professional development.
Opportunities for vocational training were advastishrough the media and on the radio.

In particular, the France-Inter radio station weted students and parents to phone in their
gueries on aspects of education, technical traiampossibilities of advancement. The
service was staffed by counsellors. It was notedigver, that students had to be prepared
to study away from home because not every institubiffered vocational and technical

training courses (Dundas-Grant, 1985).

Italy

In post-war Italy, there were two opposing frornke Christian Democrats with
America, and the Communists with Russia. The cguated social struggles as inflation
rose after the war and there was increasing ungmant as soldiers returned from the
war, which led to social unrest in the summer amdran of 1946. The level of industry
was less than a third of its production in 1938efBhwas much expectation laid on the Left
political party, and a great expectation for soaiadl economic reform, but many remained
disappointed with its performance. In the sprind @46, a general election took place,
which was the first free general election for tweygars and in which the population voted
simultaneously for the representatives to the Gestt Assembly, as well as a
referendum between the monarchy and a republicr@dt of the referendum was a win
for the republic, 54.2% against 45.8% for the mohgy and Enrico De Nicola was voted
Head of State. The Christian Democrats won theieleded by Alcide De Gasperi, but
they were forced to form a coalition and the refugpent the following eighteen months
drawing up the republican constitution. There wagated debate on education within the
discussions on defining the new Republic. Thisttethe formation of a school open to all,
free and compulsory for at least eight years, il to open private schools, and greater
accessibility to higher education across all ofestyoCappa, 2015).

In 1947, Italy lost its colonies and owed $360 imillin reparations to Russia, Greece,
Yugoslavia, Albania and Ethiopia. Off May, De Gasperi was advised by George
Marshall to govern without the Communists, and 8% May De Gasperi resigned. In
1948, ltaly received $176 million in the first terenonths, with which new bridges,
schools and hospitals were built. It was made c¢te#ne Italian people that such

reconstruction could take place thanks to Amereidn George Marshall in turn made it
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clear that in the event that Communists returnqubtitics, the aid would immediately
stop, and there was great advocacy for the ChmifiEmocrats. The Christian Democrats

then won the next election in 1948 and began ttuat@the possibilities for reform.

The Americans’ European Recovery Plan was higlggiBcant for Italy, as its
objective was ‘to strengthen Italy economically gaditically so that truly democratic
elements of the country can withstand the forcasttireaten to sweep them into a new
totalitarianism’ (Ginsborg, 1990). Overall, Amenicefluence had a notable effect on
Italy, which had been seen by the tens and thogsaiitialians migrating to the US for
over a century before. Italy’s closeness to theNdS established early on, and reinforced
by the outbreak of the Cold War and by Americanceaidng the 1948 election. After the
war, as the world became ever more divided, arigdtanti-Communism levels became
high, De Gasperi was under pressure to lead littyNATO, which he did in 1949.
American directives were carefully followed by {tato the point where Italy was
considered to be America’s most faithful ally angeissues that had major implications
for Italian sovereignty were not debated heavilgtviBen 1948 and 1952, Italy received
more than $1.4 million from the European RecovangPamme, which constituted 11%
of the total funds allocated to Europe. 80% ofyleafunds were granted as goods, while
20% were loans on favourable terms. Marshall gidegented 2% of Italy’'s GDP between
1948 and 1952, which provided an important aspeltaly’s economic development
(Ginsborg, 1990).

Although American influence in the creation of Epean Economic Cooperation was
strong, it was De Gasperi’'s commitment to the Eaappproject, along with Schuman and
Adenauer, which propelled Italy into the Europeeana. He believed in the political
federation of European States for its aim to fopeace after half a century of war, and
because economic union with northern Europe worddige solutions to structural
problems in Italy’s economy, notably the unemploytrend underdevelopment occurring
in the south of Italy. When the European Coal areISCommunity was founded, De
Gasperi did not hesitate in pushing for Italiantiggration, which was followed by the
European Defence Community in 1951. He was heavillyenced by the European
Federalist Movement led by Altiero Spinelli, andvsan opportunity to unite a political

union alongside a military one.
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In 1953, Italy saw another general election, wisengport for the Christian Democrats fell
to 31.1% and political allies had to be sought,dmatlitions came and went in an unstable
political environment. The 1953-election marked ¢he of De Gasperi’s political career
and neo-Fascists emerged in Italian politics. Dep&a died shortly afterwards. His
successor, Pella, was not a Europeanist, whichda@y Italy’s dynamic and idealist
involvement, even though Italy continued to begaigicant contributor to the project of

European unification.

Nevertheless, during the 1950s, the Christian Deatscleveloped their state system,
which amongst other activities, built a new conseeria Italian society. The Christian
Democrats believed in ‘the liberty of the individiuand of the firm, the unfettered
development of technology and consumer capitaléesrd,the free play of market forces’
(Ginsborg, 1990)The Christian Democrats turned their attentiorhitternal formation

of the state and on their internal growth. Theydpied an overall plan for the economy in
1954, in which the Minister of Finance compiledethiobjectives for 1955-1964: full
employment; gradual reduction of the economic gatvben north and south; the
elimination of the balance of payments deficit. Bma was to encourage growth while
maintaining government control of economic pri@sti Unfortunately, this coincided with
the establishment of a common market and Italigrepreneurs found the common market

to be more beneficial for production and the expbxtertain goods.

Throughout the 1950s, the longstanding influencéhefCatholic Church continued to
have a strong presence within society, and relgegaucation was compulsory in state
schools, which gave the church access to childreeinhforce the social message of the
sanctity of the Christian family. The family waseseas the first form of social
organisation and the first school. Universitiesaveriginally run by the church, and until
the eighteenth century, the church enjoyed a mdgopdtalian education, but in the
nineteenth century the involvement of the state wisieduced. Even into the 1960s, there
was a strong belief in some that education sharthin in the hands of the church. The
Vatican had always maintained that the modern stadeld be denied the right of shaping
consciences, its principle being that “there arg tmo rights to education, a natural one of
the family, and a supranational one of the Cathoharch” (Scarangello, 196Before the
unification of Italy in 1861, the Catholic Churclasvthe centralised body of Italy and
therefore controlled education across the Italtates on a supranational basis. The Italian
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education system was created during the politindlaation of Italy, which consisted of
the difficult task held by the ruling classes tafythe states by adopting the
administrative structure of the Piedmontese regidnch was heavily influenced by the
French system. The resulting system became vetyatised and hierarchical, with central
power in the provinces and little autonomy at Idegkl. The education system mirrored
this structure, in the form of a pyramid, reproduggcihe class-system structure. Secondary
education led to two paths, either to universitytaothe labour market via vocational
training institutes (Moscati, 1985). After the uadtion, although religion maintained its
importance in schools and nurseries, it lost itsgran this respect, but Catholism
remained stong. It can be said that the 1950sin Were characterised by a combination
of Catholicism, Americanism — with popular Americauiture dominant among the Italian
youth — and anti-Communism, which, despite someitalele tensions between the three,

provided a platform for the ruling ideology.

In the 1950s, Italy was still a rather underdevetbpountry with most Italians
earning in the traditional sectors such as aguceltEmigration by Italian nationals in
search of the ‘new world’ was notable after the watil 1957. 1.1 million more ltalians
left without returning compared to those who retatnAround 840,000 permanently left
for Northern Europe, mainly to France, Switzerland Belgium, but tended to stay for
shorter periods in seek of temporary arrangemanrisglthe difficult period in Italy.
Emigration reduced sharply in the 1960s, but resuagain between 1967 and 1971.

There were also strong internal migratory flowsrirthe South to the North of Italy.

Nevertheless, the 1950s saw great investment®iretirganisation, renovation and
development of industries, particularly since MatsAid was directed at factories.
However, American involvement in the factories temta climax on February 1954
when the American Ambassador Clare Booth Luce nitet IAT’s managing director
Vittorio Valletta to declare that despite the fioah sacrifices made by the USA in the
form of over $1000 million, Communism in Italy agped to be fostering further rather
than declining. Valletta responded by assuring tiat300 new workers each year were
trained by the companies’ professional schools,thatthe ‘turbulent elements’ had been
sacked (Ginsborg, 1990).
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Economic integration of the key industrial courgrireade way for an ‘economic miracle’
in Italy from 1950-1970, with trade in manufactuigabds increasing as Fordism (the
automated mass production of consumer goods) sklyis ability to compete was
assisted by new sources of energy and the tranafmnmof its steel industry. The
economic boom would not have been possible, howextdrout the low wages provided
to labourers as Italy took advantage of high uneympknt to offer employment with lower
pay. Unfortunately, there was a great imbalancevdet consumer production and the
provision of social necessities, such as schoolspikals, public transport and low-cost

housing, which all lagged behind in development.

Amongst the social classes benefitting from thergenic miracle’, Italians saw a change
in their everyday life with regard to consumer hgfdeisure activities and family life.
More money was spent on luxuries, which changeidgaibits as more was spent on
meat and dairy products, and women’s fashion chléirijeose who could afford it,
compensated the lack of necessities mentioned abgyairchasing cars, investing in
private medical care and nurseries. More famili@aex televisions, but it was controlled
by the Christian Democrats and influenced by theath The ideal image of women in
society became that of a housewife, endeavourimgte smartly-dressed, well-behaved
children, with a house full of consumer producthjcli lowered the number of women in

the workforce and further removed them from thetjgsal and public life of Italy.

In the late 1950s, there were 23 state universiidtsly, which were located in the
famous medieval cities including Bologna, Paduan&j Rome and Pisa, as well as in
most major cities, even those less well-known, saglagliari, Catania, Macerata and
Sassari. There were also several private univessisiuch as the Catholic University of the
Sacred Heart of Milan, the Free University of Cam@and the Free University of Urbino.
Special institutes also provided university levdieation, including the Higher Institute of
Economics and Commerce in Venice, the Higher Qaldnstitute of Naples, the Naval
Institute of Naples and the L. Bocconi Universifyg@onomics and Commerce of Milan,
the Sister Orsola Benincasa Higher Teachers’ utstiof Naples, the Higher Teachers’
Institute of Genoa, the Maria SS Assunta Higherchess’ Institute of Rome, and the
Higher Teachers’ Institutes of Salerno and Catdniaddition, there were a series of fine
arts and music schools at university level, buhauit official university status. The main
issue facing the Italian universities during th&@®were the increasing numbers of
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students, which in 1937 was around 75,000 and %7,1812,000 (Scarangello, 195The
University of Rome had the highest number at 35,00@ most common degree taken

was Law, due to the greater opportunities it prestigvithin the civil service.

Education across all levels was directed by theidttiyp of Public Instruction in Rome,

with public funds amounting to 80% of the total tsoscurred by universities, but despite
the heavy state involvement on a financial levehdemic freedom remained the
cornerstone of Italian higher education. The ursims are governed by a university
council consisting of the university’s full profess, who elect the rector every three years.
A dean for each faculty is also elected every tlyase's. A faculty council then planned
courses, designated teachers and governed theahtdfairs of the faculty, and an
academic council oversaw the operational aspedtseaiiniversity. Overall, the professors
had ample opportunity to raise their opinions (8ongello, 1957). The academic quality of
university staff was renowned for being exceptibniaigh due to the competitive
examinations imposed by the education system. €gece awarded was, and still is, the
‘Laurea’, classes were not compulsory and ther@wercampus universities. Instead,

university faculties were scattered across the city

In the 1960s, political instability came in therfoof the Tambroni government,
which sparked protests in Genova. Tramboni attedhot@ssert his authority, giving the
police the power to shoot in emergency situatiasch was implemented more often
than necessary on anti-Fascist and anti-governdemonstrators. The Christian
Democrats sought to replace Tambroni as soon asp@sand with a push from America
towards the Centre-Left, Fanfani took over. He imaged to Washington in June 1961,
where he was informed that the USA would be watglaittentively the developments in
Italy. A series of reforms were introduced to rgctihe imbalances between state and
citizen, and private and social consumption, agibreal governments were introduced.
Provision was to be made for building schools, nmedeng the education system and
revising social and health care. In 1962, Fanfegated a Centre-Left government
consisting of Christian Democrats, Social Democaats Publicans. The Socialists did not
form part of the government until December 1963wkleer, the government had failed to
respond to the needs of the country and by 1968 ctioe action began to take place

against the lack of development, in a protest mardrthat was the most profound and
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long-lasting in Europe. Beginning in the schoold aniversities, it quickly spread to the

workforce in factories, and then to society ingigirety.

The protests in schools were sparked by the edunatreforms of the 1960s, in which the
compulsory age for school leavers was introducddwaseen, which doubled the number
of students between 1959 and 1969, creating a etag=stion system. Furthermore, in
1962 and 1969, the pressure of social demand fginddiEducation led the government to
open all faculties to anyone who had completedeyear senior secondary school course
(Moscati, 2000)This gave rise to inadequate facilities, teachaning and institutions.
More students continued their studies to univelsigl, which increased enroliments from
268,000 in 1960 to 450,000 in 1968. This produaedg problems of provision since the
last university reform had taken place in 1923.18¢8, the University of Rome had
60,000 students, Naples had 50,000 and Bari h&®@0but all were designed to hold a
capacity of 5,000. The number of professors wasfiiegent, and those that did teach also
practiced their professions (lawyers, doctors, iéects etc.). There was no student-staff
interaction, and there were no state grants, ex@épt reserved for the academically
gifted, so families were expected to maintain tiuelents through university or they found
part-time work. However, the working students wieegjuently unable to fulfil the
minimum study requirements, which led to a highpdooit rate. By 1966, 81% of students
with a secondary school diploma went to univerdityt, only 44% graduated. Although
university was open to everyone, it was heavilfawvour of students with financial

support. With high numbers of students at universitere was qualification inflation as
there were not enough jobs available to the gradusly produced, which also fuelled the
revolts of 1968.

Benelux (Belgium, the Netherlands and Luxembourg)

During the post-war period in the Benelux countf{@slgium, the Netherlands and
Luxembourg), it was hoped a spirit of reconstruttiath forward-thinking organisations

would bring about the depillarisation of the 193@sicture.

The Communists began to gain momentum in prestigepapularity in the late 1940s,

following the 1948 coup in Czechoslovakia, whiahited the growth of the Communist

party and was further reinforced by the Soviet giwa of Hungary in 1956. Communists
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began enter into government in Belgium and Sod¢salisthe Dutch government. The
Catholic parties moved to the Left to become CianisDemocrat parties, which caused
Liberal parties to be stranded. Their middle-cideslogies on ‘free-thinking’ and
individual rights were not in line with the reconsttive approach that was characterising
the period, through the rebuilding of social cobesrestoring legitimate public order, and
politically managing social and economic problehmeagh welfare legislation and

collective bargaining (Arblaster, 2012).

In Belgium, the questioning of the future of themarchy, together with the
funding of secondary education, clouded the focudepillarisation. The king, who had
been deported by the Germans as hostage in tir@atewvas to return to Belgium.
However, in the past he had not respected the ibatnst by defying the advice of his
ministers and staying with his troops, by seekmmgeet Hitler to plead for clemency for
his conquered people, by his entourage having atdhian pipe dreams and by marrying
his children’s governess without consent from theisters. Overall, his actions raised
concern over his ability to reign and the situattanised Belgium to see nine governments
between 1945 and 1950. Both the Communists andl&isisaw the opportunity for a
republic. In 1950, a referendum was won with ahtligajority by the monarchy and a
general election was won by the Christian Democtaepold returned to Belgium, but
after violent strike action almost sparking a cwdr, he abdicated in 1951 and left the

throne to his twenty-year old son, Boudewijn.

Before the great wars, the Dutch focused on safdqgcolonial possessions and
on gaining a leading position in international &ahd finance. During the First World
War, the Netherlands managed to maintain its nigyttawards the power blocs in
Europe, but she was occupied by Nazi Germany duhiegGecond World War. Almost

80% of the Jewish population in the Netherlandsevparsecutetf

Indonesia was included in these Dutch colonial @ssiens, but at the end of the Second
World War, Indonesian nationalists had caused ifngitio break out. The British insisted
that the Dutch resolve the fighting by setting Upasely federated Indonesian
commonwealth under Dutch rule. However, there wasg resistance from the

13The Education System in the Netherlands 20Qfich Eurydice Unit, Ministry of Education, Culeuand
Science, The Hague, 2005
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Indonesian President Sukarno, who rejected fedenaind there were ongoing attempts by
the Communists to seize power. The situation hlaglaary impact on the Netherlands from
the point of view of manpower and funding. From 89458, the Netherlands was run by
coalitions of the Labour Party and Catholic Parg aeither party had any particular
interest in colonialism. Nevertheless, surrendensa a gesture of failure and weakness,
and the Indonesian raw materials industry was lisefoost-war reconstruction. Jakarta
was then reoccupied and Sukarno was captured, $and UN intervention forced the
Dutch to stand down. Belgium did not escape conétions on the subject of colonialism
and in 1959, strikes and demonstrations took pgla€ongo in demand of its

independence from Belgium, which became a viokewifi-faceted civil war over the

post-colonial balance of power.

In the spirit of reconstruction, there was a delsyréhe Benelux countries to create
peace and promote prosperity. Treaties betweetitBe countries were drawn up in 1948,
which proved a willing to overcome national diffeces and rivalries, and weaken the
protectionist attitude that had formed on the rielng of Europe’s economies. Together
they were also able to take advantage of more MérBkan funding than they would have
done as independent states. The original aimseoBémelux union provided the
opportunity for the Belgian banks to extend credih which the Dutch could re-equip
their industries with orders to Belgian firms. B§5B, Benelux was a full economic union.

However, while at the same time the European utgiits were being formed (the
European Coal and Steel Community in 1952, Euratob®57 and the European
Economic Community in 1958), the significance ¢ tinion was belittled. Nevertheless,
Benelux was a strong advocate of integration anonyand formed strong alliances with
France and the UK, also joining NATO. Benelux aspported the founding of the
International Court of Justice in The Hague in 1848 the United Nations Organsation in
1949. The Dutch Foreign Minister J. W. Beyen argdBelgian counterpart Paul-Henri
Spaak played important roles in furthering Europi@éegration, especially as mediators in
the French-German compromises that allowed thetyftd&dRome to be signed in 1957.
Beyen was known, in particular, for pushing for dtoenmon market, which would give the

Dutch free access to French and German markets.
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Luxembourg played a prominent role in the constomcdf Europe and its
involvement in the process was rarely questioneiishyoliticians or by the population.
Luxembourg was renowned for its intermediary radeneen the larger States, notably
between France and Germany. This role of medidtaracterised its nationality and
avoided the need to force its population to chdmteeen its neighbours. Luxembourg

also hosted an EU institution, the European Cdulusetice.

Between 1940 and the mid-1970s, the Benelux saat grgprovements in the welfare of
the states and by the 1960s, rising wages and mmimcomes led to popular
consumerism, based on the American model. An ecanbboom saw white goods,

technology for all and popular entertainment becameeasingly present across society.

In 1967, the principal structure of universitiedBiealgium had not changed since
1936. It had always been a fundamental belief ilgiBm that the right of the individual to
protect his own freedom, property, religious baljefustoms and traditions, and therefore,
article 17 of the constitution explicitly statesttieducation is free; any attempt to curtail
this freedom is prohibited and offences in thigdiiton are punishable by law” (Mallinson,
1967). This means that anyone in Belgium has tji# to open a school, and children are
not obliged to attend school. Parents can makenalige arrangements such as home
schooling. In practice, the schools were managedaaintained by the state, the
provinces, the townships or the Catholic Churchcakding to Mallinson in 1967, almost

60% of Belgian students were enrolled at Cathaiwsls.

The bi-lingual divide in Belgium further complicateducation. The linguistic border was
established by law in 1962, with the North beinfictdlly Dutch-speaking (Flemish) and
the South, French-speaking (Walloons). Brusselarbeaofficially bi-lingual. The Flemish
were predominantly Catholic in their views, righirg in politics, and had mainly engaged
in agriculture. They are proud of their Flemishtaté and identity, and defend their
linguistic and cultural rights. The Walloons wermgture of Catholic, Liberals and
Socialists. In addition to agriculture, they alsmaged in industrial occupations and were
conscious of the superiority of the French languagmpared to Dutch, even though they
represented the minority (in 1967, 60% of the stpopulation was Flemish). With such
tensions, the state could only play the refereesaett to reconcile conflicting interests,
which made it difficult to implement a common ediima system. The state could only
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impose a broad set of principles to maintain aagetevel of consistency among each

individual’'s education.

The Belgian population was particularly engageddacation as a political issue.
Teachers, students and parents are acutely awpditidal issues, especially the role that
education has played, and will continue to playqisiher life. In this context, Belgians

were renowned for defending their rights as hesges them.

According to Mallison’s account of universitiesBelgium in 1967, there were four
universities, plus eleven other institutions teaghiourses at university level, which
therefore received subsidies from the state (Mslim 1967). The two state-controlled
universities were the University of Ghent for tHerRish-speaking population and the
University of Liege for the French-speakers. Theeee two “free” universities, which
were not state-controlled, and historically Catholihese were the University of Louvain,
founded in 1425, which insisted that all its persglrwere Catholic, and the Free
University of Brussels$? founded in 1834, which admitted anyone qualifieéttend. Both

universities ran parallel courses in Flemish arehEhn.

Until 1965, it was sufficient for students to comlgl the full secondary school course to be
admitted to a university, but after 1965, an erdeagxam was introduced, which kept
overcrowding under control. University degrees wgarerally four to five years in

duration, with the exception of medicine and dentjsvhich were six to seven years.

There had always been two main tensions facingi&elgniversities: the relationship
between the state and the church, and bi-lingualgmch brought about the need to re-
evaluate the co-existence of public and privatétirt®ons. On 28 November 1958, the
three main Belgian parties (the Socialists, theetals and the Christian Democrats) came
to the informal agreement, known as the ‘pacteass®)| that if Belgium wanted to
compete on a higher level to strengthen the westerid, it had to create a coherent
policy for education, and the cultural developmafdngside material growth, needed to
be accelerated. The compulsory leaving age in diduceose and there was a fairer
distribution of state grants across schools, atageihe abolition of fees payable by
students, including at university level. Each mamgguthority of the schools — the state,

“4Université Libre de Bruxelles
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the provinces, the church — maintained autonongerdesigning of curricula, syllabi,
teaching techniques and the distribution of hoarsfch subject, so long as they were in
line with the minimum requirement of the Ministri/lBeducation. With the exception of
two Communist members, the bill was agreed upomgiwepresented great sacrifices
from each party. The Catholic Party was forcecetmunce a monopoly over schools in
favour of the state, which could then create anthtaim schools. While the Liberals
agreed to allow the church parity of esteem with3$ate system. The ‘pacte’ was unusual
as the Catholics had the majority throughout thigiBe school system.

A similar ‘pacte’ was required for the questionariguage in Belgium, especially after
conflicts occurred between Flemish- and Frenchiggsaat the University of Louvain. On
8" November 1962, Brussels officially became bi-liawvhile all schools in the clearly
defined Flemish area taught in Flemish and thoskdrirench area taught in French.
Brussels was required to provide an adequate nuailf@emish- and French-speaking
schools. Whether a child attended a Flemish- ondfrespeaking school depended on the
mother-tongue language of his/her father. In 1883w finally abolished the existence of

parallel courses in Flemish and French.

An important feature of the Dutch education sysha®s been the equality of public
and private schools, which was achieved throughR#&eification of 1917’. A dispute had
occurred between public and private schools beddgs€atholic and Protestants wanted
their own schools, but with equal state fundingtite schools. After 1917, financial
equality also included universities, and thererenw nearly twice as many privately-run
schools as there are state run schtidlike Belgium, an important feature of the Dutch
education system is the freedom of education, tolythe freedom to found schools and
organise teaching in schools, and determine theipals — whether religious, ideological
or educational — on which teaching is based. Stateschools are generally governed by
the council or a public, legal entity set up by tle&incil, and they are subject to state law.
State-run schools provide education on behalf @fstate. Privately-run schools are subject
to private law and are state-funded, but not sdiyutne state. They are governed by a
board of the association or foundation that sehepschool, and teach based on religious

or ideological beliefs. They are allowed to reftlse admittance of any students whose

5The Education System in the Netherlands 20Qfich Eurydice Unit, Ministry of Education, Culeuand
Science, The Hague, 2005
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parents do not follow the beliefs of the schfdlhe Mammoth Act in 1968 drastically
reformed schooling in the Netherlands, which regdbite previous division between
‘housekeeping school’ (for girls of poorer origira)d ‘technical school’ (especially for
boys) in the secondary education system. The pue\dgstem was highly related to class

structure.

As regards higher education, the Netherlands sslvag rise in student numbers in the
second half of the twentieth century, especialiyeen 1950 and 1975. Previously, higher
education had been reserved for an elite groupadbtite government started to increase
funding to higher education, making finance mortawiable to people from wider

backgrounds, numbers began to quickly increase.

In Luxembourg, there was no university until 2088 students typically travelled to

nearby France in order to attend university.

Education systems of the Six: A comparison

The education and university systems of the sigimal member states differed
during the post-war period until 1976. France angdmbourg executed a high level of
centralisation in the governance of their schootsle Germany and Italy delegated almost
all power to the regional level with some coordimatat national level. The longest period
of compulsory education was seen in Germany anacErgs-18 years), while the shortest
was in Italy (6-11 years until 1962, then 6-14 ggar

University systems followed a predominantly binaygtem across the member states, as
polytechnics and specialist institutes providedatmnal-orientated courses alongside
traditional academic universities. Religious ingtans of higher education were also
present in the majority of member states, withekeeption of Luxembourg which did not
host a university until 2003. With a longstandimgversity tradition, Italy hosted the
highest number of Higher Education institutiond, tke highest percentage of the
population with a degree was in the Netherland®2%. in 1975). The lowest was in

France (2.59%). A strong vocational component wasgnt in most systems, primarily

18 The Education System in the Netherlands 20@fch Eurydice Unit, Ministry of Education, Culeuand
Science, The Hague, 2005
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seen in secondary and further education, exceperolmourg where it was yet to be
developed. Emphasis on vocational training wasaalheseen in the German and Dutch

systems.

A distinctive characteristic can be identified ach national system. In Belgium, the
education system was characterised by an engrpmszple that education is free; that
education is free to all and educational institagican be freely established by anyone.
Highly centralised governance was a prominent ateristic of the French education and
university systems, and by the mid-1970s Germaiwbéed a strong vocational
component in its systems. The high level of chunélaence and short compulsory
schooling age set Italy’s systems apart from therst and the prominent private
schooling sector (subsidised by state funds) diffeated the Dutch systems. In
Luxembourg, a tri-lingual schooling system (Luxemitgpsh, French and German)
rendered it unique. The table in Appendix 3 presantomparative study of the education

systems of the six member states.

The emergence of a United Europe

Europe in 1945 was a fragmented continent, lefate the consequences of a war
that gravely affected every kind of citizen. CalgtaCommunist tensions loomed in the
form of the Cold War as Soviet control took ovegareas of Eastern Europe. European
countries were left with deep economic problemsar@as of society were either suffering

or had to make sharp cut-backs, and moral was ali-ime low.

During the First World War, the majority of staggceeded in maintaining their
sovereignty, which showed a capacity to guide thentry through even the most trying
times. This convinced citizens of the value andtivof their nation state, which fostered
the rapid dispersion of ideals that gave a cepipaition to the nation state and encouraged
a protectionist attitude that was far from the idgg of a community of nations. However,
this was to be challenged by the advance of Gerrdangg the Second World War when
both allies and opponents collapsed and begannoiistrate that they were no longer able
to ensure the security of their country and thepwhdence of their people (Spinelli,
1957). The ideal of the nation state crumbled. édijh states regained formal sovereignty
from the Nazi empire, the war had left nationatitn§ons destructed and unable to re-
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establish normal national life on their own. Aftee devastation already caused by the
First World War, Europe could not risk facing arestivar and, for many, the opinion that
peace should be established in prevention of atgong war, became a priority. The
answer, which attracted numerous advocates, wi® imtegration of the European

countries, where nations cooperated rather tharpetad.

This was not the first time that a proposal to eitfite countries of Europe was preserifed.
Particularly notable was the Briand Plan of 193fiiten by Aristide Briand, then Prime
Minister of France. It represented the first tirhattthe governments of Europe had come
together to discuss the possibility of uniting EpgoThe Plan provided the basis for a
European Conference composed of representativiestfre European states of the League
of Nations and proclaimed that European unity weesded “to unite in order to live and
prosper; that is the imperious necessity which gfth confronts the nations of
Europe”*® The Briand Plan was a moral union of Europe thaild be based on the
existence of the solidarity established betweersthtes of Europe. However, it was
criticised for the lack of consideration for economspects. Given the aforementioned
protectionist attitude that prevailed after thesEWWorld War, it can be argued that it was
not the right time for the Briand Plan to be takeniously into consideration by all states.
It was too bold for a time when states did not nega community of states and when they
continued to idealise the nation state. Furtherptbeerise of Hitler was apparent and there
was no place for Nazi Germany in a United Europi gigually, there was no place for a

United Europe without Germariy.

However, Winston Churchill resuscitated the notda United States, first during the war
on 22 March 1943 in a speech broadcasted to thiel jWoand again on 22 September 1946

In 1638 the Duke of Sully, chief advisor of the Kiaf France Henry IV, suggested he could govern not
only France, but the whole of Europe. In 1693, @uakilliam Penn wrote an essay “Towards the Present
and Future Peace of Europe by the EstablishmemEafropean Diet, Parliament or Estate”, and Roussea
wrote a plan for European Federation. In 1795, Kaote “Perpetual Peace”, in which nations must cesa
federation of free states and in 1883, the FremualiaBst Godin also proposed the creation of a peam
Federation and wrote that “the construction ofltimted States of Europe may in the near futuregonaate

a definitive peace on the continent”. Victor Hugok the idea further to suggest a United Stat¢beof

World (European Movement, 1949).

18 European Movement (1949)

9 European Movement (1949)

2“One can imagine that under a world institution eang or representing the United Nations
there should come into being a Council of Europe.ist try to make this Council of Europe into
a really effective league, with all the stongestés woven into its texture, with a High Court to
adjust disputes, and with armed forces, nationaiternational or both, held ready to enforce these
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at a speech at the University of Zurich when hegested it would not interfere with the
world organisation the United NatiofisWith this resuscitation of the idea came the launch
of the campaign for European unity, which poolegketber a series of organisations across
Europe that were promoting European unity: the Beam Union of Federalistéthe

United Europe Movemerit the Economic League for European Cooperatfone French
Council for United Europé&®Nouvelles Equipes Internationalégnd the Socialist
Movement for a United States of Eurdp@Vith so many separate organisations increasing
the risk of duplicating and confusing matters, ltiternational Committee of the

Movements for European Unity was created in Decerh®47 with Duncan Sandys as its
executive chairman. As an initial task, the Comeeitbrganised the ‘Congress of Europe’,
which was held in The Hague on 8-10 May 1948 inftinen of plenary meetings and three
committees: political, economic and cultural. lhad to demonstrate widespread support
for the uniting of Europe and provide fresh inputhe campaign. It was attended by some
800 people of diverse nationalities and backgrounclsiding politicians, economists,
academics, scientists, artists, poets, authorsaangers, covering every aspect in the life

and opinions of Europ?.

Public interest in the uniting of Europe begaratkethold, along with that of the national
governments and, in particular, of the United StatieAmerica. In June 1947, the USA

decisions and to prevent renewed aggression artéiparation of future wars. This Council,
when created, must eventually embrace the whdteiafpe, and all the main branches of the
European family must someday be partners in itr¢gaan Movement, 1949)
2L“On the contrary, | believe that the larger synitesll only survive if it is founded upon
coherent natural groupings. Why should there na& Beropean group which could give it a sense
of enlarged patriotism and common citizenship todlstracted peoples of this turbulent and
mighty continent?” (European Movement, 1949).
22 An international organisation, whose purpose wasdmote a Federation of the States of
Europe. Chairman: Dr. Henri Brugmans.
#Founded in Great Britain by a group of prominenhraad women from across the political
parties, the churches, the trade unions, the usities and the professions. It aimed to conduct in
Britain a campaign for the unity of Europe by meahtechnical studies, popular propaganda and
parliamentary action and support similar activitie®ughout the continent. Chairman: Winston
Churchill.
24Composed of prominent economists, industrialisésle union leaders and businessmen from
most of the Western European countries undertaikisgarch on the varied technical problems
raised an economic union of Europe. Chairman: M.Zeeland.
% Composed of leaders of thought and action acramschrpublic life. Chairman: M. Raoul
Dautry.
% An international union of members of Christian emat and Centre parties. Chairman: M.
Bichet.
" An international organisation composed of membé®&oaialist parties throughout Western
Europe who desired to establish a United Stat&uadpe. Chairman: M. Michel Rasquin.
%8 European Movement (1949)
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had showed their interest in the form of the Malidhlan, which constituted financial aid
to the European countries and brought further maamerio the campaign for European
unity. The USA saw the need to resolve the dangesduation of the expansionist aims of
the Soviet Union and began to see Europe as acablithole that should be assisted in
uniting in order for it to be able to effectivelgsist the advancement of Soviet
imperialism. This could be achieved by strengthgnime economies of the European states
in such a way that the provided solid ground tomafdemocracies (Spinelli, 195%).
addition, intentionally or not on the part of th&A), the allocation of this aid put the
European states for the first time in a positiomtdrnational politics in which they were
required to cooperate on a common objective. Wighiew weeks, what we know today as
the OECD (Organisation for Economic Cooperation Begelopment) was formed. It can
be said that the arrival of American financial eadether with the Communist threat
provided fertile ground for the development of Epean unity?® Churchill proclaimed that
the European states should reciprocate the newidamepolicy by seeing through the
desire for Europe to unite and with this came thpdtus to create the European
Movement (Spinelli, 1957). Formally inaugurated2inOctober 1948, the European
Movement created a National Council in each coyminynposed of delegates from the
organisations that focused on European unity indbantry, as well as other
representatives from other aspects of public Tifee European Movement’s presidents of
honour were Winston Churchill, Léon Blum, Alcide Basperi and Paul-Henri Spaak. A
conference in Brussels in February 1949 definedtheture and organisation of the
Movement, and established the principles for a pean policy. A year after the Congress
of Europe, the Council of Europe was also created treaty signed by ten governments.
This was the first major objective in the campaign.

The ‘German problem’ remained, however. It was asagy for Western Germany to be
included in the economic rehabilitation project dimel occupying countries (the USA,
France and the UK) had to find a way to allow Westeéermany to gradually re-establish
its sovereignty and political unity. Federalisttking and the Federal Movement were less
influential in France, so the first concrete sugigesfrom the French took a functionalist
approach (Spinelli, 1957rance was still concerned about giving sovereigpaigk to
Germany, but rather than in a military or politisahse, it was concerned by the rebuilding
of Germany industrial power in the Rhur Valley;iitsn and coal industry. Jean Monnet

29 European Movement (1949)
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rekindled a Franco-German project to unite the aodl steel industries and requested that
his Foreign Minister Robert Schuman promoted ivduld establish a common coal and
steel market under supranational authority. Theegfioom this French motivation to avoid
the renewal of German industrial power came thatme of the first functional European
institution, the European Coal and Steel Commufdtyywhich sixX° states first convened
on 10 September 1952. When Joseph Stalin died58, ¥bwever, attempts at European
integration slowed down due to the decrease inédoieat. American aid had revitalised
European economies and individual states feltselaseed to unite for survival, especially
since the pre-war ideology of national sovereidrggan to slowly re-emerge.
Nevertheless, the governments of the Six perseamrddeir path to European integration
and on 22 June 1955, they decided to create a dbeenaf experts, led by Paul-Henri
Spaak, for the establishment of a common marketas@mmon atomic pool. They
proposed the merge of national economies into antmmmarket that did not touch upon
national sovereignty, and in February 1957, twattes were signed: one setting up a
European Economic Community and the other setgnthe European Atomic Energy
Community (EURATOM).

Conclusion

This chapter has provided an overview of each’stateeumstances as they
entered into European integration. It has also $igatlon their circumstances in regard to
education. This information is presented in a $g@trofiles for each state, which reflects
the methodology of collective biography where acendividual’s biographies are used to
determine trends and anomalies in history. Heatestare personified in order to highlight
the fact that — in the same way that a communitgasle up of individual people each with
different circumstances, backgrounds and expergentates cannot be considered as a
collective equal entity. States too have differ@mtumstances, backgrounds, histories,
experiences, cultures and languages. Like comnegniti people, states find common
ground with other states, such as suffering afteitivo world wars with a need to stabilise
and secure peace to attach themselves to a partaarhmunity, but ultimately they are

individuals.

®France, Italy, West Germany, Belgium, the Netheftaand Luxembourg
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The significance of this chapter for the theorétitmmework sits on the side of
intergovernmentalism to test the role of stateacagrs in the policy-development process.
However, it further deepens this analysis of statdes by considering the individuality of
states, rather than as a collective actor agawessupranational actor seen in
neofunctionalism.
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Chapter Six | Education and the European ‘Idea’ (195-1956)

Introduction

This first chapter of the findings chapters presgnthe primary sources addresses
the timeframe from 1945-1956, which covers thd fiiscussions on uniting Europe in
post-war Europe. It outlines the first steps towsdediropean integration, and more
specifically presents the activities and initiasvelating to education that took place in
this context. These included mobilising youth, teag the teachers, the exchange of
people and knowledge, the creation of educatiorsditutions, and vocational education
for skills training and adult education. The chajecompleted by outlining the activities
of the Western European Unidhwhich was a European entity also acting at thietso it
was felt that its activities could not be complgtemitted from this study. Moreover, many

of its initiatives were transferred to the officEliropean institutions.

Uniting Europe

The European Movement was, and still is, a presgumep that formed in July
1947. It provided a platform for the coordinatidrooganisations that were created in the
wake of the Second World W#rand was originally formed from thieternational
Committee of the Movements for European Unity (IQMW)Eunder which structure it
organised a meeting, taking place at The HaguesimNetherlands on 7-TMay 1948,
commonly known as the ‘Congress of Europe’. ThedZess aimed to demonstrate that
public opinion in support of European unity existedhe free countries of Europe and to
discuss the challenges facing European unity alsaseb propose practical solutions to
governments. Presided by Winston Churchill as hanyopresident, the Congress of
Europe gathered representatives of European asawaiternational countries to exchange
ideas on the development of a European Union asaligls the construction of a united
Europe. The Congress is said to have profoundlyented the shaping of the European

Movement, which was officially created soon aftemgon 25 October 1948.

3 |nternational organisation and military alliancéhieh implemented an amended version of the 1948tyre
of Brussels and was founded by seven Europeanmsagitied with the United States during the ColdrWa
Most of the WEU were gradually integrated into Engopean Union and it was officially declared defLin
2011.

32 http://europeanmovement.eu/who-we-are/history/
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Subsequently, it created the Council of Europe ayNI949 and, in a further stage, the
European Movement organised the European ConfemnCailture, which took place in

Lausanne, Switzerland, in December 1949.

In a ‘Message to the Europeans’ during the finahpty session of the Hague Congress,
presided by former Prime Minister of Belgium MrrvZeeland, delegates pledged their

dedication to working towards a united Europe:

“Europe is in danger, Europe is divided, and tresatgst danger comes from her
divisions. Impoverished, overladen with barrierat orevent the circulation of her
goods but are no longer able to afford her pradectur dis-united Europe
marches towards her end. Alone, no one of our c@sntan hope seriously to
defend its independence. Alone, no one of our camtan solve the economic

problems of today*

Delegates at the Hague Congress focussed theisroimthe question of European unity
and a federation of Europe. It was recognisedahmtional financial policy was no longer
a viable solution to resolving the pressures omegves that came as a consequence of a
second world war because a national foreign paligyld not reach the root of a nation
state’s economic difficulty. It was declared tHa problems they faced demanded
worldwide solutions, and such solutions could rofdunded on a divided Europe.
Delegates sought to define how a united Europeddo@imore than just cooperation
between governments, namely in the form of crededgral European institutions with

full power, capable of bringing into existence avrleague of free people.

Under the pressure of grave events, a number argowents had accepted that it was
necessary to foster cooperation in the economiawhthry spheres in order to confront
specific dangers that had arisen during and ditemtar. They were aware that a united
Europe could provide benefits across its membeestaut it was highlighted that such
benefits could not be achieved without some tenrgargerference with certain national
and sectional interests. Vigorous resistance was ¢lkpected from those whose interests
would be adversely affected, and who would theeefmek to mobilise and misuse
patriotic sentiment with the objective of holdingdi their governments. In this case, it

¥ Message to the Europeans adopted at the close bfaue Congress, 1948 (ME-421, HAEU)
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was considered that if governments were able thstanhd such pressures, they would have
the solid foundations of an informed and convinpatlic opinion that would be ready to
face the challenge of uniting EuroffeDue to the resistance expected from governments
towards any meddling in their affairs, accordingledegates at The Hague, the real
problem in uniting Europe lay in creating a Eurapeeganisation of supranational nature.
At the same time, to talk of a united Europe withoanceiving a European government

and a European parliament was far from realfstic.

European spirit and consciousness

Delegates also attached an organic meaning tootheept of European federalism.
The Europe they envisaged meant a way of life fougs and individuals, and a world that
was heading towards conflict put European peopleded and powerless, in danger of
being the first victims. While a united Europe wibohuse upheaval because every
problem would be seen in a new light, it would bedamental in allowing people to
rediscover their true spirit, a European spirij &mdevise new social orders in harmony

with this spirit®

This line of thought continued within the Europé2uitural Conference, which took place
a year later in Lausanne. In the General Rappostegport on the conference, he stated
that the problem was simple: “Europe or war”. E@apuld not be saved if the nations
continued to believe in their separate salvatibwoluld not be possible to choose between
individual freedom and social justice for “libesythout justice is disintegration” and
Europe would only be able to safeguard its ownr@stes by safeguarding the dignity of
man.37 In this sense, the European Cultural Conéerappealed to intellectuals to
shoulder their responsibilities in relation to goweaents and experts by vigilantly
watching over them and proclaiming the principleha dignity of man, the foundation of
all European civilisations. The conference appetdathtional governments to abolish all
barriers that paralyse rather than protect thailltife of Europe, to realise that in the
long run expenditure on education confers on nateomore durable power of resistance

than expenditure on armaments. Finally, the conferappealed to the European

34Verbatim Report, Plenary Session |, Congress obfiat The Hague, 1948 (ME-2945, HAEU)

% The Vital Question, proceedings from the Congrédsurope at The Hague, 1948 (ME-421, HAEU)
% The Vital Question, proceedings from the Congrédsunope at The Hague, ME421, HAEU (1948)
37 Rapport sur la conférence de Lausanne - présanté Rapporteur Générale, ME531, HAEU (1949)
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Assembly to do everything its power to supportEueopean cultural institutions without
which the common awareness of Europeans cannag\maped, and to all Europeans to

refuse to believe in the inevitability of wat.

The Italian Minister of Foreign Affairs, Alcide D@asperi, declared in a message to
conference delegates that the main principle ofitiiey of Europe is in the conscience of
the spiritual and cultural community rather thae golitical, legislative, economic and
social coordinatiori? This need to address culture within the processiting Europe

was also reiterated in a message to the confefemmePaul van Zeeland, in which he
suggested that the battle of Europe would be wagéednly in economics and politics, but
also in the cultural field, and that European ccersme was becoming ever more a living

reality:

“Beneath the cross-currents of our interests, tlieeecommon bed, constituted by
traditions and hopes [...] and to reveal or to affouattural affinities may become

one of the essential factors making for Europeaty’uf’’

In his opening address at the Congress of Europe;&nri Brugmans, President of the
Bureau of the Union of European Federalists (UBEg|ared the need to stimulate
European political consciousness, and a bold ansef@ing European public opinion.
European public opinion would not be the sum ohiitliial national public opinions, but
somethingsui generighat would be new in history: a common Europeginariship*' He
did not deny that the task would not be easy arstiokes would need to be faced, but he

affirmed that:

“If Europe discovers how to regenerate itself intyrit will at the same time be able to
reassert its independence in the world. It wilblegh moral and social independence,
since among the great powers it will have broughtfits own peculiar type of

society, born from free association and from statinly cooperation®

% Rapport sur la conférence de Lausanne - présanté Rapporteur Générale, ME531, HAEU (1949)
¥Message de M. De Gasperi, European Cultural ComfereME534, HAEU (1949)

0 Message from M. Paul Van Zeeland, European Cul€waference, ME534, HAEU (1949).
“ISpeech of Dr. Henri Brugmans, Congress of EurofidhatHague, ME421, HAEU (1948)

“2 Speech of Dr. Henri Brugmans, Congress of Eurofdva Hague, ME421, HAEU (1948)
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The objectives of the Congress of Europe were tfolge to demonstrate the widespread
support that existed for unifying Europe; to seameexchange of views and establish
agreed recommendations for action; and to providevaand powerful impetus to the
campaign®’ Lasting three and a half days (or 60 hours), there a determination to bridge
differences and find a basis on which to join feroeder a common objective in which

they all ardently believed.

Mr. Carandini, delegate for Italy, added in hisesgfein The Hague that the aim was to
create new common rapports between people who Ehaope as their geographical and
spiritual base, adhering to a European citizen&hipwas then highlighted in the General
Report of the European Cultural Conference thaag necessary to draw the outline of a
new political framework for Europe that was insgitgy spiritual and cultural
considerations in addition to its more obvious fodi considerations. The European
Cultural Conference aimed to provide this defimtand to show that that culture cannot
only be of practical assistance in the efforts gemade in other fields to achieve the unity
of Europe, but that European unity is also esskfatidhe survival of European culture in
all its rich diversity*> However, the conference delegates had to contiddsalance
between the respect for the freedom of the mind the recognition of the responsibilities
that go with it. The notion of ‘culture in the s@® of European unity’, which underlines
responsibilities, is different to ‘a united Eurdpedefence of culture’, which indicates the
way in which the freedom of the mind can be safedghfrom the dangers that threaten it.
It was advised that the conference could begiraking stock of the status quo of culture
in Europe, the difficulties hampering its develomiand the dangers threatening to
destroy it. Accordingly, the two main questionsniang the basis of the discussions were
on “the material and moral conditions of culturtd in Europe" and secondly, a
consideration for “institutions and reforms”, wakview to the development of a European

outlook?®

Culture was considered by the initiators of the @ess as something other than an

‘ornament, an elegant mask, a pretext for somesgistaThey realised that perhaps the

“3Verbatim Report, Plenary Session |, Congress obfiat The Hague, ME2945, HAEU (1948)

*4 Speech of M. Carandini for the Congress of EuripEhe Hague, plenary session Il. ME421, HAEU
(1948)

“>General Report of the European Cultural ConfereN&s31, HAEU (1949)

6 General Report of the European Cultural Conferehide531, HAEU (1949)
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man in the street believed the only serious reamnganting the union of Europe is for
its political, economic and purely material elenseand that the European notion of man,
of his culture, and sense of life can be addreleted However, as De Rougement
proclaimed during the Congress, culture expresseluman sense of political and
economic life, and whatever the commission achigvegould be the awakening of a

European conscienéé.

The delegates of the Congress of Europe were aWwateultural unification of Europe
would be complex and would have to be a progregmiveess. In the context of unifying
Europe, the problem with culture was that thereevekiferent dictatorships and totalitarian
regimes against which the European spirit had tddbended, and which had tried to act
on culture. There was a danger of cultural acésitheing seen as supporting political ideas
and acting as political propagantfalhe question was how cooperation could be possible
between sets of people whose cultural views detesharply. De Madariaga pointed out
that political and economic attributes were notsimg from Europe, but if the Europe they
envisaged were to exist and such diversity wekleetovercome, Europe had to exist in the

hearts of the citizers.

Education as a tool

One conference delegate, Prof. Anne Seimen, prdadlution in her speech at
the European Cultural Conference in Lausanne, stiggethat “no political and social
reorganisation would be able to rest on securedations unless it is accompanied by a
thorough reorganisation of education, special aregal, which is the dominant factor in
the upbringing of the youth of all European coweif° The European Cultural
Conference therefore dealt with culture in the wiknse of the term to include education
and its connection with schools and universitiesalnge education could provide for the
development of judgement and knowledge, aimingaselection of elites across all social
classes for the dissemination and promotion ofilm®pean idea’

" Congress of Europe at The Hague, Verbatim RepoGultural Committee, ME2945, HAEU (1948)

“8 \Verbatim Report, IV Cultural Committee, Congres&arope at The Hague, ME2945, HAEU (1948)

“9 Congress of Europe at The Hague, Verbatim RepoGultural Committee, ME2945, HAEU (1948)
*Congrés de Lausanne, Préparation a la conféremopé&anne de la culture, Proposals for a European
Education by Prof. Anne Siemen, Hamburg, ME540, HAE949).

®L Congrés de Lausanne, Préparation a la conféramopé&enne de la culture, Lausanne, Proposals for a
European Education by Prof. Anne Siemen, Hambuig540, HAEU (1949).
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As the Rapporteur of the Cultural Committee DemisRdbugement stated in his general

report:

“The need is apparent, everywhere. Everyone ieptyfwell aware that the
creation of a European Union depends in the fiestgoon the creation, through
education, of a responsible elite of young peaglméd in a supranational spift”
And
“To take the mission seriously, calls for a vigdarwhich the intellectuals of free
countries must, more than ever, feel incumbenhemt They must never cease to
remind governments, politicians, social legislatamsl experts that there are
spiritual principles which must not be overlookadractice if Europe is to

maintain its right to exist and its autonomyy”

Accomplishing the task, through the means of edoicadf creating a responsible elite of
young people trained in a supranational spirit \daeluire the cooperation of more than
one generation, but it also had to be driven bygnand clear-sightednes5A solution
had already surfaced at the Congress of Eurogeeisfeech of Claire Saunier, President
of the French National Commission for Educatiorcreate a sentiment of a united
Europe, it was necessary to appeal to educatdtee European Cultural Conference
delegates went on to enforce that if the Europeission were to be taken seriously, it
called for a vigilance which the intellectuals céé countries should, more than ever, feel
incumbent on them. They should never cease to cegomernments, politicians, social
legislators and experts that there are spirituakcyples that should not be overlooked in
practice if Europe was to maintain its right tostxs well as its autonomy.

Mobilising the youth

Mobilising the youth was therefore identified ay ke the success of a united

Europe. It was discussed prior to the creatiomefEuropean Youth Campaign by the

2 Congress of Europe at The Hague, Verbatim RepoGultural Committee, ME2945, HAEU (1949)
>3Congress of Europe at The Hague, Verbatim Repdi€ultural Committee, ME2945, HAEU (1949)
**General Report, Congrés de Lausanne, ME531, HABJ)L
% Congress of Europe at The Hague, Verbatim RepoiGultural Committee, ME2945, HAEU (1948)
*General Report, Congrés de Lausanne, ME531, HABY)L
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European Movement within the framework of initigsvinvolving the youth. According to
Gerold Meyer’ appealing to the European Movement in a propasabfrasbourg to be
become the ‘City of European Youth’, Europe habtléan attractive prospect for young
people, who should collaborate on and drive forviedconstruction of a new Europe that
would develop with them and for them. He sugge#tatlyoung people had to rid
themselves of their indecisiveness and favour boliation between natiori8 With the

aim of creating a true European solidarity in tbeth generation, a proposal for the
organisation of an international meeting betweeawddes of youth movements and
organisations had the aim of discussing the thefsde construction of Europe, including

the trend of new education in Europe: Europeanarsity training>”

Similarly, with the aim of gaining the interestlafge masses of European students in the
development of ideas since the Liberation, the éhré¥iational Union of Students intended
to invite the national student organisations ofdpaan countries to meet in Nancy on 15-
20 December 1951. For the Union, students were @&é#me most active in the area of
international cultural exchanges, and they woutti/jole a means through which to diffuse
the European idea, but in turn, the European itedf would strengthen cross-border
cultural relations between youth movements. In otdg@rovoke European conscience
among university students, harmonising — whereipless the conditions of life and study
in the universities of Europe seemed indispensdltble.Union proposed to research what
European culture could and should expect from usities, and it would define the
objectives and methods of a true European intelédgtouth education. Bringing together
the students of Europe, the proposed meeting it\Naralready a European university
centre — would provide the fertile ground for sait$cussions and to obtain a mutual
understanding of the culture of different natiéhs.

When the European Youth Campaign was establishsethted its aim as “promoting and

defending the cultural and moral values of Eureg@ch for the majority have gone

" A teacher, also involved in children’s theatre pwias an advocate for Strasbourg as the City ofji&an
Youth.

*8|nitiatives concernant la jeunesse proposées awdtoant Européen avant la création de la Campagne
Européenne de Jeunesse, Cité de la jeunesse BostgsME162, HAEU (1949).

*9|nitiatives concernant la jeunesse proposées awdtoant Européen avant la création de la Campagne
Européenne de Jeunesse, Note rélatif & I'orgamisdliine rencontre internationale de dirigeants de
mouvements et d’organisations de jeunesse, ME18FH(1949)

®|nitiatives concernant la jeunesse proposées aaWit la création de la CEJ. Note sur la conférelece
I'étudiante Européenne, ME162, HAEU (1951)
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beyond borders, becoming common to nations ofréeorld”*

The campaign would
develop the following themes: the necessary deapeasfiknowledge on European
realities; essential European values; Europe'sagsanhuman qualities, potential
demography, resources and equipment; spirituadbrisl, geographic, economic and
artistic discoveries of other countries and othemlpean trends; the situation of Europe in
the world. According to the campaign, European cemge and being European would:
overcome old and recent antagonisms; study thderabthat are not resolvable on the
national level; establish solidarity and organidyimPAnd the principles of a demographic
Europe included: Freedom (diversity, tolerance i@sgect for one another); solidarity;
responsibility (civil, sociological and politicatiacation); social justice (the needs of man);

and cooperation would result in future tréfst.

The European Youth Campaign wanted to organiseredstration so that young people
could gain a conscience of the European realitg,tarattract the attention of European
opinion on the questions of youth. A demonstrati@muld create a kind of humanitarian
solidarity among young people, in which they cdind a European harmony between
people, groups and countries with a common Europesity, in the balancing of varying
ideologies. Moreover, the organisation of a Européauth Conference in June 1951 and
a ‘Summer of Youth’ in 1952, aimed to make youngpde conscious of their common

responsibility, especially at the European I&el.

Teaching the teachers

The European Cultural Conference addressed thahdéan order to fully
penetrate the European idea into the nation, itdvbe necessary to teach the teachers on
the European idea. To this end, the main facttinertraining of teaching staff would be
the affirmation of the European idea since the npairpose of compulsory schooling is to
develop in children the necessary qualities thdtemigpossible for men to live together in
society. The President of the Swiss University Bes;tFlorian Casandey, highlighted that:

®® Initiatives concernant la jeunesse proposées aaddit la création de la CEJ, Rapport de la coniamiss
des themes et d'activités, ME162, HAEU (1951)

®2|nitiatives concernant la jeunesse proposées a@Wdit la création de la CEJ, Rapport de la comotissi
des themes et d'activités, ME162, HAEU (1951)

% nitiatives concernant la jeunesse proposées a4t la création de la CEJ, Rassemblement de la
jeunesse Européenne, ME162, HAEU (1951)
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“There are too many intellectuals and scholars ddvaot pass on what they learn
and the educators, teachers, whatever the degtbeiofeaching, they have a task.
Those who have the mission of teaching should aadntent with only explaining
what is in the books, he should have spirit, mdigihity and the conscience of

man, marked deeply with what prepares him for Iffe”

Noting that secondary education has the task ofifay and imprinting ‘Europeanness’,
the two subjects of history and modern foreign leages, particularly English and French,
would attract the theme of European Union. Seintepgsed that adopting education as
an instrument to disseminate the European ideadwenthil a restructure of official
schools from within so that schools establishea o@ational basis would henceforth have a
European scope. A general questionnaire that waslaied before the European Cultural
Conference took place to question the countrigsjesivity to political influences in
education. It revealed traces of totalitarian fegliThe analysis of the questionnaires
results suggested that this was found in text bosksl in the teaching of history or the
statutes governing the constitution of universitsimen was aware that governments
would display resistance towards interference imcation and suggested it would be
necessary to provide existing schools in each cpwyith teaching material about Europe,

thus throwing a basis upon which to build furtfer.

Teaching and research on the history of Europedgamed important at the European
Cultural Conference by Prof. Falco of the Italigledjation. He advised that research on
the past should be encouraged as history shouddcbenponent in the creation of a new
Europe. For Falco, it was not about replacing aethography with another, but about
stimulating a European conscience deriving fronokls taking Europe as the object of
research and proving its convictions. If money acliblars’ willingness were no object,
Falco proposed the creation of a centre for stunliethe history of Europe with a

specialised library, regular teaching courses amii@l exchange®

% Speech of F. Casandey, ME538 (1949)

% Suggestions brought to the European Cultural Gente by the French Cultural Committee for a United
Europe, ME540 (1949)

% Pour une histoire de I'Europe par le Prof. Faledaddélégation italienne, Congrés de Lausanne,40E5
HAEU (1949)
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Exchange of people and of knowledge

The liberty of exchanges already existed, but erttevelopments could be made.
Already at the Congress of Europe it had been lggtdd that there should be exchanges
between institutions of culture, colleges and lghools, adult education, reading circles
of workers — not just universities — to penetratetfer into all angles of societyAt
Lausanne, delegates reiterated that cultural exygsashould not be a reserved privilege
for intellectuals and members of the liberal prefess, but extended to that of adult
educatiorf® The conference identified the necessity to superand direct these
exchanges to ensure that certain standards wearg attained and therefore ensure parity
between the universities and schools that partiegba the network of exchanges. It was
proposed that a European Commission for Univeesity Study Exchanges might be
instituted for this purpos®.When established, this commission was responfsibliae
study of the status quo of existing cultural exgjem of the restrictions that paralyse such
exchanges and of the appropriate reforms to projpoge framework of the European

plan’®

The concept of exchanges was pertinent in thearEeanco-German relations and, after
1949, particular effort was made by the French pygitig authority in Germany as well as
in the French youth movements to develop exchaotétees. In the school year of 1949-
1950, there were exchanges that were notable éardiversity and adaptation to varying
places and interested social groups. For exampleternational exchange centre
organised individual exchanges and bursaries; mewn&rsuch as the French Youth
Catholic Association, the scouts, the Paris Youthr€il organised study days and weeks
with German movements; the French associationtefnational meetings organised three
pedagogical meetings, three sports meetings amd yagith meetings; and the French
league of teaching participated in adult-educatvonk experience. However, none were
able to meet the German demand, and the FrencBamdan organisations were not

always balanced. For example, France did not haymdicalist youth. The development

®7Congress of Europe at The Hague, Verbatim Repdi€ultural Committee, ME2945, HAEU (1948)
% Resolutions - Committee on Exchanges, Congrésadednne, ME537, HAEU (1949)

®General Report, Congrés de Lausanne, ME531, HABY)L

" Note sur les échanges culturels européens, Codgreausanne, ME537, HAEU (1949)
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of Franco-German exchanges at youth level confirthedhecessity for a new form of

cultural relations that were more in line with thew social and economic conditiofts.

In other areas across Europe, activities includ8dramer School of European Studies at
the University of Zurich, which was established 89. It drew on faculty from across
Europe and addressed contemporary European cahdrés relations with that of other
continents’? In an enquiry into existing cultural cooperationBurope, it was found that
within Holland’s ten university institutions, cutal conventions had been concluded with
Great Britain, France and Belgium. At the time,\&mtions were also being prepared with
Luxembourg, South Africa and Italy. The equivalentéegrees was being discussed with
Belgium and France, with concrete results yieldét the former’> Luxembourg had no
university institution and was therefore forcedgézk cooperation in this field from outside
its borders. Students who wanted to follow an acadeareer followed a one-year
advanced course at an institution in Luxembourgclivas equivalent to one year at
university. There were 60 students and twelve giides on the course, and student then
attended a foreign university if they wished totomme an academic career. Luxembourg
developed cultural agreements with Belgium, Fraarmkthe USA and preparations were

underway for agreements with Holland and GreaBrit*

Exchanges were already mentioned in the VerbatippR@f the Congress of Europe. In
particular, it outlined the idea that, if it weregsible to obtain one student from each
European university who prepares an exam for theaes, he/she could spend six months
in a university of his/her choice with the samericutum conditions as his/her own
institution. The exams undertaken in the foreiggtitation would count as if they were
done in the home institution. Such initiatives wegalisable immediately at low cost, but
they depended on the willingness of countries tborate’ In this context, the
recognition of equivalent levels of qualificationsuld need to be evaluated in order for

such exchanges to be succes§ful.

" Rapport sur les rencontres Franco-Allemandesatiiis concernant la jeunesse proposées au Mouvemen
Européen avant la création de la Campagne Europé@mta Jeunesse, ME162, HAEU (1949)

2 Note sur les institutions européennes, Congrdsadeanne, ME536, HAEU (1949)

Holland, Notes concernants les relations interusitaires européen, ME819, HAEU, (undated)

" uxembourg, Notes concernants les relations inteessitaires européen, ME819, HAEU, (undated)

5 Congress of Europe at The Hague, Verbatim RepoGultural Committee, ME2945, HAEU (1948)

® Préparation & la conférence Européenne de lareuRuoposals for a European Education by Prof.eAnn
Siemen, European Cultural Conference, ME540, HAER40)
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It was recognised, however, that cultural exchamgee hampered by questions of
passports, visas and curredéyccording to the commission for exchanges, thezeew
more restrictions and more obstacles in the fremrament of persons and of cultural
material than in 1939. It stated that Europearucelltould only exist if active
communications between nations were establisheaafetl for European governments,
especially those who were members of the Counddubpe, to do so. People should be
free to travel, meet, confer and generally actes &gents, without government
sponsorship. In response, in its proposals at timefgean Cultural Conference, the French
Cultural Committee suggested that the movemeneople could be facilitated by issuing
European passports to avoid travellers having taiolvisas, which would increase
exchanges of professors, students and pupils femonslary schools, and promote
language learnin§ Similarly, the Education Committee also put fortvétre idea that a
European stamp on passports would facilitate acadewmbility as well as the mobility of

people in youth movements, and the system of tiagescholarshipg®

In a bid to rescue cultural cooperation from anghsobstacles, the conference
recommended that the task of promoting a greaigregeof cooperation in the cultural

field should be decentralised, and that the chu,ciive universities, youth associations,
trade unions and organisations concerned with aditation should be invited to consult
together, and themselves to accept the respomgibiltaking the necessary action in their
respective fields. All the universities and othestitutions of higher learning, official or

not, should be invited to state what measuresifaigleducational cooperation between the

various European cultural agreemefits.

An additional barrier came in the varying formsaafountry’s universities: state
universities and ‘free’ universities, the lattetenf being denominational, dependent on
private funds of financed by the local authorithislack of uniformity diminished the

opportunity for potential connections between insitbns. Professors, however, were still

""General Report, Congrés de Lausanne, ME531, HABJ)L

8 Suggestions brought to the European Cultural Gente by the French Cultural Committee for a United
Europe, ME540 (1949)

"“Resolutions prise par le comité sur I'éducatiorudational Committee Resolution, Congrés de Lausanne
MES531, HAEU (1949)

80 Resolutions - Committee on exchanges, Congrés dsarme, ME537, HAEU (1949)
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often recruited by the local authorities, meanimat partisan interests came into play, and

this was seen as a possible source of danger ffattg in power became totalitari&h.

The European Cultural Conference also urged thegean Movement to put pressure on
the various European governments to take immediafes to remove all obstacles to the
free flow of books and therefore of knowled§8efore the war, no country except the
USA taxed books and therefore their flow betweaimtwes was easy. However, in post-
war Europe, tax on the flow of books was introduaed governments treated books with
little respect, a# they were merely an ordinary, commaodity of commogewithout cultural
value or importancg During the Conference, the British publisher Sggrilnwin

claimed:

“No government finds it easy to defend the taxatoobstruction of knowledge when
once it is publicly challenged, or likes to be hefdto ridicule by an announcement

that they are treating books like potatoes andhtastiem by weighf*

He proposed that the solution was “ruthless putlglien the form of praise for countries

that allowed books to flow freely and ridicule tedsat do not®
Creating institutions

However, exchanges were not considered to be endingine was a need to create
institutions that guaranteed and showed unity titices and diversity. As De Rougement
expressed in the General Report of the Europeai@uConference, there was a need to
equip Europe with instruments of work at the cosnital level that would train the young
people carrying the federal idea, without whichhtacal and material reforms would be
lost. The institutions to create were a BureauutiEs, a European Cultural Centre, a
College of Europe, a European Institute of Politasad Social Sciences and a European
fund for scientific research. De Rougement realibadl these projects asked for non-

existent funds, but proposed that they could batetkwith a European title with a fraction

8 General Report, Congrés de Lausanne, ME531, HABJ)L

8 Resolutions - Committee on exchanges, Congrésadednne, ME537, HAEU (1949)

8 Obstacles to the free flow of books, by Stanley im@ongrés de Lausanne, ME537, HAEU (1949)
8 Obstacles to the free flow of books, by Stanleyisn Congrés de Lausanne, ME537, HAEU (1949)
8 Obstacles to the free flow of books, by Stanley inwongrés de Lausanne, ME537, HAEU (1949)
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of the Education budget in each country. He questidhe extent to which European
countries wanted the education of a common Europetinre, which can be interpreted to
suggest that if they wanted to achieve such a &stt) country would have to make their

contribution®®

Although the European Movement had planned fivgdascale conferences to take place
during 1948, there was no organisation that copé&ik to the masses of people. European
public opinion needed to be created among peoptehald differences in language, creed
and political traditions. There was a need to apfpeaniversities and educational

institutes to help to create a common civilisati@eause no political institution would be
capable of such a task. Young people would be ies to make a great sacrifice for what
the delegates of the Congress of Europe were gdhie ‘unity of Europe’, but it had to be
translated into concrete language rather thanrtigyewords young people had been
hearing until the? With this in mind, in February 1949, the EuropeaoM@ment opened

a ‘Bureau d’Etudes’ (Bureau of Studies), which wbobnsolidate the scattered initiatives
to develop European awareness by creating smakimgpgroups® The delegates of the
Congress of Europe in The Hague had proposed ¢atian of a European Cultural
Centré® (which eventually replaced the Bureau of Studig) the aim of: collecting
information on cultural forces in Europe; coordingtthe scattered efforts in the field of
culture; and taking all initiatives that aimed ®vedlop a European awareness among the
people, to express it and to illustraté’ithe European Cultural Centre, as described at the
Congress of Europe, aimed to encourage the awakeihia European conscience at a time
when no other institution had the means to. It Waive a voice to European conscience
and maintain the network of Western culture, prongpthe sentiment of the European
community through institutes of education. Estdidis independently of all governmental
supervision, it would promote the free circulatafrideas and facilitate the coordination of
research, support the efforts of the federatioBurbpean universities and guarantee their
independence with respect to their states andgailjppressures. It was also suggested that
a Centre could be the means to a future interratiomversity®*

% présentation du Rapport Générale par Denis dedoent, Congrés de Lausanne, ME538, HAEU (1949)
87 Verbatim Report, IV Cultural Committee, Congres&aorope at The Hague, ME2945, HAEU (1948)
8General Report, Congrés de Lausanne, ME531, HABJ)L

8Verbatim Report, | Plenary Session, Congress obf@iat The Hague, ME2945, HAEU (1948)
“Resolutions of the Committee of Institutions, Cargyde Lausanne, ME536, HAEU (1949)

1 Verbatim Report, IV Cultural Committee, Congre§&orope at The Hague, ME2945, HAEU (1948)
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Some believed a European Cultural Centre woulder@&ind of European
supranationalism, blocking out the voices of thieams, but the Congress of Europe
advised that it would not. Neither would it compefi¢h the universities that believed they
were the cultural centres. In fact, it was propdsed the creation of the Centre could
begin with the setting up of European sectionisteg universities, followed by sections
in workers’ institutions. It was recognised thd&w@ropean Cultural Centre could become a
centre of conflicts between the four types of Eeragatholic, protestant, liberal and
socialist, and it would be more effective to hasenmittees that recognised the diversity
between the four types of Europe in the way thagrare could not?

According to the Verbatim Report of the CongresEwfope, divisions in the
world creating blocs become dangerous for civilisgtso there was a need to create a
common intellectual base. There was “a need fociapeducation, an international
education, an education that indicates an inteynatispirit’> In May 1947, the
international association of universities durirggdgbngress at Brussels created an
international committee of studies for the creatdan international university, composed
of representatives from different countries. It iglsthat the international university was
justified from a scientific point of view becausational universities were becoming more
like professional schools. However, it was recogghithat it was necessary to start, not by
an international university, but an institute o€isb studies which could develop into a true

international university.

A “College of Europe” in Bruges was championedhat €ongress of Europe in The
Hague. The original idea floated by the Congredsuwbpe and taken to the European
Cultural Congress was that of a European UniverBieyMadariaga stated in his speech at
the Conference that European solidarity was lagtangpehind and Europe needed to
become aware of herself. He suggested that theoide&uropean University was being
mooted, but it was an idea that should be purdDedMadariaga’s point was that when

one thought of ‘France-University’, the Sorbonnemeao mind, if ‘England-University’, it
was Oxford, but if one thought of ‘Europe-Univeysinothing emerged. He suggested that

“a university is both the nursery of the leadera ofation and the alma mater of its

9yV/erbatim Report, IV Cultural Committee, Congres€afope at The Hague, ME2945, HAEU (1948)
9Verbatim Report, IV Cultural Committee, Congres€afope at The Hague, ME2945, HAEU (1948)
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patriotism”, so if European leaders and Europedngb@m were desired, a European

University had to be creatéd.

However, he also pointed out the complicationsuchsa project. Even if all geographic,
financial and academic obstacles had been overcam®blem still lay in the recruitment
of faculty. If one hundred professors were appainéach from varying nationalities and
rabid nationalists, it would not necessarily beuadpean University that was created, but
rather a ‘Babel Tower’. Even if one hundred prodesf only French and Swedish
nationality were appointed, but who were all Euaopat heart, a European University will
have been creatéd Therefore, the key to a successful European Usityday in the
balance of competent academic ability and a truisogean outlook. This, according to De
Madariaga, was the aim when establishing a plathiCollege of Europ&,which would

be a more limited, but more feasible, version ef Buropean University.

Establishing a university would be far more cosiftyl slow process, even if an existing
national university was to be converted into thedpean University, and too big an
institution for students to live together and foamew European community. The College
of Europe would be a smaller, more realisable ptajethe short-term, but one that would
not overshadow the European University projeatidtld train European experts and form
a new generation of administrators for the Europestitutions, who possessed personal
experiences of Europe and a general European eukwting as a School for Higher
Education, the College would admit 50 studentsnfdifferent countries and who would
be educated to university level, to foster a comityuihe College would not compete
with national institutions of higher education amduld not create an obstacle for the
creation of a European University. It would in fact as a kind of pilot institution for the
European University, which would foster the maiteilectual hub of Europe. The College
of Europe would be created in Bruges, where a nationiversity did not already exist,
and it could initiate the creation of other ‘EurapeColleges of Higher Education’ across
Europe, each with unique specialisations. Thedeged would form a network that came

together annually for a conferente.

%gpeech of Salvador de Madariaga, Congrés de LaesMES38, HAEU (1949)

%gpeech of Salvador de Madariaga, Congrés de LaeshMES38, HAEU (1949)

%gpeech of Salvador de Madariaga, Congrés de LaesMES38, HAEU, 1949

®”Commission des institutions - Projet sur l'insti@ntpermanente du Collége d' Europe, Congrés de
Lausanne, ME536, HAEU, 1949

127



The College of Europe’s immediate aim would berndartake a scientific study of the
European situation in all its historical and soegital implications. It would keep in active
touch with America, the Commonwealth and overseagdries associated with Europe,
and it would try to create a confident spirit ofimtive, supranational in its scope, without
which it was thought that a real union of the Ewap countries would be unimaginable.
Thanks to the quality and spirit of the educatibe, diplomas granted would acquire
European valué® The European Cultural Conference recorded witisfsation the
success of the preparatory session of the "Eurofedage” at Bruges. It appealed to the
European Assembly and national governments to geowiithout delay, the necessary
credits to ensure that the European College woelld Success and recommended that the
first regular session should open before the endosember 1956°

The European Cultural Conference proposed theioreat European Institutes,
particularly of nuclear physics, to coordinate stiec research. It was felt that “the
cooperation of the European nations in researtihematural and moral sciences
profoundly would influence the spiritual communétyd the development of the European
conscience®The Institutes would collaborate closely with natiborganisations in
similar fields and those of UNESCO. They would amtrain students, professors,
teachers and pupils on the European plan and viutgbordinated with the European
Cultural Centre. Several suggestions were submittetuding a scheme for a mobile
European University, a plan for European Chaimsxisting national institutions and study

scholarshipd®™

In the context of research on European issuesjgomg were suggested in the
Resolutions of the Committee of Institutions, failed or emigrant intellectuals and
students from European countries with totalitaregimes should be enabled to continue

their work on European lines, with European fundslable for this:%?

%General Report, Congrés de Lausanne, ME531, HABY) 1
9 Resolutions of the Committee of Institutions, Cargyde Lausanne, ME536, HAEU (1949)
190 Resolutions of the Committee of Institutions, C@rsyde Lausanne, ME536, HAEU (1949)
11 General Report, Congrés de Lausanne, ME531. HABAQ)L
192Resolutions of the Committee of Institutions, Carmyde Lausanne, ME536, HAEU (1949)
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Vocational education for skills training and adulteducation

Activities were proposed in the field of Vocatioriaducational Training (VET) to
promote the free movement of workers for educatipogposes to learn best practices. In
view of creating a European spirit, a European Buraf Adult Education (EBAE) was
founded upon the initiative of the European Cult@antre as an autonomous institution in
Geneva, which provided a platform for collaborati@tween associations of Adult
Education. Its bodies were the general conferenddlae executive committee (elected by
the general conference). Acting as a ‘technicateff°® the Bureau aimed to develop
among European people a sense of their belongiagtammon civilisation; to offer
Europeans a place to meet where they could studyp€an cultural issues and to supply
the necessary documentation to do so; to informaaivike interested organisations on
Adult Education; and to provoke contacts to essibliaisons with non-EU institutiort8*

It put at the service of Europeans all the necgssaans possible to facilitate the
exchange of people and ideas, to deal with intelldconfrontation, and the
understanding of the problems of the time and thestbpment of European solidarifyy.
The Bureau proposed the organisation of coursesngmparallel to university education.
It was intended for candidates nominated by tramkelabour organisations, who, though
not university graduates, had the requisite trg@nd intellectual capacity to also access

the College of Europe in Bruges and similar insitios *°°

The EBAE produced a series of documentary pubtinatknown as “Notes et Etudes”,
which were published on a trimestral basis in Fnemglish and German. "Notes and
Etudes" was a way of disseminating this informafad ideas, and it was considered to be
the first means for such information to cross naldorders, where exchanges between

countries had become a cultural né¥d.

193Bureau européen de I'éducation populaire, Créatibastivités du Bureau Européen de I'éducation
populaire, ME1371, HAEU (1954)

1%projet du statuts, Créations et activités du Buteawpéen de I'éducation populaire, ME1371, HAEU
(1954)

1% Bureau européen de I'éducation populaire, Crémgidmctivités du Bureau Européen de I'éducation
populaire, ME1371, HAEU (1954)

1% Resolutions of the Committee of Institutions, Cargyde Lausanne, ME536, HAEU, 1949

197 Bureau européen de I'éducation populaire, Créaioactivités du Bureau Européen de I'éducation
populaire, ME1371, HAEU (1954)
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A Scholars Corps, known as the European AcadenSciginces and of the Arts, would
also be created, symbolising European unity inucelat the same level as the Council of
Europe for politics. By existence, it would contrib to a European patriotism and it would
form the summit of the “Society of Spirits” of tinew Europe. It would be the centre of
personal relationships between the creators atspirthe different countries and of
diverse disciplined®® and notable members of the Academy included Eli6t, André
Gide, Le Courbusier, Salvador de Madariaga and Qotefja y Gasset® The Academy

of Literature and Philiosophy would form the fitsanch of an Institute of Europe, which
would be created progressively to include a Europeaademy of Sciences, a European
Academy of Medicine, a European Academy of Fines Artd a European Academy of
History and of Economy. The first meeting would gpdwelve people, of equal
representation of the diverse nations, chosen@bdlis of their European reputation.
These would include writers, philosophers, and mass, also of younger generations to

attract younger peopfe?
The Western European Union

Despite a distinctly military mission, significaattivity in the field of higher
education also took place under the auspices oMbgtern European Union (WEU). On
17 March 1948, five States signed the Brusselstyreeeating the Brussels Treaty
Organisation, and thus took the responsibilityranote the attainment of a higher
standard of living by their peoples, and to makergeffort to lead their peoples towards a
better understanding of the principles which fohma basis of their common civilisation
and to promote cultural exchanges. The implementatf this cooperation was then
entrusted to four committees: the Social Committiee Public Health Committee, the War
Pensions Committee and the Cultural Committee. Thexe instructed to prepare
recommendations for submission to the Consultaivencil of the Brussels Treaty
Organisation and subsequently to member governmieni®54, Italy and Germany joined
Treaty through the Paris Agreements, establishiegNEU, whose member states
represented 80 per cent of the Council of Europe. Cultural Committee was composed

of heads of cultural relations departments in theidtries of Foreign Affairs and the

198 Avant-projet de communiqué pour l'académie, AcadéitEurope Note 1, ME456, HAEU (1949)
199 jste provisoire de membres de l'académie européekcadémie d'Europe Note 1, ME456, HAEU
(1949)

10 projet de création d'une académie d'Europe, AcdéBurope Note 1, ME456, HAEU (1949)
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Secretaries-General in the Ministries of Educaind met twice a year. Work of the
Committees was then often carried out by sub-cotesstcomposed of national

officials 1!

In particular, its European Universities Commitieges given the task of organising
conferences with the Rectors and Vice-Chancellbteeoprinciple European universities.
The first took place in Cambridge in 1955, andgbeond in Dijon, which took place on 9-
15 September 1959, bringing together 200 Rectats/are-Chancellors from fifteen
European countries. In Cambridge the discussiodgomnénantly surrounded problems

affecting universities in the post-war worftf.

In Dijon, the discussion surrounded the shortagesdarch workers in the scientific field,
which constituted one of the most pressing problmed by Western Europe. To
maintain its position in the world, Europe hadrairt scientists in both quality and
guantity because Europe’s technical and econonviarament would be due to its
scientists. Universities had a special respongthiti training new researchers and adapting
to new techniques. The second issue addressed Bijtin conference was that of
European studies in universities, given the impaeof training university youth to
European unity. Preparing university programmeSwbpean studies would bring life and
clarity to a subject that had only been addressguirecally, and moreover, would train
minds to a conception of Europe and an abilityridarstand the problems surrounding
European unity. By developing European studiesimarsities, Europe would be formed
in the hearts and minds of people as well as inrtstutions™® Five courses in Italy, the
UK, Luxembourg, Belgium and France, were organiaelP58 on specific subjects of
immediate importance that would foster a prepamatiojoung people for their
responsibilities as Europeans. In addition, a fghtnof meetings for 125 young people

was organised in Brussels on 6-21 August 1958 uth@egeneral heading of ‘International

M Transfer of Cultural and Social Activities of Wesst European Union to the Council of Europe, Report
submitted on behalf of the General Affairs Comneittsy Mr. Kopf, Rapporteur, doc. 149, 12 November
1959 (WEU-8, HAEU)

12 Fith Annual Report of the Council to the Assemblythe Council’s activity for the period' Ianuary to
31 December 1959, Assembly of Western European Umioe, 159 (WEU-9, HAEU)

13Reply to chapters VI and VII of the Fourth Annuart of the Council, Western European Union, 1958
(WEU-7, HAEU) and Activities of Western Europeanitimin the Cultural Field, Report submitted on
behalf of the General Affairs Committee by Mr. KepRapporteur, Assembly of the Western European
Union, Fourth Ordinary Session, doc. 96, 5 July8LO&EU-6, HAEU)
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Understanding®!* The issue of the European University project was discussed during
the Dijon meeting, with much resistance to the gebpeing demonstrated by the Rectors
and Vice-Chancellors to the point that they comgdelrawing up a resolution to block its
progression. Nevertheless, they understood anctejaped the need to Europeanise

existing universities®

The Cultural Committee of the WEU also studieddbestion of university cooperation
and the possibilities that may lead to exchangbke.Assembly of the WEU asked for a
general catalogue of theses of European univessiti®e published by the WEU by 1962,
for which it was noted that the Federalist Interkénsity Union had already completed
part of the task by publishing a catalogue of ursig theses of European interest.
However, the Federalist Inter-University Union lmaadintention of extending its catalogue
beyond theses of European interest, so the WEUWUsdean University Committee would
expand the catalogue to include all theses. ThaulCommittee also considered
publishing a European Universities’ Jourh&lwhich was then prepared by an Editorial
Board in 1958 to coincide with the Dijon conferenitevas devoted to facts and ideas
providing a regular exchange of information betwEenopean universiti€s! The first

two of a series of monographs by the European Usitkes Committee were published in
1960 on ‘The Universities and the State’ and ‘Thevérsities and technological

education*!®

Following the Paris Agreements in 1954, the WEUdpegpaking arrangements to transfer
its activities in cultural matters, along with tleasf public administration, to the Council of
Europe!® Examples of the initiatives transferred to the @olof Europe were the

cultural identity card and the equivalence of selewy school and university diplomas. On
24 April 1959, the Committee of Ministers of theu@ail of Europe communicated to the

Consultative Assembly of its $4session that the activities of the WEU in the aband

14 activities in the Cultural Field, Western Européanion, doc. 119, 1959 (WEU-7, HAEU)
15 procés-verbal de la réunion constitutive du 25esapre 1959, Assemblée Parlementaire Européenne
(CEAB/12-2416, HAEU)

16 Activities of Western European Union in the Cultufgeld, Report submitted on behalf of the General
Affairs Committee by Mr. Kopf — Rapporteur, Assembf the Western European Union, Fourth Ordinary
Session, doc. 96, 5 July 1958 (WEU-6, HAEU)
17 activities in the Cultural Field, Western Europdanion, doc. 119, 1959 (WEU-7, HAEU)
18 Activities in the Cultural Field, Western Europeanion, doc. 119, 1959 (WEU-7, HAEU)
19 Activities of Western European Union in the Cultufeeld, Replies to the Report submitted on bebélf
the General Affairs Committee by Mr. Kopf — Rappeaont, Assembly of the Western European Union, 28
April 1959 (WEU-7, HAEU)
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cultural field would be transferred to the CourafiEurope*?° It was felt that the fifteen
member states of the Council of Europe providedeersolid base to make a combined
effort in the area of cultural affairs, and therasva strong link between the work already
carried out by the Council of Europe and the wdrthe WEU. The overall responsibility
for activity in the field should be assigned to boaly with most member states. However,
the issue of the weakened existence of the WEUowithctivities in the cultural field was
also raised, given that cultural activities hadropart of the Brussels Treaty Organisation
from the outset. During the Assembly of the WEUnshapeakers stressed that the WEU
was not merely a defence organisation, but tHatimed a closer link between its seven
member States and that a community attitude cdstdl@e found in the joint consideration

of social and cultural problent§!

Conclusion

This chapter has outlined the emergence of thegeamidea, in which there was
an emphasis on creating a European consciousnasiyifwas to be a success. It would be
necessary to create a European citizenship if pawpte to feel solidarity and a sense of
belonging to the European Community. The advoaait&siropean unity identified
education as a means to fostering such Europeationsness through a series of specific
activities relating to education, namely youth ntisktion, teacher training, the exchange
of people and of knowledge, and in the creatioa séries of educational and cultural

institutions.

The chapter uncovers a marked attachment to eduaddiring the post-war period until
the formal creation of the European Community, Wwhiballenges those authors who tend
to reject activities in education at European Idadfbre the 1970s (Field, 1998; Frazier,
1995; Shaw, 1992; Neave, 1984), but supports Cislmdim that activities of the 1970s
in fact constitute a third phase in the policy depenent of education (Corbett, 2005).

120Transfer of Cultural and Social Activities of Westé&uropean Union to the Council of Europe, Report
submitted on behalf of the General Affairs Comneittsy Mr. Kopf, Rapporteur, doc. 149, 12 November
1959 (WEU-8, HAEU)

2L Transfer of Cultural and Social Activities of Wesst European Union to the Council of Europe, Report
submitted on behalf of the General Affairs Comneittsy Mr. Kopf, Rapporteur, doc. 149, 12 November
1959 (WEU-8, HAEU)
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The chapter illuminates a clear cultural objectatached to the activities proposed in the
field of education and the theoretical settinglsntified as intergovernmental. The
European Community had not yet been created, sprasational influence was not yet
feasible. States were collaborating under the ultaboéthe European Movement, which is
not considered be to supranational because indiVgtates were able to exert opinion,
power and influence in the discussions. The chapticates that states were therefore at
the centre of the development of initiatives antivéaies relating to education during the
establishment of the European Community.
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Chapter Seven | The emergence of a formal place feducation in European
integration (1957-1970)

Introduction

This second findings chapter presents the primaumyces from the period between
1957 and 1970, which represents the beginningiafrapean Community until the first
steps towards concrete initiatives in the fieleedfication at European level. The chapter
outlines the creation of the European Communitywhe signing of the Rome Treaties in
order to provide the context for presenting th&atives that were connected to education
that appeared within them, despite no formal coenpet at European level in matters
relating to education. The two most notable areagwthe Common Agricultural Policy
and provisions for vocational training. The chamtemtinues by fleshing out other areas of
European policy that touched upon the field of etioa, including the recognition of
gualifications, university exchanges, and univgraitd research cooperation.

The Rome Treaties

The European Economic Community (EEC) was estadddistn 1957 when the
Treaty of Rome was signed by the six member st&tasice, West Germany, Italy, the
Netherlands, Belgium and Luxembourg. Simultanequbly member states signed a
second Treaty of Rome, commonly known as the Eordieeaty, which set up the
European Atomic Energy Community. Therefore, togethey are often referred to as the
‘Rome Treaties’, but in time, the Euratom Treatyswlae lesser considered as the EEC
took a firmer position as the supranational erditthe European Community. The
fundamental aim of the EEC was to create a commankafi*? in which its activities
included “the abolition, as between member statesbstacles to freedom of movement
for persons, services and capitd®. The free movement of people across the boundaries
of the member states was fundamental to the cordépée European Community, and the
Treaty of Rome contained explicit provisions foe thovement of those in employment
and self-employed. However, the concept of free enment was not so easily applied to

the field of education as students did not fallwntthe category described, and teachers

122 Treaty of Rome, article 2
13 Treaty of Rome, article 3c
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were employed by the public service, and so theeeda not benefit from the Treaty
provisions™** Education remained a taboo area for cooperati@oatmunity level and it
was clear that, for the member states, educatiefwalamentally an area of national
concern. However, the Treaty of Rome brought abawgw phenomenon in Europe that

had a substantial impact on matters relating tcation.

The Common Agricultural Policy

The Common Agricultural Policy (CAP) of the Europdaconomic Community
(EEC) can be considered one of the most importamincon policies of the European
Union and the most integrated project for the fiosir of European integration’s five
decades (Patel, 2009). It also provided the finktio Community activities in the field of
education. The CAP, established within the framévadithe Treaty of Rome, constitutes
one of the EEC’s first EU policies. The motivatin its establishment derives from
excess production following the first and secondlevavars, which was a great challenge
for international agricultural policy and this, gded with national agricultural protection
stimulating production, swayed the EEC towardsctieation of a common policy (v.
Graevenitz, 2009). Between 1958 at the beginnintsaireation, and 1965, around 90% of
all community legislation related to the CAP andha 1970s, 80% of the EU budget was
dedicated to it. The majority of the EEC’s finaadcpolitical, administrative and even
intellectual capacities were linked to the CAP driths been highly regarded as the core
of the European Economic Community. Article 39w Treaty of Rome made provisions
to ensure a fair standard of living for the agtietdl community, in particular by
increasing the individual earnings of persons eadaqg agriculture, which marked a step
beyond economic objectives into matters pertaitingeople. Moreover, article 41(a)
stated that in order for successful fulfilmenttlo¢ objectives laid out in article 39,
provisions needed to be made for “an effective bration of efforts in the spheres of
vocational training, of research and of the dissatmon of agricultural knowledge; this
may include joint financing of projects or instituts”.
In its section dedicated to workers, the TreatiRoime states that “the freedom of

movement for workers shall be secured within th@mmainity by the end of transitional

124 Education in the European Community, CommissiothefEuropean Communities, doc. COM(74) 253
final/2, Brussels, 14 March 1974 (CES/1974-20.63HDAEU)
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period at the latest® and that member states shall “encourage the egehafnyoung
workers”?® Article 117 highlights an agreement made by merstates upon the need to
promote improved working conditions and standartivaig for workers, which will
positively impact the common market. Making furthefierence to vocational training,
article 118 stipulates that the Community “shallén¢he task of promoting close
cooperation between Member States in the socidl fp@rticularly in matters relating to

[...] basic and advanced vocational training”.

Of fundamental relevance was its commitment tobdistaing a European Social Fund to
raise the standard of living! and article 125 states that on application by ebrer state,
the Fund would meet 50% of the expenses incurrdtidotate, or by a body governed by
public law, for the purposes of vocational retra@iMore concretely, article 128 then lays
down “the general principles for implementing a coom vocational training policy
capable of contributing to the harmonious develaprbeth of the national economies and

of the common market”.

Vocational Training

On 2 April 1963, a Council Decision followed, whity down general principles
for implementing a common vocational training pgliBy 1963, the common market was
being rapidly implemented, regional policies weegnly coordinated and the common
agricultural policy was being developed. The Coluregognised that structural changes
were taking place in economic sectors, which ragethlems of vocational training and
re-training that required attention. The decisitatex! that an effective common vocational
training would assist in fostering the movemenvofkers, and recognised that the
freedom of occupation, place of training and plat@ork was the fundamental right of
every person. The decision laid down ten princiglesvhich the key points included the
notion that a common vocational training policy miea coherent and progressive
common action with programmes drawn up by memlagestand the guarantee that every
person should receive adequate training — younglpemd adults — with due regard for
freedom of choice in occupation, place of trainamgl place of work. In this context, every

person would have access to the technical knowladdeskills necessary to pursue a

125 Treaty of Rome, article 48
126Treaty of Rome, article 50
127 Treaty of Rome, article 123
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given occupation and reach the highest possibkd [&training. Suitable training facilities
would be created to supply the labour forces reguin different sectors, and vocational
training would be broadened on the basis of gemghatation. Once implemented, the
common vocational training policy would forecastl @astimate, both at national and
Community level, the quantitative and qualitatieguirements of workers in the various
productive activities, and would give importanceatpermanent system of information and

guidance or vocational advice for young people ahdts alike.

Particular attention was paid to the training @icteers and training instructors. The
Commission would take suitable steps to collestritiute and exchange any useful
information, literature and teaching material amtdmgmember states. The decision stated
that suitable training for teachers and instrucstrsuld be a basic factor of any effective
vocational training policy, and the numbers of spehsons should be increased as well as
their technical and teaching skills developed. faemonisation of instructor training

would be sought and special measures would be iakihe member states to promote the
basic and advanced training of teachers and irtstsutor work in the less favoured
regions of the Community, as well as in third coi@st particularly those associated with

the Community?®

In December 1963, a vocational training advisonygottee was subsequently set up,
which presented its opinion on questions surroupdotational training both when
requested by the Commission and upon its own imvéalt was composed of
representatives of the member state governmengsnployers and of employers’
organisations, and met three times a year withcay®ar renewable mandate. In the
Commission, vocational training was under the raspmlity of the Directorate General V
for Social Affairs between 1963 and 1976 (Neav&4)9

The Treaty of Rome and education

The education sector itself was granted new oppdms as education staff and
scholars were free to move between institutionsratdeurope with the same rights as they

possessed in their home country. Free movemengeleetwniversities and research

128 Council Decision of 2 April 1963 laying down genlgséinciples for implementing a common vocational
training policy, Official Journal of the European Communities, 883 (63/266/EEC), 20 April 1963
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institutes facilitated cross-border collaboratiorthe field of research, paving the way for a
European research space, and students and stiffecqaerience academic — as well as
cultural — life in a European country other thaeitlown. Mobility and inter-institution
collaboration fostered an intensified exchangeeafgte and knowledge, which sowed the
seeds for what is now commonly referred to as t@iean knowledge economy, as well

as a European research area.

However, the new phenomenon did not come withsuthiallenges and, for the free
circulation of people to be the success that thkitacts of a united Europe had envisaged,
it faced numerous obstacles. These came in thexiooitintegrating individuals into the
working and daily life of the host country. If waas, especially in the professional
sectors, were to be able to move freely betweenlmestates with the same rights, it was
important for their qualifications to be recognisegually, students wishing to spend time
in another European institution had to be guarahteeognition of their studies back home
and recognition of their academic qualificationth#y wished to continue their studies or
participate in research projects in another mematse. Greater attention to developing
language learning within the European Community alas required if students, workers
and scholars were to successfully integrate, whethe temporary or permanent basis,

into the host country.

Academic mobility can be traced back to medievaks, when scholars sought
new knowledge by travelling to other universitiesi glaces of learning. Over the
centuries, although political and religious confaused more stagnant periods for
academic mobility than others, it can be said ithigiatives that took place against the
backdrop of European integration gave impetusediktorically rooted concept.

In postwar Europe, the economic and political cterthat followed the devastation of the
war created significant limitations to academic b It was further hindered by the
evolution of numerous and greatly diverse highercation systems, which caused
difficulties in transferring grants, loans and delnships between countries; the lack of
linguistic knowledge; the recognition of qualificats; and a lack of information about

opportunities in other education systems.
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Recognising qualifications and diplomas

During the first decade of the European Commumty the years leading up to it,
the Council of Europe, as with much of the actestin the field of education, was the
principle driver of academic-mobility initiatives Buropean level. One of the tasks
assumed by the Council of Europe has been to wolidviour of cooperation that is as
close as possible between the universities. Thisdes the free circulation of university
members, forcing the Council of Europe to stimutagr mobility!*® The Council of
Europe was the first European organisation to asditee problem of the equivalence of
diplomas and wrote it into the programme of the @ussion for Scientific Education. A
first meeting of experts in the subject of the gglénces took place in July 1953, when
they formulated a series of recommendations wighfdHowing principles: the
organisation of periodic meetings with the exparthe Commission for Scientific
Education; the creation of a centre or serviceoumngries that do not already have such
centres, to give information on foreign educatigstems, the exact value of foreign
qualifications and the existing rules in the arkaquivalences; support to governments in
the creation of a European Centre for Informatmmigsues concerning the mobility of
people dedicated to research; the opening of anignigto the feasibility of a ‘European
Student Record Book'.

The Council of Europe set up three conventionsherequivalence of diplomas in the
1950s. The first in 1953 was the European converdiothe equivalence of diplomas
giving access to university institutions, which wasfied by all of the six member states
of the European Community° The second came on 12 December 1956 on the
equivalence of periods of university study, whighthe Six, was ratified by Germany,
France, Italy, Luxembourg and the Netherlands. third convention was signed on 12
December 1959 on the academic recognition of usityequalifications, which, of the Six,

was signed by Italy and the Netherlands. Finaltyadditional protocol on the equivalence

129 es échanges universitaires et I'Université Europée Rapport & '’Assemblée Consultative du Corkeil
I'Europe, doc.2831, 18 septembre 1970 (EUI 8, HAEU)

130Eyropean Convention on the equivalence of diplokading to admission to universities, 11 December
1953, Documents of Henri Cartan (HC-64, HAEU)
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of diplomas giving access to university institusomas ratified on 3 June 1964 by France,
ltaly, Luxembourg and the Netherlands (of the $ix).

In 1960, a European Council of Higher Education Bedearch (ECHER) was created,
which adopted two recommendations in 1965 in fawduhe free circulation of university
personnel, and for the mobility of students. Inltteer recommendation, the Community
asked that countries encouraged undergraduatenssudecarry out study abroad, and that
national bursaries continue to be paid to currerdysabroad students and adapted to the
living costs in the host country. An agreementlmndontinuation of payment of national
bursaries was later signed in 1969, but only wighatures from Denmark, Ireland and

Luxembourg-*

Although member states signed the aforementionadestdions, there was no assurance
that the qualifications were an official comparigorthe study programmes they
sanctioned, so the ECHER carried out a seriesudfest on the programmes of different
disciplines taught in European universities. Itnidiged a clear problem in the inexistence
of common school and university programmes, whiath & direct impact on the

recognition of diplomas and on the mobility of uerisity members*?

In 1960, the issue of academic exchanges appeaatbd Report of the Interim Committee
to the European Economic Community and Euratomimvitie framework of the creation
of a European Universit§?* The Committee identified the need to establiskw situation
of equivalence of diplomas and the ECHER would wor&lose contact with interested
international organisations on the subject. The @dtae highlighted that the question of
harmonisation of programmes was directly linkeéstablishing a system of equivalence
of diplomas and suggested there was interest mdwising study programmes due to the
differences between them which rendered the freaileition of students difficult and near

impossible. However, harmonising study programmas seen as an aim in itself, and in

131 Response a la question écrite N0.293/68 posékl paouste, 1969, Assemblée parlementaire européenne
et Parlement européen avant I'élection directe (B&TL, HAEU)

132 es échanges universitaires et I'Université Europée Rapport & '’Assemblée Consultative du Corkeil
'Europe, doc.2831, 18 septembre 1970 (EUI 8, HAEU)

133 es échanges universitaires et I'Université Eueopé, Rapport a I’Assemblée Consultative du Coniseil
I'Europe, doc.2831, 18 septembre 1970 (EUI 8, HAEU)

134Rapport du Comité Intérimaire aux Conseils de lsm@wninauté Economique Européenne et de la
Communauté Européenne de I'Energie Atomique, Comi&&imaire pour I'Université Européenne,

Florence, 27 April 1960, Doc.EUR/C/1408/60f, C.186/60 (CEAB12-631, HAEU)
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actual fact, diversity across the higher educasigstems would bring about more
possibilities and advantages for university lifartha uniformed study programme. It was
therefore suggested that the Council should fageurilateral contacts in this respect. The
report stated that the ECHER would take the necgssifiatives to: establish a system of
equivalence of diplomas to allow every member-ssaident to complete part of their
studies in another member state; encourage theatemtpauthorities to implement the
system effectively in all interested university lwithe maximum of guarantee for the
student; and expand the system progressively WiHitst being established within a year.

In addition to a system of equivalence of diplomhs, Committee addressed the issue of
academic mobility with two proposals. The first wias introduction of a “Livret
Universitaire Européen” (European Student RecordkBeuropean Academic Passport),
which would be given to the student by their homstifution upon request. It would take

the form of a conventional passport, including peed details such as name, surname, date
and place of birth, address, photo, and signaaseyell as a faculty and university stamp.
Within the pages, there would be details on thdesitis studies, including registrations,
exams passed, equivalences and references froespoo$. It would replace the various
university student cards that students would otlsrwollect from the various universities
they studied at, and would grant access to uniydlistilities, as well as reduced-rate

museum access, across Europe.

The second proposal was that of a “Guide Europédittudiant Universitaire” (European
Guide for the University Student), which would agb/students in possession of the
academic passport on the opportunities abroadgtitie would be divided into two parts.
The first would be published separately for eaalntxy, giving information on
universities and Higher Education institutions, tberses they offer and their respective
professors, registration fees and other expensedatilities available, eligibility and
admission process, and living conditions. The ségaart of the guide would be dedicated
to each discipline, covering all member statewdtld be published in four languages
(and more if necessary) by the Orientation and Dwmntation Centre of the European
Council for Higher Education and Research, and naadédable in all the member states.
The Orientation and Documentation Centre would Besoesponsible for registering the
equivalence of diplomas and generally for keepihgaumentation relevant to Higher
Education and research.
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Attention was also dedicated to the exchange depsors, especially due to the limited
forms of mobility, which were outlined as shortitsdor either one cycle of lectures or one
to three weeks each, professors giving one or éstutes during a short visit to the host
university, and one or several professors actingsang faculty for a single term. It was
proposed that the latter of these forms, which vamgely based on bilateral agreements,
was the most effective and therefore required &rrgitomotion. To do so, the introduction
of an informative document circulated within ther&aean academic community
specifying professors’ specialisations, languagespblications would facilitate such
exchange initiatives. In addition, existing univgrswinning also developed such
exchanges so further twinning was encouraged b dmmittee, and the ECHER would
examine the feasibility of a multilateral Conventioetween the member states to resolve
the issues surrounding professorial exchangesciediyen the budgetary field. The results

would be presented to the Council of Ministers.

During a restricted meeting of the Council to thedpean Economic Community that took
place two months later, Pierre Widfiyindicated that the considerations made by the
Interim Committee confirmed the political willings® of the Six to bring together national

universities to intensify exchang®s.

In 1967, under the auspices of the Conferenceeof\kst German Rectors on the one
hand, and the College of Dutch Rectors on the pthere were conversations regarding
the establishment of bilateral regulations betwerNetherland$’ and West Germany on
the mutual recognition of exams passed and stediggd out in other countries. A Dutch
and a German expert were assigned to each subgactreluded in the regulations:
philology, classic philology, sociology, economickemistry, physics, electronics and

mathematics. It was hoped that similar initiatinesuld take place in other countri€$.In

135 Belgian Minister of Foreign Affairs

136 Extrait du process-verbal de la réunion restraint€onseil de la Communauté Economique Européenne,
tenue a Bruxelles 20-21 juin 1960, apprové le Ptesabre 1960, doc. 629/60, CEAB12-631, HAEU)
137The Netherlands had already established a systéne sécognition of diplomas obtained in other
countries, having applied the Treaty of the CouotEurope (Treaty of Paris, 11 December 1953) gnn
Il - Equivalences reconnues aux Pays-Bas et etede®urs en vue to parvenir & une reconnaissaxe d
dipldmes et certificats étrangers, contributiorlaldélegation néerlandaise, Project note: Recosaace
mutuelle des diplomes, doc. R/985/71, Communautéfg@enne du Charbon et de I'Acier, 24 mai 1971
(CEAB12-2422, HAEU)

138 Reconnaissances des diplomes et certificatg@rs: distribution de la delegation néerlandalse,
1957/70 (BAC 9/1973 — 50, HAEU)
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fact, the International Association of Universitlesd been dedicating attention to the
equivalence of diplomas. The Association was fodrnuaerepresentatives of 167
universities and higher education institutions flé2ncountries at the International
Conference of Universities held in Nice in Decemb@$0, which the Rector of the
University of Paris presided. The first stages®farmation had taken place at a
preparatory conference of university representathedd in Utrecht in 1948 under the
auspices of UNESCO in collaboration with the Dugclvernment. The second general
conference took place in Istanbul in 1955, andthirel in Mexico City in 1960. The
association’s aim was to provide a centre of coapmr at the international level among
universities and higher education institutions. Axgehe organs of the Association was the
International Universities Bureau, which, with ttwoperation of the universities, could
respond to requests for information on mattergirgao higher education such as the
equivalence of degrees, university organisatiod,tanhnical assistance. During the Nice
conference, it was decided that the tasks of thred®ushould be to carry out a long-term
study of the equivalence of diplomas. The confezgecognised that there were many
problems involved in such a task as qualificatiobtined from different countries had
political and economic implications, some fallinghin the competence of the
government. There it was felt that a sustainedreftogain clarity on the issue should be
exerted by a competent international organisatih wniversity status, such as the
Bureau. Its task was to compile documentation feolawrge number of countries,
containing full details on the academic aspectroversity degrees and the studies leading
to them. Amongst this documentation was a listilaitéral agreements that had already
been established. Focusing on the Six, numeroatehal agreements on the equivalence
of diplomas can be noted, many being signed wiHitist decade after the end of the
Second World War and some before the War.

139Italy signed cultural conventions with Belgium (R®vember 1948) and France (4 November 1949),

cultural agreements with Turkey (17 July 1951), the (28 November 1951) and Japan (31 July 1954, an
general agreements with Equator (7 March 1952)triugl4 March 1952) and Switzerland (for engineers
and architects on 5 May 1934).

Belgium signed agreements with the Netherlandslétiary 1946), France (22 February 1946), the UK (1
April 1946), Norway (20 February 1948), Luxembo{?d March 1948), Italy (29 November 1948), Egypt
(28 November 1949), Austria (17 October 1952) anekGe (9 December 1954).

France signed agreements with Iran (a generalralitigreement on 25 April 1929), Denmark (14 Japuar
1930), Sweden (specifically on the equivalencexaies and qualifications on 3 June 1936), Greece (on
intellectual and artistic relations on 19 Decemb@38), Belgium (22 February 1946), the Netherlaids
November 1946), Austria (15 March 1947), Turkey JLiie 1952), Brazil (6 December 1948), Sarre (15
December 1948), the UK (2 March 1948), Italy (4 Bimber 1949), Colombia (a convention for cultural
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On 18 August 1969, the European Parliament prodaacegort on the mutual
recognition of diplomas, certificates and othdesit*® With a proposal for a resolution, the
European Parliament requested the Commission dZ¢memunities to develop a
harmonisation programme for diplomas and study amognes, in view of favouring the
mobility of students, teachers and researchergimelh education, and to avoid that the
ongoing reforms lead to greater disparities betweeeamination and teaching systems. The
Parliament requested that the mutual recogniticsigdbmas was automatically applied to
salaried activities. The Parliament acknowledgedpitesence of the mutual recognition of
diplomas in article 57 of the Treaty of Rome, fonrsalaried activities, and that, founded
on a judicial basis after long studies by groupsxgferts, the Commission proposed a
directive on the mutual recognition of diplomas &ochitects. This was followed by

proposed directives for doctors, dental practittenpharmacists, lawyers and engineers.

University exchanges

In its 1969 report, the Parliament also made awseit was conscious of the
obstacles opposing exchanges between Europearrsiiegeand, indicating the report of
M. Schuijt on the Europeanisation of universitie@nmitted to analysing the causes of the
compartmentalisation. It points out that politidanust be aware that it is not only a
problem of organisation, but that removing obswtbeexchanges between universities is
an element of the whole cultural policy to be esaled in Europe. The Parliament
proposed that the Commission could make certaipgsals to highlight the existing
concordances within study and examination prograssmaed to lay down certain
principles for the harmonisation of programmesdinits that this would be a difficult
task, given the diversity in national educationteyss, such as the case of Germany in

exchanges on 31 July 1952), Japan (12 May 1953Ww&jo(4 December 1953), Luxembourg (8 February
1954), Germany (23 October 1954), Canada (an initeztsity agreement between the Universities ofsPar
and Montreal on 10 June 1952 in Montreal and 2@ L1225 in Paris), and the UK (an interuniversity
agreement between the University of Paris andeiiftdK universities on 23 March 1925).

Germany signed agreements with Spain (10 Decen@if)land France (23 October 1954). The Netherlands
signed cultural agreements with France (19 NoveriBdf) and the UK (7 July 1948), and cultural
agreements with Belgium (14 January 1946), Luxemip¢26 April 1946) and Norway (18 May 1955).

Documents concerning the equivalence of univergiglifications, International Association of Uniséies
(CM2/1958 — 949, HAEU)

140Rapporteur: M. Hougardy, Assemblée parlementairepgenne et Parlement européen avant I'élection
directe (PEO-1021, HAEU)
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which education systems differ between each Lantieould not be a question of

creating a uniform programme, but trying to britogat a certain unity in which the
diversity, which is necessary, is safeguarded.|lyine Parliament proposed that, without
exerting authority over the different organisatiamglved in exchanges, the Commission
could create a European Office for Exchanges. TifieeOcould grant bursaries, establish a
European student passport and be a centre for dadation and information, working in
strict collaboration with the Council of Europeet®ECD and UNESCH'!

During the second meeting of the Ministers of Edioceof the countries of the European
Community in Luxembourg on 6 June 1974, key pailgsussed were the European
University Insitute in Florence; the problem of tnetual recognition of diplomas, which
was noted to affect the free movement in Europma@hbers of liberal professions, and to
that of students; and the overall question of coajmm in educational matters. The
meeting was described as productive, and remarkabits atmosphere of mutual
confidence and realistic attitudes to the probleriag discussetf?On the mutual
recognition of diplomas, by July 1974, in accordandth article 57 of the Treaty of

Rome, the Commission of the European Communitiesgmted the Council with 40 draft
directives concerning freedom of establishment,rantlal recognition of diplomas in
twelve categories of non-salaried activities. Tloeiil pointed out that it was not simply
a case of recognising qualifications, but of prawdpeople with the possibility of
practicing their chosen profession in another Eeampmember state. Guidelines drawn up
by the Council included proposals for greater fdily in reviewing the training that leads
to the qualification, and it was admitted during theeting that despite different lengths of
study and different methods, the ‘final productedmot differ greatly between member
states. In addition, the Council planned to essaldi list of certificates and titles that
would immediately be recognised as equivalent, iviiould facilitate student

exchanges®

1“IRapport sur la reconnaissance mutuelle des diplpreesficats et autres titres, 18 ao(t 1969, daznim
87, Assemblée parlementaire européenne et Parleusspéen avant I'élection directe (PEO-1021, HAEU)
14275 European University Newduly 1974, Division Information Universitaire, ®ction Générale Presse,
Informations de la Commission des Communautés Eampes (EUI-8, HAEU)

143:Reconnaissances Mutuelles des Dipldém@§’European University Newduly 1974, Division

Information Universitaire, Direction Générale Pezdsiformations de la Commission des Communautés
Européennes (EUI-8, HAEU)
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The French Minister for Education, René Haby, st#itat he wanted to “see the solidarity
between national educational systems encouragegddayer exchanges and the
development of corresponding points of interestiwidver, since the diversity of
education systems is part of Europe’s culture,itiendt intend the development of total
uniformity in systems but that the national syst@&mpen towards each other. Mr. Malfatti,
the Italian Minister of Education, felt the Couniedd worked well in the meeting, and felt
convinced that the solution to educational probléassoutside the national educational
framework, and to speak of European unity solelgaanomic terms would be a serious

error1#

In 1970, in a report to the consultative assembiyie Council of Europé&? it was
highlighted that although universities are stilf@sen’ as they used to be in medieval
times, they have evolved within national histoaesl have become divided behind barriers
of a nationalism that constitute a serious obstcicademic mobility, and in fact to the
spread of a European spirit itself. While econoamd social integration was developing,
the development of cultural integration, and esgBcthe creation of a European academic
community, was seriously lagging behind. The repornts out that already in 1948, the
Council of Europe and the Six were conscious ofnbed to facilitate academic exchanges
alongside the need to create a European Univendig .report advised the need to
Europeanise national universities, independentiyhefdevelopment and form of the
European University, as the important factor wasdfeation of a European-spirited
community, which can be fostered through acadenalbility to enrich professors’ and
students’ experiences. It makes reference to atrppesented by Mr. Shuijt of the
European Parliament on behalf of the policy comioisen the Europeanisation of
universities (3 October 1969), stating the neestitaulate university exchanges by
adopting common study programmes in all counttisvever, the rapporteur recognised
the obstacles to university exchanges and the Earogation of universities: the
equivalence of diplomas and difference in teaciyggems; legislation, meaning that
national laws were hardly ever flexible and proféessand assistants were often considered
as state officials causing problems with the eligybof nationality; a lack of linguistic

knowledge as foreign language teaching was inseffiand therefore created practical

14475 European University Newduly 1974, Division Information Universitaire, ®ction Générale Presse,
Informations de la Commission des Communautés Eampes (EUI-8, HAEU)

145 _es échanges universitaires et I'Université Euenpé@, Rapport & I’Assemblée Consultative du Conigeil
I'Europe, doc.2831, 18 septembre 1970 (EUI 8, HAEU)

147



problems outside national borders, which was aggeavby the lack of initiatives in
universities to improve the linguistic situationteachers and learners; insufficient funds
foreseen in national budgets for bursaries to raainhobility; a lack of information on
offer to inform students of the opportunities inmieer states; the priority given to national
problems in university programmes, so programmesationally oriented with little
relevance to other member states; an imbalandeimxchanges; and the absence of a
European policy on exchanges, which would betterdinate exchanges and avoid the

aforementioned imbalance.

Developing deeper cooperation in education

Following decisions made during the §6%eeting of the Committee of Permanent
Representatives (22-24 July 1970) for the Courfdihe European Communities, an ad-
hoc group of high functionaries competent in tleédfiof national education met several
times in Brussels to prepare a Council session thitparticipation of the national
Education Ministers of the member states. The gamrped that in order for Community
economic cooperation to be a success, it larggheniged on the situation in the education
field. Certain objectives laid out in the Treat#Rome touched upon this domain, and the
delegations believed that cooperation crossing thighfield of education would accelerate
these dispositions in the treaties. For severagigions, the need for co-operation in the
field of education went beyond the requirementthefprocess of economic integration
alone. They consider that the Community of Europestrfind its own cultural and
educational dimension and that, therefore, a commfbection is necessary on the
modalities of increasing cooperation in the fieleeducation going beyond the strict
framework of the Treaties. The first problem tootes was that if the ministers
responsible were to be favourable to cooperatidherfield of education, whether such
cooperation should be limited to the frameworkhaf Treaties or whether a type of
cooperation can be envisaged that indeed goes ddfierconfines of the Treaties.
However, the group was only responsible for idgmtd themes to be discussed in the
context of European cooperation in education aridvhether they fall under the Treaties
or not. The themes to discuss were based on dodsmsepmitted by the different
delegations. The ad hoc group agreed, howeveratha€Community cooperation in the

field of education had to take into consideratioa éfforts already made by other
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structures and multilateral organisations, espgdiiNESCO, the OECD and the Council

of Europe. A complete inventory of such activitresuld take place.

In the ad-hoc group’s report, three key areas watkned: information and cooperation in
the field of education; university cooperation; ahd mobility of people. The first
regarded the systematic collection of informationeerning the education of the six
member states, including documentation on the eograd education, education system
structures, comparative studies of university cesirsesearch in the field of education,
technology and education, and statistics on edutalin the context of mobility, the report
proposed the creation of European diplomas, whigtlavbe valid in all six member states
and would sanction a newly created cycle of studresorganised on a common basis
within the member states. Such diplomas would Inderced by existing institutions as
well as newly created institutions such as the pe@o University in Florence. It was
noted that the German delegation was not in faebthis initiative. In the meantime, it
was suggested that an examination should take pfabe possibility of applying a
‘European validation’ to certain existing natiodilomas*°

Within the context of the Committee of Permanenpri@sentatives meeting within the
framework of the European Coal and Steel CommutiigyBelgian delegation expressed
its view that it considered the mutual recognitidrdiplomas as an essential issue linked to
the success of the Community, and it hoped thatligeissions between the national
Ministers of Education could provide impetus to Wk within the political plan of the
Community framework. The French delegation considehat it would be important to
ensure that decisions were made in full knowledge@way in which educational
systems work and how they might evolve. In additibbelieved there should be a
systematic review of the implications of such diecis for the future of education in the
countries where they will take effect. The Germatedation believed that the mutual
recognition of diplomas should essentially be bamethe idea that in the highly
developed industrial countries, including membatest of the Community, the situation
can be considered to be more or less the sambesaine values for assessing the

recognition of diplomas are applied. Thereforer¢hshould be a general mutual

148projet: Rapport du Groupe ad hoc des hauts fonuioss compétent en matiére d’éducation nationale,
doc. T/742 /70, 1970 (BAC 9/1973 — 50, HAEU)
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recognition without the need to lay down uniforrmimum requirements too formalt’

In a separate annex, the German delegation expréssgew that growing economic
integration within the European communities is mgkit increasingly clear that there is a
need to extend cooperation between Member Statag&s closely linked to economic
development. For the German delegation, the tygerazjress that has taken place in the
field of science and technology, as well as infiblkel of industrial and monetary policy, is
as equally valid in the field of national educatiém individual’s training, as well as the
improvement of the conditions necessary for hisflewdom and opportunities for further
development in the Community, will be increasindgcisive for the social and economic
development of the Community itself. It was forstheason that the German delegation
welcomed the suggestion from the Belgian delegatdrold a session of the Council of
Ministers in the field of national education, arelibved that closer cooperation between
the member states was desired and necessary. Getingan view, closer cooperation at
Community level could provide new impulsion to therk already carried out in the past.
The German delegation reiterated the need for geied study spent in other member
states to be recognised across the Community,goonve not only university mobility for
professors but also for students, which provideoihygortunity to experience the cultural,
sociological, economic and political offerings eher member states. Furthermore,
bringing teachers closer together — not necesdaalying to uniformisation — would
facilitate study abroad and would naturally britgat the mutual recognition of

qualifications™*®

Within the discussion on the equivalence of diplenmal1970, the European Community
dedicated attention to specific professions thiatfighin the framework of work
corresponding to article 57 of the Treaty of Rofftgese were: architects, for which two
propositions for directives had been studied sMaech 1969; engineers, for which
discussions on propositions for a directive hachldaking place since May 1969;
geometres and agronomists, for which discussioms vt to take place; judicial
professions, for which nothing had been discussethivyers and industrial property and

fiscal advisors, but for compatible experts the @Gossion had presented a directive in

147 project note: Reconnaissance mutuelle des diplotiees R/985/71, Communauté Européenne du
Charbon et de I'Acier, 24 mai 1971 (CEAB12-2422,HA

18 Annex | - Extrait — Mémorandum de la Républiquediéadde d’Allemagne concernant la coopération
européenne en matiére d’éducation nationale, Rrogge: Reconnaissance mutuelle des diplémes, doc.
R/985/71, Communauté Européenne du Charbon efdif, 24 mai 1971 (CEAB12-2422, HAEU)
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July 1970; doctors, and medical and dental pracigis, for which a proposal for a
directive had been sent to the Council in Marchat @harmacists, for which a proposal
for a directive was being discussed since Noverthibé8; nurses and midwives, for which
proposals for directives were sent in November 1&&9January 1970; and opticians and
veterinaries, with two proposals for directivesrgesent in November 1969 and June
19701

Research cooperation

In July 1958, a report was produced within the fearork of the European
Communities on proposals for the creation of a geam Scientific Community (the EEC
and Euratom). It stated that the promoters of tteafles of Paris and Rome had expressed
their concern to ensure an ever closer union betwhee peoples of Europe. They
considered that Europe can only be achieved byretsmactions and by the establishment
of common bases for economic development, exprgs$iseir desire to seek, on the one
hand, the expansion of the productions of the suntries of the European Community,
and on the other hand, to ensure the raising odtdredard of living of the populations. In
this respect, scientific and technical research evesof the factors that could make a
significant contribution to maintaining and betbtgyithe standard of living. Each member
country was lagging behind in the field of researompared to the USA, the UK and
Russia, and this delay should not be measuredydnjehe relative importance of the
amounts spent on research, but also by the incneaise use of foreign degrees and
gualifications. By creating a common research areardination of research at the centre
of the six member states of the European Commuwotyld enable a growth in contacts
between researchers and thus lead to an increéise walue of the research. A common
research organisation would provide Europe withpibesibility of re-establishing its

position in the area of science and technolttgy.

The issue of scientific research was laid out imote of the European Communities on 6
November 1959 entitled ‘La recherche scientifiqurgzanisation, efforts financiers et

149 Annex Il — Etat des travaux concernant la mise@vre de l'article 57 du Traité de Rome, Projexten
Reconnaissance mutuelle des diplémes, doc. R/9866mmunauté Européenne du Charbon et de I'Acier,
24 mai 1971 (CEAB12-2422, HAEU)

1%0propositions visant a la création d’une Commun&eiéntifique Européenne, juillet 1958, (CM2/1959-
873, HAEU)

151



coopération internationale’ (Scientific researctgamisation, financial efforts and
international cooperatiort§* The note provided a first overview of the regulas on
scientific research and the efforts made in thspeet in the Common Market countries in
relation to the USA, the Soviet Union and the Utpdints out that the note could not be
exhaustive due to the complex structure, diveesity continual development of scientific
research. It was stated that the European Commemiitlgl be accused of lagging behind
the USA and the Soviet Union. In the research avéasedicine, biology, aeronautics and
astronautics, for example, the voice of the Eurag@éammunity is hardly heard. An
explanation could lie in the low funding that reséain the Community receives, but also
due to the lack of coordination of efforts acrdss Community. Since there did not appear
to be any fundamental differences in the structdimesearch across the member states, it
was felt that coordination should be relativelyyed$he European Parliamentary
Assembly, during its session in June 1958 adopteda@ution underlining the particular
importance of research and interest in strong loofiaion within the European
Community. This position was reaffirmed by the Coission for Scientific and Technical
Research in their meeting on 1 June 1959. The sta@entific research cooperation
within the Six in the public sector was hardly adeed, except in the fields of nuclear
energy, and coal and steel, in which the Treatesgaved the way for common research.
In the private sector, however, the establishmétiieCommon Market has resulted in a
number of private initiatives of closer collaboeatiin the industries of member countries

within almost every industrial sector of the siuntries>?

At the time of the report, scientific research ieldgdum was carried out by recognised
institutions of public use, and in particular tk®@hds National de la Recherche
Scientifique’ (National Foundation for ScientifieBearchy® and the ‘Institut pour
'Encouragement de la Recherche Scientifique démduistrie et I’Agriculture’ (Institute

for the Encouragement of Scientific Research iustiy and in Agriculture}® as well as

151 a recherche scientifique: organisation, effoitaificiers et coopération internationale, doc. AEJ8/
Council of Europe, 6 novembre 1959 (CM2/1959-87AEH)

52| a recherche scientifique: organisation, effomsficiers et coopération internationale, doc. AB8/5
Council of Europe, 6 nhovembre 1959 (CM2/1959-87AEH)

133The ‘Fonds National de la Recherche Scientifiquas\an institution for public use created on 2 June
1928. It is independent of the State and is subksitlby the private sector and State subsidies (CO62F-
756, HAEU)

%4The ‘Institut pour 'Encouragement de la RecherShientifique dans I'lndustrie et I'Agriculture’ &
public institution that is dependent on the Minestrof Economic Affairs and of Agriculture, created 27
December 1944 and is responsible for encouragiplieabresearch in industry and agriculture. Itoteses
are provided by the government (CM2/1959-873, HAEU)
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in universities, government laboratories, and iasts or laboratories in the private sector
(in industry and agriculture). Other public-useiilngions working in the field of research
were the ‘Fondation Universitaire’ (University Falation), the Francqui Foundation, the
‘Institut Interuniversitaire des Sciences Nuclésiifgnteruniversity Institute of Nuclear
Sciences), the ‘Fondation Industrie-Universitédiistry-University Foundation), the
Belgian office for the growth of productivity, tiduclear Foundation and the Fonds de la
Recherche Scientifique Médicale (Fonds of Scientedical Research). Belgian
university research was carried out in more tharnandred laboratories or research
services, divided between the two state univessdfeGand and Liege, as well as the two
free universities of Brussels and Leuven and seteer important university institutions.
The resources of the university institutions degehon the State, deriving from
government subsidies. The free universities hai tiven resources and receive ministerial
subsidies. The private sector maintained numemusratories ranging from small
installations for analyses to laboratories carryngjapplied research. The Belgian
industrial sector also created laboratories, fodrmeprofessional groups. These research
centres, known as ‘De Groote Centres’, were irueidf a legal decree of 30 January 1947,
financed by a single government subsidy, compulaanual fees from all companies in
the jurisdiction, and subsidies from the ‘Instipatur 'Encouragement de la Recherche
Scientifique dans I'Industrie et I'Agriculture’ @thers. The Belgian coal industry also
possessed the following research institutionsNhtonal Institute of Mines; the National

Institute of the Coal Industry; and the InstitufeMbning Hygiene*®

At the end of the Second World War, Germany had sdealt in industrial production and
research was based in universities and the Kaiskaelw Institute, created in 1907 and
dissolved in 1945. The German physicist Max Plasbkyrtly before his death in 1949,
wanted to create a similar institution and on 2brkary 1949 the ‘Max Planck
Gesellschaft sur Forderung der Wissenschaften'oneated with the help of the allied
military government. The Max Planck research ingts carried out work in the field of
pure as well as applied research. However, neilleegovernment nor industry intervenes
in the research taking place. The institutes arejmally financed by official funds on the

basis of an agreement with all the Lander. They edseive donations from an association

1% Note: La recherche scientifique: Organisationpredf financiers et coopération internationale, Riles, 6
novembre 1959, doc. AE/8/59 (CM2/1959-873, HAEU)
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founded to encourage the sciences (Stifterverbandié Deutsche Wissenschaft§.The
German Research Association englobes all univessind technical colleges, and entrusts
its work to the researchers it subsidises. Theuress derive from the Lander, from the
Federal Government, the ‘Stifterverband fur die ©elie Wissenschaft’ and private
sources. In addition, the Fraunhofer Society ferAldvancement of Applied Research was
founded in Munich on 16 March 1949, with the ainpodviding the means and
possibilities to develop industry interest in rasban the natural and physical sciences.
Certain industries created their own laboratoriegstitutes that were more or less
attached to the universities or technical collegesfor measures taken by public
authorities, the Federal Republic did not have aistiiy of Cultural Affairs, and the
universities and polytechnics were under the refihe Lander. However, these different

ministries of the ‘Bund’ support the research thaty are affected by’

By decree on 29 November 1958, the French goverhraerganised the administration of
its scientific research, by creating the Inter-si@rial Committee for Scientific and
Technical Research, which enabled an executive ptaatervene with the utmost vigour
in an area where the role of researchers and gsheés obviously fundamental. As the
financial and material resources of the nation Viienged, it was necessary that the French
government could seek scientific advice to esthbtsoptions. The Committee constituted
the Prime Minister, the President, the MinisteEdfication, the Minister of Defense, the
Minister of Finance and Economic Affairs, the Mieisof Industry and Commerce, the
Minister of Agriculture, the Minister of Public Hitla, and qualified representatives from
the French community. Its tasks were: to ensureitjie balance between the volume of
credits devoted to various forms of research; suenthe efficiency of the nation’s
research, which lead to studying the researcheofegsion and the structures in which
they work; and to sense new research themes thdtwe of national importance.
Research in France was carried out in laboratonbgsh included: state laboratories with
personnel directly linked to the Ministries; resdaorganisations dependant on the
Ministry of Education, including the College of R, the universities and their institutes

(Institut Henry Poincaré, for example), in whiclsearch was directed by the professors;

1%5The Stifterverband fiir die Deutsche Wissenschast evaated in September 1949 in Frankfurt by the
German economic circles, with the aim of collectingds for the development of science and research
(CM2/1960-756, HAEU)

5"Note: La recherche scientifique: Organisation, e$féinanciers et coopération internationale, Bhiese 6
novembre 1959, doc. AE/8/59 (CM2/1959-873, HAEU)
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the National Centre for Scientific Research, creédga merger of two research centres in
1939 and directly linked to the Ministry of Eduati Its mission was revised in 1945 and
1948 to develop research with universities, esfigatarough subsidies and ensuring the
working order of the laboratories. In 1957, the @&r laboratories had around 3000
researchers, 1300 contractual workers and 150@itadicollaborators. As in other
countries, certain areas of industry that wereasfipular importance had their own
research laboratories, which frequently carriedfontiamental research. Elsewhere,
certain branches of industry or groups of sociatreated professional centres of research,

which were officially recognised by ministerial dee*®

In Italy, research was encouraged and financedlynbaynthe state, industry, academies
and certain foundations. Research was carriechauniversities, national centres of
research and laboratories in the private sectoregards state activity, the main
organisation is the National Council of Researchictvwas founded in 1923. It
coordinates national activities in different braeslof science, founds scientific
laboratories and contributes to their financingbekates research programmes of general
interest, finances research centres, organisatiffasion of scientific publications,
publishes bibliographical bulletins and scientjéarnals, organises subsidies for meetings
and scientific congresses of national and inteonaliinterest, and it represents Italy in
international scientific relations. The state pesss numerous research organisations that
depend on the technical Ministries of Defense, é&gture, Interior, Transport and

Industry. The universities and polytechnics depdralethe state, namely the Ministry of
Education, for their resources. They were dedicatestly to pure research, but also
applied research. Industry maintained a close mapyth the universities, in which
professors were also advisors elsewhere in thatersector. University professors had the
freedom to undertake the work they wish to in thversity laboratories and they were
able to directly contact sectors of industry th@aild be interested in their projects. Often,
industry staff would be sent to work with the psder on a determined project, or industry
funds would be paid to cover the salary of uniwgnssearchers. There were also
academies (Accademia Nazionale dei Lincei), knogéesbcieties (Italian Association for
the Advancement of Sciences, the Italian Societyleemistry, the Italian Society for

Physics) and associations (the Electro-technicabgistion, the Technical Automobile

1%8Note: La recherche scientifique: Organisation, e$féinanciers et coopération internationale, Bhiese 6
novembre 1959, doc. AE/8/59 (CM2/1959-873, HAEU)
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Association, and the Society of Engineers), whidviged subsidies for research or the

exchange of information and technical proceddites.

In the Netherlands, pure research was carriedpthdorganisation ‘Zuiver
Wetenschappelijk Onderzoek’ (ZWO) and the univassjtwhile applied research was
carried out by a national centre ‘Nederlandse @émtDrganisatie voor Toegepast
Natuurwetenschappelijk Onderzoek’ (TNO), and thmfatories of the industrial sector.
Created in 1950 by the government, the ZWOQO'’s ml®igrant study bursaries and
subsidies to university professors and researctiapsts. It works in collaboration with
the TNO, on occasions providing joint subsidieseRasearch dominates in universities,
but the TNO maintains contact with university resbars for collaborations in applied
research. The TNO was created by a law on 1 Mag,183d is responsible for awakening
the understanding of applied research for pubtiergst. The institution has no official
character and its personnel do not constitute gorent officials, but the state exerts an
influence on its activity. As for the private sectihe large industrial enterprises such as
Philips in Eindhoven, the Royal Dutch in Amsterdamg Unilever in Vlaardingen, have

created important private research centres, witichvhe TNO maintains relatiori&

At European level, attention to research is evidem the European Coal and Steel
Community, where in article 55 of the Treaty ofiBathe Community is requested to take
up appropriate contacts between the existing reseaganisations, to provoke the

financing of common researéff: Furthermore, during the meeting of the European

19Note: La recherche scientifique: Organisation, e$féinanciers et coopération internationale, Bhiese 6

novembre 1959, doc. AE/8/59 (CM2/1959-873, HAEU)

1%0Note: La recherche scientifique: Organisation, e$féinanciers et coopération internationale, Bhiese 6

novembre 1959, doc. AE/8/59 (CM2/1959-873, HAEU)

181 Article 55: 1. The High Authority shall encouragehnical and economic research concerning

the production and the development of consumptfaoal and steel, as well as labour safety in

these industries. To this end, it shall establisbgpropriate contacts among existing research

organisations. 2. After consultation with the Cdtative Committee, the High Authority may

initiate and facilitate the development of sucleegsh work:

(a) by encouraging joint financing by the interdstaterprises; or (b) by earmarking for that

purpose any grants it may receive; or (c) withabicurrence of the Council by earmarking for

that purpose funds derived from the levies provifiedn Article 50, without, however, going

beyond the ceiling defined in section 2 of thaitchet

The results of the research financed under theitionsl set forth in subparagraphs (b) and (c)

above shall

be placed at the disposal of all interested pami¢ise Community. 3. The High Authority shall

make all useful suggestions for the disseminatideahnical improvements, particularly with
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Parliamentary Assembly on 20 March 1958, the Ass$giidcided to create a Commission
for Scientific and Technical Research. It belietleat scientific and technical research
constituted an urgent necessity, which should edtrbited to pure science, but should
also include economic and social sciences. Thedawation and rationalisation of the
research efforts called for a programme of comnesearch within the three Communities,
and it felt that in this field, coordinated actisimould be taken immediately in the field of
energy supply. On 27 June 1958, the European Reatitary Assembly published a
Resolution, stating that it was convinced thatredie and technical research constituted,
in both the applied sciences and economics, a golwaeans to continued improvement
in technology, the increase in productivity, consuattion of new products, as well as the
reinforcement of security, of sanitary protectiom @f the population. The Resolution
requested that all responsible authorities takenéoessary measures to facilitate the work
of researchers, especially making detailed docuatientavailable to them on the results

acquired in the countries where the publishing lmgs are difficult to acce&¥.

On 16 November 1959, a note was circulated onnsifie research: a plan of concerted
action by the member countries of the European Canitlyi in the framework of the
European Economic Community and EuratSiiThe note proposed the creation of a
central organisation for documentation and cootenaesponsible for collecting and
distributing information relating to scientific amelchnical research, and the creation of
organisations responsible for scientific policy,igvhincluded formulating proposals and
making decisions in the field. Furthermore, in aetimgy on 26 January 1960, the President
of the Euratom Executive stated that Euratom watdgte a common research centre and
foster agreements on cooperation, including cotgrac research with specialist
institutions. It would establish four institutiomsthe framework of a common nuclear
research centre: Ispra (Italy), Petten (Netherlgri€risbruns (Germany) and Mol

(Beligum)®*

regard to the exchange of patents and the graatihcenses. (Treaty establishing the European
Coal and Steel Community, Paris, 18 April 1951, wawee.eu)
%2Note: La recherche scientifique: Organisation, kéffinanciers et coopération internationale,
Bruxelles, 6 novembre 1959, doc. AE/8/59 (CM2/18%%; HAEU)
183 Note: La recherché scientifique : plan d’une actioncertée des pays membres de la Communauté
Européenne, Bruxelles, 16 novembre 1959 (CM2/19&%)-8
164 Assemblée Parlementaire Européenne, Commissiom Bedherche Scientifique et Technique, 1960
(CEAB-12-631, HAEU)
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University cooperation

On 29-31 October 1970, a meeting on university ecajon was organised by the
European University Association and the Universitarenoble'® The meeting aimed to
bring about the study of what a system of coopendtetween European universities could
look like, and three commissions were establisbeahswer the following questions:
which essential elements condition the universiapsitude in cooperation? What will be
the useful content of this cooperation? What walkigstrategy put in place be to carry out
this cooperation? The first commission concentratedhe aptitude for cooperation;
judicial possibilities to cooperate; sociologicahditions for cooperation; and the
operational character of universities. The secarmdmission focused on: the content of the
cooperation; scientific research and universitypavation; mobility; and information
systems. The last commission was responsible smudsing: a cooperation strategy; the
technical means for cooperation; institutions ajgeration; and financial incitation. The
delegates identified four structural models of ensity cooperation: supranational
centralisation, in which all individual universiieeport to a centralised body; several
national centralisations, in which national/regiomaiversities report to a centralised
national body and the national bodies cooperatgdrally with each other; a de-
centralised system made up solely of bi-laterapeoation; and central mediation with
direct interactions, where universities cooperdtadrally but also liaise with a centralised
body. Meeting delegates highlighted that certasteays tend to follow supranational
centralisation, although some states without céség power in education, such as federal
or free states, follow a de-centralised systerwal believed that central mediation with

direct interaction was the ideal model.

Delegates felt that the mutual assimilation of stifie languages and the level of
information of the participants was a necessarylitmm for the successful coordination of
research. This implied that the mobility of studemesearchers and teachers needed to be
involved, and this would require the coordinatidpamgrammes and the mutual
recognition of qualifications. Without a seriesstfuctural reforms to the universities,
international cooperation could not take place, g it would be an ideal moment to

implement such reform.

1%5Documents sur colloque de Grenoble, 29-31 octo7® ICIFE-367, HAEU)
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Discussing university research’s place in scienpflitics, Gilbert Caty and Henry
Lesguillons of the University of Grenoble adviskdyttit required the development of basic
research programmes in response to the technichlgons that social groups other than
academia may have to solve. This broader perspeletads to the study of how university
research can interact with the scientific arenarder to determine the measure in which it

could be used as an instrument of politfs.

Within the context of the meeting’s first commissidiscussing the aptitude for
cooperation and the judicial possibilities for cemgtion, the meeting highlighted certain
national studies on the way research is organ{Sednan universities have a long tradition
of academic freedom, which is guaranteed by Gerfrealeral law, stating that art and
science, and research and teaching, are freepfihsple of academic freedom is applied
to all university laws of the Lander, as well aghat statutes if each university. It should
be noted that this principle of freedom extendsobeyteaching and research to encompass
the administrative organisation and governancéeiniversity. In this field, the German
universities already possessed the type of autortbatythe law of Edgar Faure later
provided to French universities in 1968. Governasfdde German universities fall within
the remit of the eleven Lander, which explainsahsence of a Federal Ministry of
Education, and therefore a higher-education stinghat is vastly different from other
Member States. The near absolute majority of pragras of cooperation are left to the
free initiative of the universities themselves, déimd situation explains why the majority of
international activities take place internally viftluniversities or university-managed
organisations, and not within governmental ingtg. In Dutch universities, both
scientific teaching and research receive the sdtapt®mn, and an interdisciplinary
approach is encouraged in each sector. Moreoveyrlversities are free to carry out their
work as they wish and independent from the Staue tlaey are free to establish their own

bilateral agreements for cooperatiSh.

The commission considered that international ccatpeT was an important contribution to
the internationalisation of university training,ttee effect that university degrees are

thought of in European terms and in an internatispait. The universities are required to

%6pgcument de travail introductif élaboré par Gilb@ety et Henry Lesguillons (Université de Grenoble,
29-30-31 octobre 1970) (CIFE-367, HAEU)

187Commission | — Rapport présenté par M. H. Schiieetteur de I'Office Allemand d’Echanges
Universitaires a Paris), Université de Grenoble3@%B1 octobre 1970 (CIFE-367, HAEU)
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be very open to international perspectives if thvayt to play a role at the forefront of
contemporary society, which was of capital impoctafor the integration of Europe and
for world peace. Cooperation focuses on teachinigrasearch, and in this domain,
exchanges between professors and students ammos$timportance when forming
European inter-university working groups, which canry out common scientific research

that goes beyond the capacity and competenceingie siniversity'°®

Conclusion

This chapter has detailed the role of educatiomduhe establishment of the
European Community with the signing of the TreatieRome. It identifies the lack of a
formal role for education within the treaties, whis interpreted as an intentional
marginalisation. Omitting education from the congpeies laid out in the Treaties of
Rome is not consistent with the level of discussiomounding education that is outlined
in the previous chapter. An explanation for theomgistency lies in the power that can be
exerted by states. Even if states agreed that adoaould be a tool to foster European
consciousness for the sake of successful unitynwtreame to the crunch, the omission of
education in the Treaty of Rome suggests thatwerg not prepared to allow the

European Community to formally exert influencehe area.

However, the chapter uncovers links to mattersshitelate to education in the Treaty of
Rome, namely training within agricultural policydanocational training. As the European
Community began to develop, these two provisiorenep the door to a role for education
in European integration in a way that reflectsrib&on of spillover in neofunctionalism.

In order to fulfil objectives in vocational trairgr(including the training of agricultural
professionals), it was necessary for the Europeanr@unity to address other areas
relating to education, including the recognitiordgilomas, and university and research
cooperation. The need to collaborate at supraraltienel in the field of education became

apparent.

Therefore, the evidence in the chapter identifiesngion between the role of states and the

supranational in the field of education at the begig of European integration. On the one

1%8Commission | — Rapport présenté par M. H. Schiieecteur de I'Office Allemand d’Echanges
Universitaires a Paris), Université de Grenoble3@%B1 octobre 1970 (CIFE-367, HAEU)
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hand, there is the omission of education in thefiref Rome, but on the other, there is
the emergence of a supranational influence in etsvand initiatives relating to education
where a need is clearly identified. The area oftional training provided a spillover
trigger, as anticipated in neofunctionalism, buivdeg from training objectives implied a
connection to the labour market and therefore tmemic-oriented objectives. This shift
left behind the cultural attachment to educatiat thad been present in pre-European

Community discussions.
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Chapter Eight | Reaching a Community-level educatio policy (1971-1976)

Introduction

This final chapter of findings addresses the saificem the period between 1971
and 1976, which includes the European Communitgss $teps towards the creation of a
recognised area of competence within the Europ@annd@ssion. The chapter begins by
explaining the context and circumstantial motivasdeveloping policy towards the area
of education, specifically by noting the increasgdration and the role that education
developed to facilitate free movement. This alsiudes educational mobility, which led
to increased educational collaboration with higikducation institutions. A section is
dedicated to the ‘Janne Report’, which pushed faiveglucation policy at Community
level, leading to a formal place for education.

Migration

At the time of the establishment of the Europeam@ainity, the concept of
migration was not a new phenomenon in Europe; anyliinvasion was a primary cause of
displacement in Europe in the first half of the mveth century. However, when in 1957
the Treaty of Rome introduced the free movememeople between the member states of
the European Community, it brought dramatic changeise extent and nature of
migration taking place in the Community. A shifndae seen from forced migration,
driven by the consequences of war, to voluntaryratiign driven primarily by economic
motivations. Migration within and to Europe greatigreased as a consequence of the
economic boom during the 1960s. By 1974, there weree than six million migrant
workers in the Communit}f® and if the dependents of these migrants are albe taken
into consideration, the number rises to aroundnélon, accounting for some 4% of the
population. The numbers of migrant workers variethleen member states, and

industrialised areas were notably more concentrdfethe Commission recognised the

189 Education in the European Community, CommissiothefEuropean Communities, doc. COM(74) 253
final/2, Brussels, 14 March 1974 (CES/1974-20.63HAEU)

170 Action Programme in favour of migrant workers aheliir families, COM (74) 2250, 14 December 1974
(European Communities)
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great difficulties posed in this field and believbdt the European Community had a

responsibility to contribute to resolving the preris®’*

This escalation of migrant numbers put pressurmember states’ economies, which had
to absorb more rapid economic growth as a resugjravits led to greater flexibility in the
system as they meant workers were available irelatgnbers and often on short-term
contracts, but over-concentration in industrialiaeghs also overloaded the social
infrastructure. The majority of migrants were fréimird countries,”? but as national
workers of the member states were able to movendrthe Community with the same
rights as they possessed in their own countredittd an even greater need to foresee
provisions in relation to the obstacles createthleyfree movement of people. In order for
the concept to be successful, there was a neeattitess economic, regional, industrial and
development policies, linked to migration and té merely focus on the social problems
that migration causes for the migrants themselvesachieve this, it would be necessary to
coordinate at Community level national policiekéd to migration in order to address
especially social and educational measures to negpifee conditions of migrants and their

families.

Workers from member states moving inside the Elang@ommunity have the right,
through Community legislation, to free movement #raequality of treatment regarding
employment, social security, living and working ddions, the exercise of trade union
rights, the education of children and the righthte accompanied by their familiéS.The
Council Regulation 1619 of 1968 had already provided for the abolition of
discrimination based on nationality with regaretoployment, remuneration and other
working conditions, which was also stated in aeti4¢8(2) of the Treaty of Ronté&’
However, more was to be done if the full equalityreatment between national and
Community migrant workers was to be achieved, &frée¢ movement was therefore to be

a thriving concept. If workers were to succeedndihg work in other Community

1 Education in the European Community, CommissiothefEuropean Communities, doc. COM(74) 253
final/2, Brussels, 14 March 1974 (CES/1974-20.63HDAEU)

72 Not within the European Community

173 Action Programme in favour of migrant workers ahelir families, COM (74) 2250, 14 December 1974
(European Communities)

Migrants of third countries have restricted rigatgl require work permits and visas from the hoshty,
which are usually on the basis of secured employmen

174 0J L257 (19.10.1968) and L295 (07.12.1968)

SEducation in the European Community, CommissiothefEuropean Communities, doc. COM(74) 253
final/2, Brussels, 14 March 1974 (CES/1974-20.63HAEU)
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member states, it was imperative to acceleratentteal recognition of diplomas,
certificates and other national qualificationsceinvithout it, the free movement of

workers would be impeded.

Another obstacle faced by migrant workers was acttiebasic vocational and linguistic
training, both before their departure and durirgjrtbtay in the host country. A lack of
such training negatively impacts the workers’ @pito find worthwhile employment and
to professionally advance once in established eynpémt. Migrant workers would need
to have the opportunity to follow adequate language vocational training programmes
during the working day, as well as have more trajropportunities before departure in the
country of origin. Vocational training centres wduleed to be sufficiently equipped to
provide migrants with the necessary resources poawe their qualifications, and pilot
schemes introduced for the training and exchangemwiing specialists. Migrant workers
would also need sufficient training and supportrigurning to employment in their home
countries, and an increased use of mass media icultural, language and vocational
training of migrants could be adopt&d.

The dependents of working migrants increase theativeumber of migrants by at least a
third, all of whom also require assistance. Migsanhildren in particular are vulnerable.
They are threatened by socio-psychological problestered by family disruption
following the family’s migration and by the necdgsd rapidly adapt to new and different
surroundings. They face language barriers in th&gration into school and society,
which cannot always be improved with help from plagents. Friction arises between
native and host cultures, where there is a neatégrate into a new culture without losing
touch with the native culture, and the loss ofl#tter causes family tension. It would be
necessary to facilitate integration into the lifelaulture of the host country, while

maintaining a hold on the life and culture of tlwarte country.

National education legislations made no provismnttie children of migrant workers and
neither had they made adequate attempts to reeashers from the countries of origin of
migrant children, or organised teacher exchanggsitoknowledge of the home countries,

including its culture, language and education sysi&s a direct consequence of this lack

178 Action Programme in favour of migrant workers ahdit families COM (74) 2250, 14 December 1974
(European Communities)
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of provision, migrant children seldom furthereditre@lucation to secondary or university
level, and if the Community were to address tresiés it had to begin in the schools.
Efforts would need to be made to develop the reaemif migrant children in member
state schools; accelerate training to help thepgnate into the new linguistic and
educational environment; provide education in s€hiow to preserve the native language
and culture; recruit teachers from countries ofioriexchange information and
instructional aids; develop assistance extra-culaicactivities; and treat migrant children

equally in the awarding of study grants and sinalssistancé’’

The role of education in facilitating free movement

The Commission of the European Communities higididithe important role that
education had to play in the success of a unitedgteu It identified that the success of the
European Union would depend upon the enhancemegnitic understanding and the
stimulation of an active interest in developing @pe. This could be achieved by
incorporating a European dimension into educat@monss the member states, in particular
by developing language learning, knowledge of tteiomember states and peoples, as

well as of the process of European integration.

With regard to language learning, the Communitiest@s special interest in encouraging
the exchange of ideas and information between dipelptions of the Community, which
required the diminishment of linguistic barriershi respecting the diversity of language
and cultural traditions of the member states, tbmfission believed that all citizens
should be granted the opportunity to learn at least— preferably two — languages other
than their mother tongue during their time in ediore' "® The objective would be for as
many people as possible to have the linguistiatgltd communicate in one language
other than their mother tongue, and to be ablenttertstand a second language. In this
respect, the Commission would begin by collectiatadn language provision in the
member states, stimulating surveys and enquiriesevbbvious gaps exist in order to
develop a Community-wide plan for intensified co@en and development. It would

17 pction Programme in favour of migrant workers ahdit families COM (74) 2250, 14 December 1974
(European Communities)

8Opinion of the Section for Social Questions onHEdkeication of the European Community, Economic and
Social Committee, dossier 71/SOC, doc. CES367fYpKj Brussels, 17 April 1975 (CES/1974-60.23.04,
HAEU)
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also sponsor pilot surveys of the languages orr offthe various education systems and
the use to which these are put in post-school éxpes and careers. The Commission
would also review the provision of language-leagninogrammes for television and

radiol”®

To develop the study of Europe, the Commissiondewtloped a series of activities
designed to provide information on the European @amty and to encourage teaching
and research on the subject. These included thading of a register of university theses
on European integration, the establishment of dacuation centres within higher
education institutions, awarding prizes and sclsbii@s for theses on aspects of European
integration, subscriptions to relevant organisaiand the organisation of visits to the
European institutions for student and teacher bt Such initiatives required further
elaboration from the point of view of scale andmgdncluding the Commission’s support
for initiatives in which the study of Europe ansliternational relations, are integrated
into the curricula. According to the Commissiore tducational approach to Europe had
to be broadly based, reflecting an awareness oftheviEuropean Community fits in the
world context, and providing young people with #ielity to understand its development
and assess its achievemetita_earning about Europe took various approaches \phén
into practice. Some were based on language stadsthers in different disciplines. The
emergence of ‘European Studies’ as a new elemeanirta@ula could be seen, which
provided fertile ground for the exchange of idelad experiences on the alternative
curriculum approaches. The Commission proposedtthatd a responsibility to stimulate
and support the development of such programmesyanttl begin by carrying out an
analysis on the places where the study of Eurogle ptace within the curricula of member
states. It would support the creation of groupteathers to design and develop
experimental curricula projects in the field, amd¢@urage the exchange of ideas and
experiences between teachers of different membtasstin the long-term, it could
establish a European network of educational uaifs¢us on discussion, curriculum
development and teacher training in the field ofdpean studies. It would also review its

publications designed as resource material fotac To encourage the exchange of

"9 Education in the European Community, CommissiothefEuropean Communities, doc. COM(74) 253
final/2, Brussels, 14 March 1974 (CES/1974-20.63HAEU)

180 Education in the European Community, CommissiothefEuropean Communities, doc. COM(74) 253
final/2, Brussels, 14 March 1974 (CES/1974-20.63HDAEU)

181|bid (CES/1974-20.63.01, HAEU)
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ideas and experience, the Commission also progbsetteation of a pool of fellowships
for teachers in secondary and post-secondary sslaolhe teaching of European Studies
as well as languages. It would also support anéldewraining programmes for teachers
in the study field of contemporary Eurof5é.

Educational mobility

The movement of teachers and student between mestates was encouraged by
the Commission on two grounds: as an effective twwagnlarge the vision and broadening
the experience of those who move; and for the adgun of skills, notably in foreign
languages. It viewed teacher and student mob#ityat just desirable but essential, and
central to the idea that the people of Europe shbalincreasingly able to consider
themselves more as Europeans thanks to a betteratadding of the different cultures
and customs in other member states. The oppowrasridr student and staff mobility were
greatest in the higher-education context, whichhecase of teaching and research, is due
to the increased availability of funding and theaagements made by the higher education
institutions for periods of leave. There was alsesehsonable provision for students and
staff within the field of language learning to sgdime abroad as part of their programme,
but in general further efforts were required atlthel of secondary education as well as
exchange programmes for young workérs.

In addition to a lack of linguistic knowledge, thbsence of academic recognition of
gualifications constituted one of the main barriersnobility. Other barriers included legal
barriers linked to the recruitment of foreign staifiministrative barriers, especially
regarding quotas for foreign students at univessjtand financial barriers. Article 57 of
the Treaty of Rome provided for the mutual recagniof qualifications in order to
facilitate the movement of the self-employed. Hoerethere was a necessity to
distinguish between the ‘professional’ recognitaomd ‘academic’ recognition of
qualifications. A lack of recognition of the lattereated problems for the mobility of

182|hid (CES/1974-20.63.01, HAEU)

183 Opinion of the Section for Social Questions onHEdkeication of the European Community, Economic and
Social Committee, dossier 71/SOC, doc. CES367fYpKj Brussels, 17 April 1975 (CES/1974-60.23.04,
HAEU)
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students and educational staff, both to travehwmtlzer country and to return with a new

qualification gained elsewhet&

Increased educational collaboration

Recognising the important social role held by ursitees and higher education
institutions in the building of a European Commypnibhe Commission proposed increased
collaboration between these institutions. By défbmni they are international institutions
and networks of contacts that are already presethiei European Community, which have
been intensified by collaborative programmes oflgtand research. The Commission
proposed further examination of how informationlddoe better disseminated and the
exchange of experience could be further develafedhest direction for further
collaboration and how the Commission can provigeniost assistance in this respect.
There was also widespread interest in the Commdmiitthe development of new learning
systems, including the Open University developnienstudents who wish to combine
part-time study and employment, and would suppitot pchemes that aimed to develop

non-traditional learning system¥,

In addition to cooperation among institutions ajlter education, the Commission also
laid emphasis on cooperation between the educsayistems of the member states, taking
into account the diversity of the systems. It waissidered that educational standards in
the member states could be improved by means afra systematic exchange of ideas
through the mobility of students, staff and adntnai®rs. More could be learnt from other
educational systems, in particular from the pointiew of experimentation and
innovation. Cooperation should take place withgtpport of all stakeholders, not just

rectors, and be based on common interests and.H8eds
The ‘Janne Report’
The provision of vocational training dealt withthee Treaty of Rome opened up the

guestion of education at Community level, but fin&t Council meeting of the Education

Ministers of the six member states did not comd @6tNovember 1971. Altiero Spinelli

184 |bid (CES/1974-60.23.04, HAEU)
185|bid (CES/1974-20.63.01, HAEU)
188 |bid (CES/1974-20.63.01, HAEU)
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was the representative of the CommissfSin the meeting, the Ministers of Education
highlighted the fact that elements of the TreatiRofne pointed to matters relating to
education, paving the way for closer community-le@aoperation in the field. The
Ministers were unanimous in support for cooperatigon to encourage the mobility of
teachers, students and research staffs within dmen@inity, as well as to abolish the
administrative, social and linguistic barriers. T@mmission welcomed the fostering of a
greater European consciousness to which such materhpeople would contribut&®

On 26 July of the same year, the Council of Minstedopted a series of general
guidelines for vocational training activities ahwmunity level, and in July 1972 the
Commission also invited the former Belgian MinisséEducation, Prof. Henri Janne, to
complete a report that pinpointed the basic elemehéan education policy at Community

level 189

To fulfill his task, Prof. Janne coordinated 3ksalith leading figures in a position to

give their opinion on the matter. The interviewsk@lace in twelve European cities in
eight countries, and Prof. Janne submitted hisrtepd-ebruary 1973. The report was not
a formal Community policy in itself, but “only orstage in a process which sooner or later
must take the form of a Community policy — mordess broad and active — in the field of
education™ The report began with a brief outline of the &t that had already been
executed in the field of education, namely: théirsgtup of the European University
Institute in Florence on 19 April 1972, though witlodest beginnings of 40 to 50
students; a fresh approach attempted by ministgiarding the equivalence of degrees and
diplomas, but which was in deadlock; a study bpmmittee of senior officials on the
proposal made by French Minister Guichard regarthegcreation of a European Centre
for the Development of Education, but which wasraleaed; the creation of the European
Schools, but which were admitting national and ifprgoupils who did not belong to the
category of children for whom they were createdidcén of officials and technicians of

European institutions); the creation of a Europ@ammunity Institute for University

187 Janne, H (1973f0or a Community policy on educatioBulletin of the European Communities,
Supplement 10/73.

18 Education in the European Community, CommissiothefEuropean Communities, doc. COM(74) 253
final/2, Brussels, 14 March 1974 (CES/1974-20.63HAEU)

1890pinion of the Section for Social Questions onHEdkeication of the European Community, Economic and
Social Committee, dossier 71/SOC, doc. CES367fYpKj Brussels, 17 April 1975 (CES/1974-60.23.04,
HAEU)

19 Janne, H (1973For a Community policy on educatioBulletin of the European Communities,
Supplement 10/73.

169



Studies under Community patronage with the aichahgernational foundation, which was
limited in size but had produced some useful studiethe problems of higher education
and the exercise of professional activities at ersity level; and the establishment of the
College of Europe in Bruges, but which did not haxganic links with the European

Community.

The report noted that a great step forward had besde, but pragmatically, the
developments had little importance, they were sdog were generally developed under
intergovernmental conditions. Nevertheless, Janai@tained the belief that there was an
“irreversible recognition of an educational dimemsof Europe” and an “irreversible
initial movement towards an education policy atdp&an Community level®* The

report outlined areas it considered to be inseparfatbm an education policy, namely
cultural policy and scientific policy. In the corteof the former, it stated that “education
cannot be conceived of without fundamental valubiglalone confer a meaning upon it
and define its ultimate aims” and “the system dbiga, whether it be grasped from the
national angle (features of cultural diversity)¥mm the European angle (features of
cultural homogeneity), constitutes the very subtasf cultural policy™% For example,
with so many intra-European exchanges alreadyistence, it was deemed paradoxical
that the Community did not take on their promotma coordination. As for scientific
policy, which began at Community level with nucle@arysics in the framework of
Euratom, the report highlighted a need for “appiatprbodies to work out and implement
a Community research and development policy is ntpitself felt”. Scientific policy is
linked to education policy where it concerns unsigrteaching, specifically the training of
research workers and advanced technicians, anefimgment education in the form of
refresher courses for supervisory staff, reseammtkevs and technicians of industry and
the public service§*The particular aims of a Community education putvérd in the
report were: the knowledge of languages, wherefihdd the need for language study,
identified the nature of the Community responsethedchoice of languages to be learnt,
considered the optimum age for the study of a sttamguage, and considered a formula

for language teaching; mobility, exchanges and eaatjon; permanent education; and

91 Janne, H (1973For a Community policy on educatioBulletin of the European Communities,
Supplement 10/73.
192 Janne, H (1973Fo0r a Community policy on educatioBulletin of the European Communities,
Supplement 10/73.
193 Janne, H (1973For a Community policy on educatioBulletin of the European Communities,
Supplement 10/73.

170



new educational technologies. Finally, the reprpi@ed the possibility of creating a

study group on educational affairs.

The conclusion emphasised the need to respecnahgducation structures and traditions,
but at the same time to promote harmonisation tiirqpermanent concerted action at all
levels and though increased educational exchaftgesommended associating non-
member European countries with Community initiagivend concerting member
countries’ participation with other internationajanisations. It advised the creation of an
‘Educational and Cultural Committee’ based on a ehod the Economic and Social
Committee, and suggested that if member statesifoommon objectives, the idea of a
‘European Charter of Education’ should be considlelre a concluding section on the
European dimension to be introduced into educatatiining limits and possibilities, the

report powerfully stated:

“The Europeans’ feeling of political, social andtawal belonging can no longer be
exclusively national if a part of the attributestioé nation-state has been tested in
the Community: the territory in as far as the frers disappear, the transfers of
powers of decisions to supranational bodies, tipeaswational jurisdictions, the
right of establishment of foreigners, etc. Thisigeso, is it possible to escape from
the idea that education should compromise a Eurogeaension wherever this is

possible?*%*

In response, it added what it described as “twopmkamnmg factors”: States’ traditional
attachment to the historic nations; and the feareéting a European nationalism or a new
power. With this in mind, an education policy coulat be artificial, but based on practices
and the organisation of exchanges that are fremhgldped. Education would be a means
to allowing European people to get to know eaclemotietter by eradicating prejudices and
stereotypes. Broadly-speaking, the actions propas€bmmunity level were to increase
knowledge of Europe through teaching practicesptoect history textbooks and cleansing
them of national bias; to revise the history cwitn; to use geography to transcend
national frontiers and mark diversity in human grsuto develop language teaching and

European ‘civics’; and to examine the creationrofagency’ at Community level to

194 Janne, H (1973f0or a Community policy on educatioBulletin of the European Communities,
Supplement 10/73.
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produce didactic equipment. With the aim of devilgghe knowledge of languages, it
was recommended that the Community took stockekttuation and regularly assessed
its development; established through researcheakedyge for learning a second language
and the most effective methods for training youagpde, adults and their teachers;
stimulated the creation of centres that were wgliygped for language teaching;
intensified exchanges between teachers and betilveg¢aught, and refresher training
courses for teachers; and abolished the natiomaligrion for language-teacher

recruitment.

In the realm of exchanges, mobility and cooperatiba report recommended: agreements
rather than general consortia to coordinate actlmat;the fields of teaching and research
should be linked, with a view of setting up ‘cestd excellence’ and enabling the
European University to benefit from the ‘scale’tta¢c and the setting up if a University
cooperation and exchange service to promote thelusion of consortia. In permanent
education, it proposed systematic stock-takinghensituation of adult education; the
generalisation and harmonisation of legislatioatieg to study holidays and financing; the
inclusion of permanent education in cultural agreets; assistance to universities so they
can broaden their teaching methods in adult trgirtime study of European Open
University; the progressive internationalisatiorretfaining methods; and experimentation
in creating multinational border districts for aidwining.

A formal place for education in the European Commision

In January 1973, a month before Janne’s reportpnesented, a formal decision
called for education to be included within the Coission. Education was combined with
placed under the responsibility of the Directo@eneral XIl for Research and Science
Policy, coordinated by Commissioner Prof. Ralph i@alorf. In May 1973, the
Commission considered outline proposals for workdience, research and education, and
a scientific and technological programme was aabptel4 January 1974. In March 1974,
the Commission published the communication ‘Edwocein the European Community’ for
the Council®® The communication devoted attention to a Europi@aension in

education, including the learning of foreign langes the study of Europe, collaboration

195Opinion of the Section for Social Questions onHEdkeication of the European Community, Economic and
Social Committee, dossier 71/SOC, doc. CES367fYpKj Brussels, 17 April 1975 (CES/1974-60.23.04,
HAEU)
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between institutions of higher education and dgualent of the European schools. It also
paid particular attention to mobility in educatiormely the free movement of pupils,
students, teachers, young research workers, acadafi, and educational and youth
administrators, to visit other countries within tBeropean Community, as well as the
education of migrant workers’ childréff This resulted in the publication of the
Resolution of the Ministers of Education, meetinghim the Council, of 6 June 1974 on
cooperation in the field of education, which highlied the principle that a programme of
cooperation in education, while reflecting the pesgive harmonisation of economic and
social policies, should be adapted to the spealijectives and requirements of education.
A further principle was that education could notrbgarded only as a component of
economic life, that cooperation in education haddcommodate national traditions and
diversity among education systems and that harrabarsof education systems or policies
cannot be an end in itself. With these principfemind, the resolution stated the following
priority actions: the promotion of closer relatidretween education systems in Europe;
the compilation of up-to-date documentation antisstes on education; increased
cooperation between institutions of higher educatimproved possibilities for academic
recognition of diplomas and periods of study; emagament of the free movement of
teachers, students and research workers and thievetpteaching of foreign languages;
equal opportunity for free access to all formsdd@ation; and better facilities for the
education and training of national and the childsEnationals of other member states and

of non-member countrieg’!

Already at a conference in Paris in October 197%3d$ of State affirmed that economic
expansion was not an end in itself and shouldr@solt in the quality of life and standard
of living. They attached as much importance tocecin the social field as to the
achievement of Economic and Monetary Union, anti wie wave of transnational
migration, the European Community faced a new sa@oan its working community.
Member states began to host increasing numbersapfi@ whose culture, values and
languages differed from those of the host memlate sThe migrant-workers situation in
the EU stretched beyond social policy to encompdssgation as the teaching of the host
country’s language became a priority, since anegadte good command of the host

country’s language created a disadvantage for mragsant workers and their children,

19 |bid (CES/1974-60.23.04, HAEU)
197Resolution of the Ministers of Education, meetiiitpiw the Council, of 6 June 1974 on cooperatiotthe
field of educationOfficial Journal of the European Communities, B®8/2, 20 August 1974
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hindering their integration. This situation calietb question the location of responsibility
for ensuring that the children and young peoplthese migrant families did not lose grip
on their own cultures, but also integrated as pessible into the host member state. Did it
rest with the host or origin member state, or sthaube controlled at supranational level?

In response to the new circumstances faced by nrestdites, the European Community
adopted two action programmes covering all migvesrkers, both from member states
and third countries: The Social Action Programmteosie in the Council Resolution of 21
January 1974 and The Education Action Programmersad by the Ministers of
Education at their meeting on 9 February 1976.d@ise, aspects such as the freedom of
access to employment and social security wereduairtid migrant workers of EU member

states.

Considering that social objectives should be ateanigoncern of all Community policies,
the Social Action Programme’s main objectives whgeeattainment of full and better
employment in the Community, the improvement ohlgvand working conditions, and the
increased involvement of management and laboureretonomic and social decisions of
the Community and of workers in compant&élt strengthened the role of the European
Social Fund, through which the Commission was aighd to provide assistance to set
additional expenditures incurred by member stgtaicularly in the provision of teaching
directed towards the children of migrant worketsl$o provided financial assistance for
the training of those personnel, teachers and lseoikers engaged in teaching migrant
workers’ children. In the Social Action Programrweo key elements can be identified:
provision for the improvement of employment forvabirkers; and provision of an action
programme for migrant workers. Within the contekthe former, the resolution stated
that appropriate consultation between member stetélseir employment policies would
be established and a common vocational trainingyalould be implemented, with a
view to approximating training standards. In paite, a European Vocational Training
Centre would be created. There would be a reforthebrganisation of work, giving

workers wider opportunities to obtain higher quedifions, and greater equality between

%8 Council Resolution of 21 January 1974 concernisgaal action programme, Official Journal of the
European Communities, No. C 13/1, 12.2.1974
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male and female workers in relation to access tpl@yment and vocational training and

advancement and as regards working conditionsydivay) pay'*®®

As regards the action programme for migrant workamvision extended to their families.
The action programme would improve the conditionsee movement within the
Community of workers from the member states, whvohild include social security and
the social infrastructure of the member stategs$olve problems of the training of migrant
workers and the education of their children.

The Resolution of the Council and of the Ministef&ducation, meeting within
the Council, of 9 February 1976 comprising an acpoogramme in the field of
educatioA” refers to a meeting within the Council on 6 Jun@418n cooperation in the
field of education and recalls the Council Resoluif 21 January 1974 concerning the
social action programme and the proposals in fagburigrant workers and their families
submitted to the European Commission and on theagdun of the children of migrant
workers. It states that the European Parliameess#d the importance of the Community’s
activity in the field of education and that in 1974e Economic and Social Committee
recalled that ‘education is central to the full drehlthy development of the Community’.
It reaffirmed the desire to achieve European caatp®r in education, understanding the
contribution that such cooperation could make &odavelopment of the Communtty/

The Resolution provided for the setting up of amiéadion Committee consisting of
representatives of the Member States and the CatonisThe Chairman of the Education
Committee would come from the country holding tiffece of the President of the
Council, and the Committee would be responsibleéHerimplementation of the social
action programme, as well as for preparing the gedings of the Council and of the
Ministers of Education meeting within the Coung@ihe action programme comprised six
main sections: better facilities for the educatma training of nationals and the children
of nationals of other member states of the Commasénd of non-member countries; the

promotion of closer relations between educatiopsiesns in Europe; the compilation of

199Council Resolution of 21 January 1974 concerniSpeial Action Programme, Official Journal C 013,
12/02/1974 pp.0001-0004

290 Official Journal C 038, 19/02/1976 p. 0001-0005

21Resolution of the Council and of the Ministers dfigation, meeting within the Council of 9 February
1976 comprising an action programme in the fiel@df@cation Official Journal of the European
Communities, No. C 38/1, 19.2.1976
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the up-to-date documentation and statistics onadug cooperation in the field of higher
education; the teaching of foreign languages; hedathievement of equal opportunities

for free access to all forms of education.

The Council and the Ministers of Education stregsbkededucational dimension of the
social action programme. In the first section, teggressed the willingness of the member
states to pursue and develop suitable measuragtove reception facilities for the
children of migrant workers and to enable themdapa to the host country’s school
system and way of life. A reception system wouldude intensive study of the language
or languages of the host country; provide more dppdies for teaching these children
their mother tongue and culture, ideally in colledimn with the country of origin; and
provide more information to families on the tramiand educational opportunities
available to them. The Community would foster thehange of information and
experience concerning teaching methods by setpnglat schemes to compare and assess
methods, and foster cooperation in the trainingeathers in this context. The Community
would carry out educational studies and researcidapted language-teaching methods;
the place and importance of the mother tongue atidre in school curricula; existing
conditions and provisions for access to educati@il éevels; language-teaching
programmes on radio and television; and the neethéosetting up of schools teaching in

more than one language.

As for the promotion of closer relations betweencadional systems in Europe, the
resolution highlighted a need to improve the mutuaderstanding of the different
education systems in the Community and to ens@edhtinuous comparison of policies,
experiences and ideas. At Community level, reguleetings would be arranged between
the people responsible for education policies,atntational level, study visits to other
member states would be arranged for local, regiandInational administrators of schools
and higher education institutions. To strength&ueopean dimension in schools, the
Community would provide the opportunity for teachand pupils to participate in short
study visits and exchanges and in general, faiglitee mobility of pupils from one
educational system to another. There would alstobéacts between the authorities of
establishments concerned with teacher training t@dlevelopment of educational

activities with European content.
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The European Community would study the extensid@ipractice of recognising periods
of study abroad; the possibility of enabling teashe practice their profession in another
member state; and the setting up of European emational-type establishments
following specific curricula and using several teiag languages. It also proposed that a
standard school-record card could be introducdddititate the mobility of pupils the

educational system of one member state to another.

In the context of providing up-to-date documentamd statistics on teaching, the
Community’s role would be set up an informationwaak. It would provide support and
advice by promoting a mutual understanding of th&cational systems of the Community

and information handbooks for pupils and studerdsld/be drawn up.

In the field of higher education, the resolutioogwses the promotion of cooperation in
higher education, and while respecting the autonofhiygher education institutions the
Community would seek to facilitate better contdsveen higher education institutions,
to encourage short study visits and joint prograsirttevould promote the free movement
of teaching staff, students and researchers, amtbvestablish whether periods spent
abroad could be taken into account when calculaéaghing and research staff's
seniority. It would also draw up a report to esstbivhether national schemes for
scholarships, fellowships and studentships couleXbiended to increase mobility within
the European Community. The Community would pronai$éeussion on the possibility of
a common admissions policy as well as for the aoaxleecognition of diplomas and study
periods carried out. In this context, it would dragva report to analyse the status quo of
academic qualification recognition and make profsofa improvement, developing a
network of agreements if necessary, and it woulise consultations between those
responsible for education policy and cooperatiamwben higher education institutions to

facilitate the recognition of periods of study dedrout.

As regards the teaching of foreign languages, itheasas to ensure that the greatest

possible number of students learn the languaggsed®ommunity by offering all pupils

the opportunity to learn at least one other Comiygudanguage. The Resolution proposed

the principle that foreign-language teachers pecaiwithin the European Community

should have spent a period in a country or regibare the language they teach is spoken.

It also proposed the promotion of language teacbingide of the school system, such as
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on the radio and television. In particular, thisubbe implemented to meet the vocational
training requirements of adults. In the field afdgaage learning, the Community would
organise consultations between those responsiblariguage teaching and specialised
researchers in the field, and examine the restiltssearch into language-teaching
methodology. The member states would organise aegukended periods abroad for
teachers and encourage the exchange system fagrfda@guage assistants, and encourage

exchanges of individual pupils or groups of pupils.

Finally, an aim of the educational policies ofrakmber states would be to achieve equal
opportunity for free access to all forms of edumatiand its importance in conjunction
with other economic and social policies. Prioritgtters laid out at Community level were
measures to be taken in the field of educatiorrépgre young people for work, to
facilitate their transition from study to workinifel and to increase their chances of finding
employment, and the provision of further educatmenable young workers and young

unemployed persons to improve their chances ofrffqmdmployment.

In March 1975, a joint working party was set upnestn the Directorate Generals XlI
(research, science and education) and V (sociairgff in order to explore the possibilities
of closer cooperation between education and vaeailtimaining. The working party met
three times — in Copenhagen in October 1975 , mdba in December 1975 and in Dublin
in May 1976 — and agreed that guidance in vocatiasing should be provided
throughout a workers entire professional life antlanly at the beginning. There was a
clear link between education and vocational trajnin particular under the Education
Action Programme, with teacher and pupil excharagesthe mobility of workers.

Conclusion

As a link between education and the economy begamerge as a result of the
free movement of people and the first creationsomimon policies, further areas for
cooperation linked to education became apparenic&wn took a more international
standing as challenges facing education systems eagrsidered to have a global effect,
which facilitated increased supranational involvaiia matters directly relating to
education. The Commission of the European Comnasitientified that the problem of

mobility within the context of education could ra# divorced from the complex problem
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of mutually recognising qualifications. There waitso several ways to achieve a European
dimension in education, namely through languagenieg and greater prominence of
European studies in curricula. Closer collaboralietween educational systems and
higher education institutions would make a furtbentribution to resolving these issif&s.

Increased willingness to address educational issuEsropean level is apparent from the
side of the European Community, which cementsénitkention for supranational
involvement in education. The notion of spilloventinued to be present and developed
further as free movement developed, which put pressn national welfare systems.
However, the resulting actions from the Europeam@ainity came in the form of Council
Resolutions, which are not binding for states. €fae, although the European
Community had expressed its opinion on the diractiod scope of policy development for
education, power in education remained securelgiwihe hands of the states and
whether to adhere to the advice of the Europeanmamty remained at the discretion of

states.

These circumstances demonstrate will from the ERaogCommunity to exert
supranational pressure in the field of educatispeeially in order to fulfil objectives in
other areas such as training and free movementhwiin line with neofunctionalist
theory. However, the European Community has appdaarable to pursue this line of
development, and supranational influence has beetained. This implies that the role of
the state is more prominent than neofunctionadisfgose, which is a notion that favours

intergovernmentalism.

202Rapport sur la Communication de la Commission demiBunautés européennes au Conseil (doc. 23/74-
Annexe) sur I'éducation dans la Communauté eurapgear M. Klaus-Peter Schulz (Rapporteur),
Parlement Européen, Documents de Séance 1974-29avyil 1974 (CES/1974-20.63.02, HAEU)

179



Chapter Nine | An intellectual hub for Europe: TheCollege of Europe and the

European University

Introduction

This chapter presents case studies of the Eurdgeaersity project, including the
College of Europe and the European University futj which are used to test European-
level collaboration within the field of higher ecion from the beginning of European
integration. The project provides evidence thahargeducation was not absent from the
discourse on European integration and the congtruof Europe, and the presence of
discussions and actions within the framework ofgt@ect were neither short-lived. In
particular, the implementation of a European Ursitgrspanned the period from the early
discussions on European integration to the poirgndducation began to find its feet as a
recognised area of Community competence. The chaptines the evolution of the
European University project and the creation oftéin@ institutions it produced: The
College of Europe and the European University fati However, it does not aim to
provide a detailed description of the events amtgsses that contributed to the creation of
the institutions because this has already been bpRalayret (1996) for the European
University Institute and by Vermuelen (2000) foe tGollege of Europe. What this chapter
does aim to focus on a more state-oriented appraadhhe role of the European
Community to flesh out the element of nationaliest, as well as to analyse how the

creation of these institutions fit into the broadentext of European integration.

The College of Europe

A need to foster Europeans

In 1927, Salvador De Madariag® who became the first President of the
Administrative Council of the College of Europegted that Europe would fail if it did not
succeed in creating European nationalism. He deebiris concept to explain that it
would be the task of the elite to foster such metiem, not through their thought, but by

making their souls European. Two decades and andtbdd War later, this idea

203 Spanish diplomat and minister who left Spain wiBameral Franco came to power and lived in Oxford
as a writer and professor of history. In 1948 healb@e President of the Cultural Section of the Eeaop
Movement.
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remained at the forefront of De Madariaga’s mincewhe became President of the
Cultural Section of the European Movement, andiwithe framework of the European
Movement’s initiatives in 1948 to stimulate theatren of a united Europe, he advocated
the establishment of the College of Europe duringeating in London on 4-5 January
1949. During this meeting Bruges was already meeticas a possible location for the
College (Bekemans, L., Mahncke, D., Picht, R. (gd€99) and on 19 January 1949, De
Madariaga visited Bruges with Julius HG8f¢o meet with the mayor, Victor van
Hoestenberghe (Vermuelen, 2000) as well as witlGitnernor of the West Flanders
province, P. van Outryre d’Ydewalle. Initially, dadariaga had proposed the creation of
a European University in Bruges, but after reafjgime extent of the project, the Executive
Committee of the Cultural Section of the Europeasv&ment settled for the more realistic
and feasible project of a College of Europe (Bekasr&a eds., 1999).

Setting up the College of Europe

The city of Bruges, which had proposed its candrdad 948 to host the European
Cultural Centre, had agreed to offer financial stasice to the College as well as to make
buildings available. Bruges was a small city withawniversity, but which was at the time
considered to be typically European and thus pexvia suitable setting for the College of
Europe. As its administrative language of Dutch waisa dominant language on the
European scene, which avoided the risk of it dotmgeahe life of the College, and the
lack of university tradition in Bruges paved theywfar innovative enterprise in the
university domain. Therefore, for De Madariaga, ¢l offered an appropriate place for
students of different nationalities, languages laackgrounds to unite and develop a spirit
of European solidarity (Bekemans & eds., 1999). inuether candidate cities in the
running to host an institute of postgraduate sttigky,authorities in Bruges realised the
need to move quickly if the city was to be secuaedhe location of the College of Europe.

In this regard, De Madariaga'’s veneration for Brigas positive for the city’s candidacy.

In an initial stage of the College’s creation, ee#tweek preparatory session was organised
from 20 September until 10 October 1949, acting psot programme to define the
direction the future programme would adopt. It wbulclude 25 postgraduate students of

204 julius Hoste Jr. was the Liberal Senator for BelssEom 1949-1954. In 1936 he became Minister of
Education in Belgium and during the Second World Weawas under-secretary for education (in exile,
based in Great Britain).
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all countries of Europ&”A report concluded the preparatory session anfirsteofficial
academic year at the College of Europe began ddci@er 1950 and Prof. Henri
Brugman$®® was appointed as its first Rector. It was the ficcasion in which students
from across the globe came together to study thevean interest of European affairs
(Vermuelen, 2000). Furthermore, the best specsdiietn across Europe would come to
Bruges to manage to a study programme in thet.figfhey would also orient students
towards individual study as well as group projeétsthe end of the programme, a
certificate would be awarded, which would not eiiy have a formal status, but could in
the future if supranational institutions were todstablished and they required their
officials to have training with a specifically Eyrean orientatioR®’ Prof. Brugmans
remained Rector until his retirement in 1972, wherwas succeeded by Jerzy
Lukaszewski.

The mission of the College of Europe

The mission of the College developed during itsahyears of establishment.
There was recognition among the founders for thetfat Europe required a specialist
team of workers and it would be the responsibadityhe new generation to assign to
Europe’s helm responsible individuals with a cafyat@ think with a perspective and
conviction of a united Europe. To formulate thel€gé’s mission, the kinds of questions
the founders asked were: What are the continantissl? What have all European nations
experienced in common? How the various nationalisemed and what were the resulting
institutions? Can Europe be united simply and gddglcreating institutions and if so,
what would be their competence and how would threegdntrolled? By what means would
a united Europe be more capable than nationalsstéiteoping with the current problems
such as a common defence system and the dollar(Beg@mans & eds., 1999). The final
mission devised and stated in Belgium’s officialijoal, theMoniteur Belgein article 2 on
22 July 1950 was that the College of Europe hatsasm the creation and governance of
an institution of postgraduate scientific teachioigthe training of students in the field of
human sciences, envisaged in terms of the sulbstitaf a political, economic, social and

intellectual entity for the present fragmentatidihee European states (Bekemans & eds.,

295 Fondation d’un Collége d’Europe, Mouvement Européc. EN/P/88, (ME-801, HAEU)

2% prof. Henri Brugmans was a Dutch professor of Enditerature at the University of Utrecht. He was
President of the Union of European Federalistsaaoo-founder of the College of Europe.

27pas d’Europe sans civisme Européen’, brochutéefCollege of Europe (ME-801, HAEU)
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1999). In summary, for Brugmans, the precise misgias to forge indispensible

intellectual instruments for future managers ofdpe’®®

By 1952, the mission was further defined as a tald-&im on the one hand to study, by
impartial methods, the economic, social, politipadlicial, social and cultural problems of
European union, and on the other hand, to traimgdturopeans, who intend to embark on
careers and international and European level,dasasuch as diplomacy, internal
institutions, public life and journalism. In Brugmnia early years as Rector he gave thought
to the College’s orientation, clarifying that thellége was not an international university,
a European school of administration or an academig@iropean militants. Then in May
1958, the mission was redefined by the Teachingh€ibas an institution giving “a
European outlook to its students, and consequenthg something other and something

more than a technical School of International Adstmation” (Bekemans & eds., 1999).

Studying at the College of Europe

The conditions for admission included a univerdigree after four years of study,
and knowledge of the two official languages of @@lege: French and English. In
addition, students had to possess a sufficient tfvgeneral culture, a desire to follow a
career either directly or indirectly in the Europdeeld, and demonstrate a readiness to
share common life with students of different nagiitres?°°In the first academic year of
1950-51, the College welcomed 35 students fromifféreint nationalitie$™®, which grew
to 57 in 1970. Seminars and lectures were heldeaBtangwyn museum building, which
had been made available by the city of BrugesthdIstudents, except married couples,
along with the Rector and professors, were hodtdteaHotel Saint-Georges at the Place
du Bourg, and later at the Grand Ho6tel du Commier&nt-Jakobstraat. Living under the
same roof with a family atmosphere provided anmatienvironment to foster the
European intellectual Community envisaged by thke@e’s founders. In particular, it
offered the opportunity for frequent and informateanges between students, and the

28Note sur le programme et les professeurs, Hengians, Cabinet du Recteur, College d’Europe (ME-
801, HAEU)

29From the Direction of the College to the Nationah@nittees for the selection of students, College of
Europe (ME-801, HAEU)

#0 YK, France, Germany, Italy, the Netherlands, Beigi Sweden, Greece, Switzerland, Austria, Poland,
Czechoslovakia, Hungary, Yugoslavia, Egypt and UBifan de la premiére année academique 1950-51
(05/07/1951), College of Europe (ME-1872, HAEU)
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professors and Rector. In fact, alumni recall thatmost memorable discussions and
exchanges of ideas were the ones that took plaseleuhe classroom. By 1974, student

numbers had exceeded 100, so they were hostedaawsral halls of residence.

The subject fields covered in the College’s firsigramme were divided into three
sections: history, sociology, human geography asitigal theory; international

economics; and constitutional law and administeatigiences, comparative law and
international law. However, two years later theagahsubject offering was reduced to
only courses of a European orientation such akigtiery of European civilisation, the
geographic realities of Europe, and current pdalitaffairs and trends. These were taught at
a high academic level in three major subject ssahistory and sociology; political
economy; and law. In addition to following seminatudents were required to submit a
thesis at the end of the academic year in ordkidfibthe programme. A year later, the
programme was revised once again in light of theeldging European institutions, and
subjects were divided into two strands: internatl@ctonomy, law and comparative
government; and history, political science, humaagyaphy and sociology. In this new
system, students were required to choose threedslbijom the two strands, but they were
obliged to follow a ‘European Studies’ programmaesisting of a historical overview of

the development of European cooperation and intiegraa presentation of the main
European organisations, and an inventory of cuiissoies. This programme continued to
be adopted until the 1960s, when in 1964-5 it wathér sharpened into the three strands
of political science, law and economics, with thceenpulsory courses comprising the
contemporary history of Europe, the European idwhraalisation, and European
institutions. In response to the growth in studenmnbers across universities in Europe and
to the development of the European institutions @riluropean integration, Brugman'’s
successor, Jerzy Lukaszewski, called for a reyisedramme of fewer basic courses and a
greater offering of optional courses, which waslenmpented in the academic year 1973-74
(Bekemans & eds., 1999).

European training at the College of Europe

In addition to the core programme, the College @led training in European
affairs to professionals and other students. IB186eminar for European railway
personnel was held, which developed into a Europr@@mng centre for national railways,
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and in 1968, a programme of European Studies foeriaan undergraduate students was
established for the spring term. The programme gaveral hundred American students
the opportunity to familiarise themselves with depenents taking place in Europe, and
with the city of Bruges as an experience of Europadture. The programme ran into
difficulties, however, due to the young age of shedents compared the College’s core
student body, so it was restructured as a prografonpmrofessors of American
universities. In 1973, the College also developésiaing programme for young civil

servants of the European Community.

Governance and funding of the College of Europe

As regards the College’s governance, a Board oe@myrs acted as the supreme
body of the College and was composed of the Pretsidd the Committee of Ministers
and the Consultative Assembly of the Council ofdpérand its Cultural Committee, the
Presidents of the European Movement and its Exezatid Cultural Committees, and of
around 20 other individual members nominated byegoars. An Administrative Council
was established and included the aforementionesidergs and five other members of the
European Movement, as well as the director of in@pean Cultural Centre in Geneva
and the Governor of West Flanders. The Administea@ouncil nominated the members
of the Executive Bureau, which governed the pratticganisation of the College, while a
Financial Committee was responsible to financialtena under the guidance of the

Administrative Council.

The College faced great challenges regarding theenmat funding. Thanks to Hoste’s
connections with the Belgian Prime Minister and Miaister for Education, the College
was able to secure three million Belgian Francstsofirst academic year from the Belgian
government! It later provided another 500,000 for preparatmsts accrued in February
1950 (Bekemans & eds., 1999). By 1951, the College considered well-established
enough to begin requesting funding from other Eeaanpcountries of the Council of
Europe. It would request 450,000 Belgian Francsatdw the budget and 50,000 Belgian
Francs in bursarie€? It carried out intense lobbying, but only receiyesitive responses

from West Germany, the Netherlands and Luxembdest Germany had advised that its

21 Note sur le Collége d’Europe a Bruges (ME-801, HIAE
Z2Note sur le Collége d’Europe a Bruges (ME-801, HAEU
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contribution of 460,000 Belgian Francs was a sisglevention and could not be renewed
annually. Norway provided a study bursary for awgian student to attend in 1952, the
Netherlands provided 100,000 Belgian Francs plasbwrsaries, and Luxembourg
provided 55,000 Belgian Francs. Denmark, Turkeglaied, Greece, Italy, Great Britain,

Sweden, France and Ireland did not appear favoeifabl

Conscious of the educational value of French celttire College has largely demonstrated
a ‘favoured nation’ policy towards France. The Efefanguage was the most commonly
adopted language and a predominant place had bserved for French professors.
However, France did not react positively to thatation to provide the College with
funding for the academic year of 1952/53 and the fiursaries it had previously given
were not reinstatet” In 1955, however, France changed its mind, doga&00,000

French Francs, which was later reduced in 1958 t@vided an exceptional contribution
of 39,235 Belgian Francs for the academic year 3353ut Great Britain remained
unconvinced on the project. Nevertheless, the BaonCoal and Steel Community
assisted with 500,000 Belgian Francs for the acadgear 1953-54 by providing for a
Schuman Chair for the study of the economic problefrEuropean integratidii®

Funding was also provided by the USA, which wasegewus in covering the expenses for
an American professor of political and administratscience to spend a sabbatical year in
Bruges, as well as for conferences organised bZtlege. In 1955, the Rector was sent a
gift of $11,500 (577,384 Belgian Francs) from tlteed-Foundation to spend on developing
the library. By 1963, the budget exceeded sevelomiBelgian Francs with contribution

of 350,000 Belgian Francs that finally came frone&rBritain (Bekemans & eds., 1999).

The growth of the European Communities and thee@elk nurtured connections with
them were fundamental in the College’s ability sovéve its implementation period and
develop as an institution. In addition to challenggfundraising matters, several moments
of instability occurred within the first decadetbé College’s existence. The first was the
collapse of the European Defence Community in tleméh National Assembly in 1954,
and the second was the development of the ide&deca European University, which

came to a head in 1960.

Z3Note sur le Collége d’Europe & Bruges (ME-801, HAEU
24 Note sur le Collége d’Europe a Bruges (ME-801, HIAE
5 College d’Europe, doc. BE/P/76 (ME-2198, HAEU)
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The European University

The birth of an idea

The European University project’s seed was sewwheaHague Congress in 1948.
The project was only touched upon at the Hague f&ssgbut it was presented more
concretely in January 1949 in London at the meatiritye cultural section of the
European Movement. The proposal came from JeandeaDhdelseA® who suggested
teaching universal disciplines in a European cdantaxher than creating non-existent
disciplines such as ‘European physics’. Teachingld/itially take place in a lecture
series, which could then be developed into a fiulhctioning university campus. The
possibility of creating specialised European ursitess in several cities was maintained,
but left for a later date. Opinions were dividedtbe idea of an established university. The
minority Federalists supported the single Europgawersity. However, others saw the

European University project as a slow processwioatid also incur considerable cost.

Focusing on the promotion of European educatiaxisting institutions, an alternative
proposal recommended the creation of Chairs ironatiuniversities in Europe, and the
possibility for students to spend a period of statlyniversity elsewhere in Europe. A
further step was made at the Inter-university FaldgdgrUnion congress in April 1949,
which called for the creation of a European Uniitgrthat could confer diplomas that
would be recognised across Europe. A year laterFtench delegation to the Council of
Europe presented a European University projectainaed to provide additional training
to graduates of existing European universitieshenquestions surrounding the European
idea, as well as knowledge of European serviceegmhisations. Unfortunately, the
proposal was not seen through.

An agreement was reached to establish a speaahste or university institute for
European education. The European institutions redwgufficient trained staff for
combined research that went beyond the capabibfiessingle state as well as new
positions in the European institutions, and theess of European integration itself

required specific scientific analysis. The ‘CollegfeEurope’ was established, which could

%1% Jean-Paul de Dadelsen (1913-1957) was a Frenctapdéournalist
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act as a pilot institution for a more comprehen&weopean university in the future. It has
been stated that the cultural commission of th@pgesn Movement had in fact been
resistant to the idea of a European Universityt thaas not a question of creating a single
institution, but to promote the Europeanisatiomhaf academic world in Europe.
Nevertheless, we are reminded that the Europeavetsity idea never died and achieved

its first recognition in 1955 at Messina (Brugmah@69).

Relaunching in the Community sphere

At the Messina conference in 1955 during the &tage of developing the Treaties
of Rome, the idea of the European University wasuwached, this time in the more
restricted political context of setting up Europé@astitutions rather than the immediate
post-war European ideology. Ahead of the meetingéssina, the Federal Republic of
Germany — represented by Prof. Walter HallstéliSecretary of State for Foreign Affairs
— presented a memorandum on the advancement gfatitsn. Recognising that
integration should not be limited to economics, éxtended just as much to culture,
Hallstein included the proposal for a European ©rsity within the German proposal for

the creation of a common market.

Hallstein’s role in the advancement of the Europdaiversity project can be considered
an important one. He believed that Europe wasfalliehind in education and research,
and Germany in particular saw a notable lack ofensities. He maintained his belief that
a fully-fledged university was required rather thilae various initiatives building on
existing universities that had been suggestedstiegealso the idea of a postgraduate
centre because such model did not exist in Gernfdttyough what he envisaged was a
single university with a genuine European spirt réalised that the creation of the
University of Europe would not be foreseeable i ¢hort term; its mission would have to
be clearly defined and its atmosphere carefullgguetogether. As regards the disciplines,
Hallstein gave precedence to technology to contorthe Euratom Treaty, then to mining
research and metallurgy in line with the ECSC gdfettd by the political sciences,
comparative law and economics. Such disciplinesl@vaespond to a political need by
benefitting the European integration project, batlgtein also emphasised the importance
of human sciences including philosophy, historgglaages, literature and sociology.

217\Walter Hallstein was Professor and close collatooraf Chancellor Adenauer
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Hallstein received little support for his propodalf at the same time no contradiction,
which by some was considered a bad sign for the@ron general (Brugmans, 1969).
Unfortunately, the proposal was not discussedeattbeting in Messina, but instead
passed to an expert-assisted intergovernmental dtgsrand only reappeared again in the
report from the heads of the delegation to the igar®Ministers on 21 April 1956. In
response to a lack of specialists in the fieldwflear research, the Euratom Commission
proposed the creation of a joint atomic researcitreeand schools to train specialists,
which could form the basis for a European Univgraibere scientists from all over

Europe would work together. The report was appramédenice on 29-30 May 1956.

When it came to creating the joint nuclear reseaettire, the German delegate Haedrich
announced that his government would provide a aotéhe European University project.
Calling for the nuclear research centre to comdist European Institute of Advanced
Studies with traditional faculties of science, amedicine and law, this changed the
orientation of the European University project. Tiyge of proposal caused surprise and
despite the conviction of other delegations thatdlwas a need for a different model from
the university Haedrich envisaged, Haedrich manetzihis proposal. Unfortunately, other
priorities meant the European University projecswashed aside, but since delegations
were interested, it was proposed that it appeardidei treaty creating the European
Community of Economic Energy (EURATOMY® Indeed, it featured in the Euratom
Treaty, signed on 25 March 1957, in articles 9¢&) 216:

“ An institution at university level shall be set tipe particulars of its operation
shall be settled by the Council acting by means @fialified majority vote on a

proposal of the Commissioft®

“The commission proposals on the way in which tistifution of university status
referred to in article 9 is to function shall bésutted to the council within one

year of the entry into force of this Treat§?

#8The European Community of Economic Energy (EURAT@$/Mn international organisation that was set
up in 1957 by the six member states creating thegaan Community. EURATOM'’s mission is to provide a
specialist market for European nuclear power iroBarand acts as a separate entity from the European
Union, though governed by the EU institutions. B¥RATOM Treaty was signed alongside the Treaty
setting up the European Community (the Treaty ahBpon 25 March 1957.

ZEyratom Treaty, article 9 (2)
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Due to the ambiguity of the wording, contrastinggrpretations of the articles
became apparent and therefore a working group stableshed to prepare commission
proposals for the creation of a European Universityich was presided over by Gaetano
Martino, former Italian Minister for Foreign Affar The working group held four
meetings in the months from June to October 19%idtarresults were presented on 18
December of the same year. During this processsttes of the Six collaborated closely
to institute these proposals for the structurection and setting of the European
University. The European Community showed cleapsupfor the project. In a speech in
Milan on 13 December 1958 on the occasion of tieers# congress of the Cultural
Foundation, the President of the European Econ@Qoiomunity Walter Hallstein,
declared that the European university institutiaswot only desirable, but also necessary,
especially for political reasons in the procestoaihing a European spirit because the idea
of unification of Europe had not yet penetrateeliettual circles?*However, the member
states each had their independent interests andi@mstfor such institution, thus clashes
in national viewpoints became apparent, allies@bsitions emerged.

Divided opinions

The German delegation declared its profound comvidhat the six member states
needed to seize the opportunity to fulfill the taglkcreating a European University, which
was proved when the delegation put forward the gsapat the Messina confererféé.

The Germans envisioned a spiritual, scientific saathnical centre that responded to the
great culture of Europe; it needed to be ‘a grehosl for a great idea’. Recognising the
need to foster cultural as well as economic inteégnathey agreed to found a European
University as an autonomous and permanent instiinted at teaching and research, and
at unifying professors and students from acrossdtries of the European Community;
a university at the heart of the Community. Howewdrile the German delegation
supported a plan to establish a complete univernsi&so advised that it was not

necessarily important to create a university witomprehensive set of faculties. It saw

220Eyratom Treaty, article 216

22lprocés-verbal de la reunion constitutive du 27i@mi959, Assemblée Parlementaire Européenne
(CEAB/12-2416, HAEU)

#22Extrait du procés-verbal de la reunion restreinteomitédes répresentants permanent, tenue & Basixel
le 21 janvier 1959 (CM2/1959-917, HAEU)
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the university as important stage in the constounctif Europe, but realised that national
universities in Germany would not be able to de@icasources to studying European
problems. Therefore, a European University couftfion alongside existing national
universities, and the German delegation was evepgped to make a contribution up to 15

million Deutschmarks to the projet

However, the fact that education and universite&eérmany were managed at the local
level (Lander) brought about delays in the workgngup of the European University
project as the Lander were not in agreement wittfederal government. The federal
government had provided its backing for the proyetihout the support of the Lander
ministries of culture or the university rectors.elltdnder ministries believed the project
did not sufficiently address the aim of integratthg teaching body at European level or of
creating a university of the European Communifldg rectors felt the project, as a

supranational university, would pose a threat toonal institutions.

The French delegation stood firm in their beliedttarticle 9 of the Euratom Treaty
did not necessarily imply the creation of a complativersity such as the one other
delegations envisaged. The French interpreted tinepgan University project within the
framework of the nuclear-power mission of Euratéwbpying for the creation of a nuclear
sciences centré’ The delegation opposed the creation of a sup@metiiniversity, afraid
that it would gain too much importance as an ingtin, and instead the delegation
favoured a system of reinforced cooperation witistexg national universities, with the
exchange of people and ideas could be promotatidicontext, the French proposed the
introduction of a ‘Livret Universitaire Européerd European Higher Education passport)
to facilitate the movement of people for academippses. Furthermore, the French
delegation proposed the creation of specialisitutes within the national higher education
institutions that were most qualified, as well asmcils of administration within these

institutes, composed of representatives from the@aan Communities.

The French believed that the European Universibyept was not a complete lost cause,
but many of its complicated aspects, such as tigukges to adopt, the equivalence of

degrees and the recruitment of professors, reqfittoer evaluation. Setting up a

2ZGerman position on the European University (EUI;19REU)
224 Extrait du procés-verbal de la reunion restrethteomitédes répresentants permanent, tenue alRsixe
le 21 janvier 1959 (CM2/1959-917, HAEU)
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European University without sufficient preparatiwauld run the risk of compromising the
future of European Higher Education cooperatioreréfore, the French delegation also
showed concerns over its contribution to the bud@stich an institution, but supported
the creation of a specialist working group for Ehgopean University in order to iron out

some of these concerns.

Despite France’s hesitations, Gaston Befgeonvinced his colleague Roger Seyd3fix
that France would benefit from taking a more fléxiapproach to the European University
project. He argued that France would stand a belti@nce of having its viewpoint heard if
it were to propose a realistic and attractive ceuptoject rather than continue to bombard
other proposals with negative arguments. Bergeh aviviewpoint exclusively focused on
French scientific research and Higher Educatiohewed that the specialised institutes
that were being created or were indeed alreadyplstiad, would only be capable of
competing at the international level if they alsewd on professors from other states. Such
enlargement would come naturally from an attachrteeatEuropean University. Contrary
to the Italian idea, the university would be seiuprance and would use French as its
operating language to complement the languagesespakhe Community. Berger’s
colleagues supported his proposal as long as tiwersity remained limited in size and
complemented teaching in national universitiesaiathan threatening it (Palayret, 1996).
The French move has been described as a politieglvehich featured in the overall
French policy to avoid any supranational commusitrefavour of intergovernmental
cooperation. In this context, the European Universioject became one element in the
much bigger dispute concerning the forms of pa@ltmooperation or integration among the
Six (Lambert, 1962).

The Dutch delegation provided its full availability collaborate on the creation of
an institution of university level, despite thefidifities in which it found itself?’
However, it did not agree to the establishment cdmplete university and expressed a
strong desire, like the French delegation, to eraatinstitution dedicated to nuclear
energy. According to the Dutch preference, thatutssn should work in close

collaboration with the European Community as anartgmt aspect of the cultural mission

225 A French industrialist who retrained as a Profesé@hilosophy (1896-1960)

226 A French academic and diplomat (1908-1985)

227 Extrait du procés-verbal de la reunion restrethteomitédes répresentants permanent, tenue alRsixe
le 21 janvier 1959 (CM2/1959-917, HAEU)
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with a main objective to promote the European jptamgher teaching and scientific
research in the area of atomic energy, and areakich national universities were lacking
in teaching and research provision. A secondargative would be to promote
collaboration on the European plan, but in a memegal sense, by means of conferences

on European integration, from a historical, culkuegaonomic, social and legal perspective.

Like the French delegation, the Dutch supportecctkation of a Working Group on the
European University project in order to keep proloegs moving. The Dutch in particular
thought the conventions setting up the Europeaneaysity should be completely detached
from the initiative of the Six and that other staséould be welcome to participate. The
Dutch feeling was that a university of the Six wbbk too narrow and it would be more
appropriate if the project were to be handled leyGouncil of Europe’s Cultural
Committee or the European Universities Committethef\WWestern European Union,
especially regarding the financial aspects. Thebuilong with the Belgians, were most
fearful of increased expenditure that went aboa#est financial obligations in teaching
and research laid down in the Eurotom Treaty. Th&bdelegation highlighted that it
would find it difficult to justify funding a univesity of a more general nature because of

the restrictions that had been imposed on natieniaersities in the Netherland<

The Belgian delegation expressed a general agrdédardhe creation of a
university institution, with a preference for a fgpaduate institution. The Belgians felt it
would be too premature to create a complete urityewghich should be created
progressively? It believed, however, that in the creation of &arsity institution, the
European Community should keep in mind the prowisibthis type that is already
available in European countries. In this senseB#dgians could conceive the idea of
establishing a network of high-level institutionghwan administrative headquarters in

Florence.

The Belgian delegation expressed serious concathglve institution proposed by the
Italian delegation, claiming it would conflict withe College of Europe, already

established in Bruges. According to the Belgiaredation, the Italians’ institution had an

28Exposé présenté par les experts néerlandais dip&uriTravail sur I'Université Européene (CM2/1958-
953, HAEU)
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almost identical structure to that of the Collefi&orope, with a focus on human sciences,
and historical, political, legal and economic sciesn The Belgians therefore proposed the
creation of a centre of research and postgradeatdhing based on four departments:
history and civilization, political sciences, lamnd economics, even though similar centres
already existed. They proposed that the institutiodRlorence had a unique character that
emphasized theoretical physics, and pure and appishematics, while the College of
Europe would focus on its original disciplines e§al and administrative sciences,
economic sciences, and political and social sciefite

Similarly to Italy and Germany, the Luxembourgiatedjation was profoundly
convinced of the need to create a European untygoscomplement the European
community?®* It considered the project’s objective to be thrlsiishment of a complete
university with traditional faculties, from hightgaching to postgraduate training.
According to the Luxembourgian delegation, the #otithe institution should be
dedicated to European issues and the problemgfgoenCommunity; it should be a
functional institution oriented towards the economund political objectives of the
European Community. The Luxembourgian represemtafierre Pescatoféwas the

chairman of the working group on the European Unsitg project™>?

It should be added that since 1949, Luxembourgdirdad similar experiences to the
European University project, which came in the fahan attempt to set up an ‘Institut
Luxembourgeois Universitaire’. Luxembourg did navh its own university, so it pursued
plans to create a university institute during tbhetpvar period. Unfortunately, the project
failed to come to fruition, but the issue was rdiagain in 1978

From the outset, the Italians maintained a stramyiction for the European
University project and can be considered its gsgatdvocates. Along the same vein as the
Luxembourgian and German delegations, the Italedaeghtion whole-heartedly believed
in the need for the creation of a European Unityeedbngside the European

#30The Belgian position on the European University (Z91, HAEU)

#LExtrait du procés-verbal de la reunion restreinteadmitédes répresentants permanent, tenue a Brsixel
le 21 janvier 1959 (CM2/1959-917, HAEU)

%32 pierre Pescatore (1919-2010) was a professor antha at the European Court of Justice. He wofked
the Ministry of Foreign Affairs from 1946-1967, dhy the establishment of the European Community.
23 Aide-memoire du Gouvernement Luxembourgois relagiveprojet d’une Université Européenne
(CM2/1958-952, HAEU)
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Community>*® They were pleased with the proposal that the Gemetegation had
submitted at the Messina conference, which promibteestablishment of a “European
University presenting the characteristics of amaamous institute to supply the necessary
means of research and allow access to profoundi@ndcknowledge”, and to promote
European cooperation as well as to offer generedfi@an culture. The Italians did not
want to completely dismiss the importance of nucsegences, but they favoured a

complete university over a specialised centre.

In order for such an institution to be true tontssion of promoting European integration
and European culture, the Italian delegation beliethat it had to be created progressively
to avoid a soul-less institution that did not hétwe ability to address the needs of the
future. If it were to truly complement the Europgaommunity, it was imperative that it
had the means to contribute concretely to the sieand technical needs of tomorrow’s
Europe. In this context, it would also prepare fiomaries for the European institutions, as

well as diplomats and professors of history andl=zges.

The Italians deepened their proposal with practeshils on the logistical orientation of a
European University. They suggested it could hestvben three and six thousand students
from university to doctoral level, which Germanyported since it was against the
creation of a purely postgraduate university beeaugh institutions did not exist in
Germany. Although the proposal submitted by ItaBsvior a complete university, all
programmes and students would have a research tloaulnked to European integration.
With such a specific European focus, the Europeaindysity would therefore not
compete with national universities because it wessaarch area in which national
universities had limited resources. The Universifigculty would therefore also be
oriented strongly towards themes surrounding Elanpetegration, and professors would
come from across the world. The Italians advoc#iedsetting up of faculties comprising
chemistry, physics, mathematics, biology, agrongmajitical and legal sciences,
economics and commerce, civil engineering, liteaand philosophy (Palayret, 1996).

The Italian delegation proposed that the six merstses would supply the budget for the

235 Extrait du procés-verbal de la reunion restrethteomitédes répresentants permanent, tenue alRsixe
le 21 janvier 1959 (CM2/1959-917, HAEU)
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University, and towards the finalisation of the jpa, Italy reserved state-owned buildings

in Florence to host the institutigr’

In 1958, the Association of the Universities of &ue also highlighted its
objections to a centralised university. It questthe very definition of a ‘European
University’, suggesting that all the universities@ss Europe were in fact European
because they were born and developed in Europige ecruitment of academic staff from
different nationalities is what makes it Europeéais not enough; national universities also
welcome academic staff and students that are ribieafiationality of the university.
Neither would it be necessary to create a Europsaversity to intensify exchanges. In
response to the suggestion that the European Witiv@rould focus on European studies,
the Association suggested that it risks becomiogptditical, a training centre for militants
and officials, which may not be compatible withcgestific mission. If the envisaged
university was to be a success, the Associatiogesigd that it could not be mediocre, but
at the same time, it could not overshadow exigtimgersities or create a threat. Moreover,
the Association pointed to a risk of cultural cahsation.

According to the Association, if the European Unsity was to be created, it should not
repeat the work of the existing universities, arghould not take on a political character.
It should not favour a Europe that it limited te t8ix, and it should not become an
artificial creation without a soul. It should bel@-centralised university that does not give
the monopoly to determined country or organisatéorg it should be a new concept that

favours the birth of a united Europ¥.

Towards the creation of the European University

In December 1959, under the guidance of EtiennscHjrPresident of the Euratom
Commission, the Euratom Commission eventually psedahe creation of a “university
with general competences” to be the “the univemsitizurope”, which of all the proposed
projects was closest to that of Italy and Germémwg meeting in January 1960, the

Z%Memoire presente par le Gouvernement Italien sprdget de création d’une Université Européenne
(CM2/1958-952, HAEU)
%37 pssociation des Universités d’Europe, Difficultésislées par la création d’'une Université Européenne
Centralisée, Examen des objections que susciterdél projet, par le Professeur Guy Michaud, éuill958
(HC-64, HAEU)
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members of Euratom’s Commission for Scientific dedhnical Research insisted on: the
need for the other two European Communities (th@gean Economic Community and
European Coal and Steel Community) to participatéé creation of the European
University; the importance of the linguistic proinlend the need to contribute to language
learning across Europe at the level of secondangatbn; the need to revise the teaching
of human sciences with a European perspectivanthertance of such teaching for the
future of European youth; the importance of noalelsthing student quotas that are too
rigid towards nationality and the percentage of-ne@mber nationalities; the need for a
liberal policy for the nationality of professorbetneed to establish the university
progressively to ensure its status; and the impoeaf universities in producing the
professors of the next generatfoflt was highlighted that the European Commission
needed to avoid creating a ‘supranational’ universiat would compete with national
universities, but to create an academic commuratyoted to assisting national universities
on the European plan in the teaching and trainfngpong people. It would therefore be
important to take action in the short term to asgublic opinion and that of universities
and scientific environments on the creation of eogaan University. The Commission
gave M. Geiger the task of completing an ‘InteriepBrt on the Creation of a European
University’ >*°* However, the European University was defined asifog only a part of a
more complex plan for increasing cultural and saiiercooperation under a European

Council for Higher Learning and Research (LamdE362).

The Interim Report, also known more colloquiallytlas ‘Geiger Report’ was submitted to
the Commission and discussed on 27 April 1960 andfice by the Interim Committee for
the European University. The report made three mpeoposals in this regard: on the
European University, on European Higher Educatimhrasearch institutes, and on
exchanges at university level. On the questiomeffuropean University, it was noted that
the university’s structure would be different tatlof conventional universities, and would
only teach disciplines grouped in departments (saxv, Economics, Social and Political
Science, History, Pure Mathematics and Theorelbgsics) and not faculties. It would

welcome students that had already received thrézuoryears of university education, and

238|hid (CEAB/12-631, HAEU)

#9Meeting of 26 January 1960 including exposé of Mséeh on the state of advancement of the work en th
creation of a European University and on a comnearire for nuclear research at Ispra, and on aeeftr
nuclear research at Petten, Assemblée ParlemeEwaiopéenne, Commission de la Recherche Sciertdifiqu
et Technique (CEAB/12-631, HAEU)
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would confer the diploma of ‘Doctor of the Europaamiversity’. It would host around

250 students in the first year and then 500 stsdeert year during the first five years of its
establishment, and students would not be limitetidge of the member states. A system
of bursaries would be developed with support fréates, the Community, and public and
private organisations. The professorial body wdaddcomposed of permanent professors
with a Chair of the European University, professeith a temporary Chair, professors
assigned only to courses, and academic assistaat$qr each professor). The role of the
University would be to contribute to the spiritulvelopment of Europe, and would
therefore not compete with national universities.t@e contrary, the insufficient student

places led to a necessity for the new Europeanéisity >+

It was suggested that, as the Interim Report sthgtdEuropean University would be
created by the Community, this indicated it wouldifa political mission. However,
Geiger denied any intrusion of political motivewithe academic sphere, suggesting — in
the words of the German Philosopher Karl Jaspénat-universities are seen as public
establishments and the patrimony of the natiomaesxaression of a people. It was
suggested that the idea of the economic integratiooess requiring output in the cultural
field was undoubtedly at the root of the CounciMihisters of the EEC and Euratom
decisions in July 1959, setting up the Interim Cattaw for the European University
(Lambert, 1962).

The Committee considered the preservation of thediom enjoyed by traditional
universities and advised that the European Unitxeveduld therefore be an autonomous
institution. Emphasis was made, however, to coliatbon with existing universities and
scientific institutions, making the European Unsigra centre of high specialisation and
of European cooperation at the highest 1é%el.

The mission of the European University would beciaforce the cultural and scientific
potential of Europe by contributing the researcth &aching, especially in fields that are
of high priority to the construction of Europe ahe close collaboration between member

240Extrait du process-verbale des activités de I'AdslémParlementaire Européenne, No. 4/1961, Analyse
du rapport intérimaire de M. Geiger (CommissiorladBecherche et de la Culture), doc. 1299/60 (CEAB/
847, HAEU)

241Rapport du Comité Intérimaire aux Conseils de lmm@mnauté Economique Européenne et de la
Communauté Européenne de I'Energie Atomique, Comi&&imaire pour I'Université Européenne, c.i.u.
86/60, doc. EUR/C/1408/60f, Florence, 27 avril 196€AB/12-631, HAEU)
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states. In particular, its role would be to: fdaiie solutions to problems that such
construction and collaboration poses; contributigaiming individuals who will then work
in the public services of their own countries,he European institutions and in the
intellectual and economic life of Europe; and sttlty problems that require a

concentration of efforts for the European plan.

As for the European Institutes of Higher Educatod Research, the idea had been created
as a counter proposal to the European Universajept by Gaston Berger, but it became

an additional proposal in the report that was suppdoy the academics. With material
assistance from the Community, the idea was toigeca European label to deserving
institutions according to the importance and reheesof their academic output. The

creation of advanced research centres was alsogeddo address the areas of most
relevance to the six states of the European Contsudastly, the report encouraged the
expansion of university exchanges and overall,tiied four sectors that deserved
sustained effort: the equivalence of degrees, énmbnisation of study programmes,
increased exchanges and the setting up of a reaipirformation systerfi2

Despite discussions taking place on the univessityfrastructure regarding its governing
body and the appointment of a rector and a segratecussions stalled at the Council
meetings in June and July 1960 due to reservations member states over the title of the
institution and the source of its funding. On 20861960, it was nevertheless decided that

the European University would be hosted in Florettedy.

The location of the European University broughtwtboore disagreement amongst the
member states. The Germans, along with the Belgmeferred Luxembourg as the
location, acting as a natural extension of the gean schools. Since German universities
were particularly decentralised and fell undergbwers of the Lander, hosting a European
University in Germany that depended on the natianéhorities would have been seen
negatively. Bearing in mind that a decision onltd@tion of the European institutions had
not yet been made, and Germany had indicatedhbgtshould be located, the location of
the European University began to be used as aibargdool with Luxembourg (with an
unanimous vote, Luxembourg would have vetoed tha @f hosting the Communities in

Brussels). When Luxembourg refused to bargainitéians seized the opportunity to

%42 bid (CEAB/12-631, HAEU)
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make their proposal of spreading the Europeantutisths across Europe to avoid Brussels
becoming the capital of Europe. Of course, Italyigd a bite of the apple and hoped that
a part of the Community — the European Universitpdd be hosted in Italy. Despite
rejection from the Benelux countries and thankthéoagreement of France, Italy was

allowed to proceed with diplomatic action to sedine European University in Florence.

A new intergovernmental orientation

Unfortunately, the Italians were unable to purdweegroject further because, in
October 1960, the French representative suggdsteguiestion of the European University
were tackled in the framework of a European cultcoaperation agency if it were to be
set up. This proposal threw into question the sugdranal orientation of the European
University. Previously, the Italian delegation, vgupport from the Belgian and German
delegations, had declared their conviction foriingbnal links with the Community,
though the German delegation pointed out the dilffyjcin navigating around three
Communitie$** However, Charles de Gaulle sought to reduce saficaral tendencies,
claiming that the Commission could not constitufehtical power and that Europe should
be governed on the basis of intergovernmental aatipa. Furthermore, the French
opposed the title of European ‘University’ for tinstitution?** while the other delegations
agreed on such a title. For the French, the Europkmaversity project fell into the French
political plan with an emphasis on university exoles and the equivalence of degrees,
where such questions would be discussed in requéatings between Education ministers.
This was the first time the project was truly residered in a framework of
intergovernmental cultural cooperation away from ithvolvement of the Commission.
The Italians used this to re-launch the proje¢henframework of the countries of the

Council of Europe, where Britain and Denmark esggcshowed an interest.

On 18 July 1961, a meeting in Bonn with the heddstate set up a Council of Ministers
responsible for education and international culttetations to negotiate university
cooperation and exchanges, the European missibodbhll be assigned to national

university and research institutes, the creatioa Btiropean University in Florence with

243Extrait du procés-verbal de la FT2réunion tenue & Bruxelles le 13-15 juin 1960, appé le 20
septembre 1960, doc. 387/60, Conseil de la CEEBR$E de la CEEA (CEAB/12-631, HAEU)
244 procés-verbal de la 1%Fréunion, 5 septembre 1960, approuvé le 3 octo®86,Idoc. 546/60
(CEAB/12-631, HAEU)
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an intellectual and financial contribution from 8 2*° The Italians were assigned
responsibility for implementing the project, anéytad suggested they were chosen
because the Germans, who had initially re-laun¢hedjuestion of the European
University with a proposal at the Messina Confeegmeere unable to proceed due to
constitutional obstacles that do not allow the goreent to interfere with matters of the

Lander, of which higher education was a &tt.

A greater emphasis on cooperation amongst nationaérsities and their European
vocation brought about a notable shift in Europgissersity policy. As this also changed
the programme for setting up the European Universit further reference was made to
the Community’s involvement in the creation of agropean University. The European
Commission and the European Parliament had shaengssupport for the European
University project since 1959 and were therefosappointed by the Bonn decisions,
claiming that they ignored the proposals develdpethe Eurotom Commission, the
Interim Committee and the European Parliament.Hlr®pean Parliament stated clearly
that the European University in Florence was netuhiversity wished for by the
Parliament. The Commission was still waiting foe ttreation of that University and would

not cease to fight for its realisati6H.

However, developments continued on an intergoventah®asis, but questions were

raised over the feasibility of the Six creatingraversity since the Six did not constitute a
state and only a state could create a universityolld have to be an institute conferring
degrees recognised in the six member states. Isuggested that the university was set up
as an ltalian national university, specialisindeuropean studies and thus supported by the
Six, but the Italians were not keen. De Gaullerthtiwant a university created under
European law, so with his agreement, Germany dgalied mandate to create the

university under national law with a European ladreit. The other states would provide
intellectual and financial support. Italy was notpletely in agreement; the Italians knew
they had been loaded with a project riddled withi-keown difficulties. They found

themselves with a project they were deeply attatbgeblut with the responsibility of re-

245Bonn Communiqué, 19 juillet 1961, Bruxelles, dotlRZC/2606/61f (EUI-8, HAEU)

248+ 'Universita Europea, Oggi’, Introduzione ad uibattito sull'Universita Europea promosso dallaans
Fiorentina, il 22 febbraio 1970, nella sede di PateStrozzi a Firenze (EUI-8, HAEU)

247 Extrait du procés-verbale des activités de I'Adsiém Parlementaire Européenne, No. 4/1961, Analyse
rapport intérimaire de M. Geiger (Commission d®é&cherche et de la Culture), doc. 1299/60 (CEAB/12-
847, HAEU)
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launching it on different terms than their own. Beteless, they proceeded to adopt in
1963 a draft Italian law on setting up the EuropBaiversity in Florence and to intensify
negotiations to flesh out the directives of the Bomeeting. Italy set up an organising
committee on which sat representatives of the Swaell as the three communities,
demonstrating a keenness to involve the communilies Committee created the
founding act for the University and visited and qyed a construction project at Villa
Tolomei in Florence. More discussions on finanaseay considering the responsibility
Italy had assumed in the European University amtiqogarly the construction project,
France proposed that Italy bore the constructiatscd he fact was that France did not
want the ‘University’ to become a real universitydacould only use financial power to
hinder its development. France also requesteditkeahvolvement of the European

Communities to be ceased.

Unfortunately, the project encountered further geldiroughout 1962 and 1963. The other
states doubted Italy’s ability to see through tterdnce Project, particularly given Italy’s
lack of preparation on the financial questionsfé@#nces within the Italian government
were also blamed for the delays; while the Ministiyoreign Affairs was happy to settle
for a specialised institute for advanced studies Ministry of Education wanted a fully-
fledged university, which in order to satisfy Gimrd.a Pira (Mayor of Florence) would
welcome students from underdeveloped countries asidfrica and South America. With
a new government, the Education Minister Giacinbe® was asked to draft the statutes
for the European University. However, consideringgelf at liberty to draft his own
proposal given the Italian control over the projédcs proposal was for a fully-fledged
university and, of course, not accepted.

The other states took advantage of the delaysjioest the project be withdrawn; a request
particularly driven by the German rectors. They ldaccept, however, a high-level
institute created by many European states to guditical interference, focusing on
aspects of Europe that were studied poorly in natianiversities. Finally, the project was
resumed in July 1963 when the new lItalian Educdiamister Luigi Guire launched it at a

colloquium and the draft Italian law was acceptgdhe Council of Ministers.

Two intergovermental conferences took place in Mawer 1963 and May 1964 and the
project started to move forward again. However titméng clashed with the Elysée Treaty
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and the ‘empty chair crisis’, causing further sektsafor the Florence project. Talks
resumed in mid-1965, but were troubled until 198%e Italians then drew up another
proposal for an institute of four departments (@eoits, law, political and social sciences,
and history and civilization), which would also piae training for business leaders and
involve the participation of Britain. In Februar9@9, the Italian diplomat Cattani visited

all the capitals of the Six plus London to sountreactions. The resignation of Charles de
Gaulle in April 1969 facilitated European enlargemeonsiderably helping the Italians’
plans for the European University project in tragard.

It had been suggested that there will little indéfeom other Council of Europe states in
joining the European University with the exceptarDenmark, which stated its interest in
August 1960. Once it had been established whethaotcsuch countries can become full
or associate members of the Common Market, a solwtbuld be found to the problem of
cultural cooperation in general. Then, it wouldifeonceivable that the Six would object
to enlarging the basis of the University; it hag@bsuggested that the British, for example,
would make an important contribution and play asigant role in such a project
(Lambert, 1962).

The Hague Summit of December 1969 provided muclerfasourable circumstances than
the Six had previously experienced. The new Fréhahe Minister Georges Pompidou
needed European success for domestic purposeb@ndw German Chancellor Willy
Brandt was freer to move. The heads of state nbetdhe European initiatives could only
really succeed if they included the involvementha youth, which confirmed an interest
in the European University. In 1969, the Univer&lymmission of the European
Movement reiterated the importance of a Europeandusity for Europe. It would be
essential for forging Europe; thus far the privéddgools of intelligence and culture had
been abandoned. It was time to change the mentavitgrds the direction of a European
civilisation, and this would be the soul of the &uean University. During the time of
Europe, citizens would not remain in their own does; they would organise cultural
exchange and allow the ‘intellectual workers’ teadiver Europe, and in order to avoid
remaining at the artisanal stage, it was necesedyild the European University. A true
European civilisation was considered the only vadtdrlocutor with the foreign
civilisations, and this element alone should prothptestablishment of the university as
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soon as possible. The European University wouldldbe to create the ‘Europe of brains’

that was so reclaimed®
The establishment of the European University Instiiite

The Italians sought to reach an initial understagdvith the French and, in
October 1970 and February 1971, the Six agreeBuhepean University would be linked
to the Communities and called the European Unityehsstitute?*°It would be a
postgraduate institution and would be governed byga Council made up of member
state representatives and an Academic Councibghiag staff and students. Its four
departments of economics, law, political and sosié&nces, and history and civilization
would confer the doctorate and it would be fundgdhe member states (at least until
1977, when a review would take place). The offidalguages would be German, English,

French, Italian and Dutch, with French and Enggistihe official working languagé®’

Commentators suggested that not more than onedhiteg student body should be of one
nationality, the departments that would provideh#ag that would gain from being
presented in a European context, and the teactaffgpsovisions. The eventuality of
certain points being amended in the work in pragest®uld not be excluded and that some
of the fundamental criticisms made by the Assernalbéworth noting because they reflect
the overall role of the University. The Assemblyintained that the University must not
limit itself purely to addressing the European dues, that students who have not yet
completed their studies at their national univasishould be admitted, that the majority
of professorial staff should be permanent membgtiseoteaching body to guarantee the
University the maximum autonomy in teaching aneéagesh, that the rector should be
appointed by the professorial staff and can onlydpected by the Council of Ministers

only in exceptional cases (Lambert, 1962).

The final agreement took place on 16 November Ed'dmeeting of Education Ministers
when France (Olivier Guichard) pledged that it vabatcept the European University

248Commission Universitaire du Mouvement Européen,fafintroductive par M. Philippe Dubief,
Organisation Francaise du Mouvement Européen, (196930, HAEU)
249Rapport Conclusif, Conférence Intergouvernmentaler fjUniversité Européenne, Rome, 1-3 février
1971 (EUI-8, HAEU)
20 pid (EUI-8, HAEU)
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project if Italy accepted France’s Centre of Ediaretl Development. Italy’s Riccardo
Misasi agreed. The signing of the Convention sgttip the European University Institute
(EUI) therefore took place in Florence on 19 AfAI72, and it welcomed its first students
in the autumn of 1976 at the Badia Fiesolana in[3amenico di Fiesole, which was
initially a temporary location until works at Villeolomei in central Florence had been

completed™

Today, with around 500 students, the European Usityelnstitute is a smaller institution
compared to the original plan to create a complateersity. The Institute specialises in
doctoral degrees across four faculties: History @mnilization; Economics; Law; and
Political and Social Science. The governance olleéis intergovernmental, with

member states sitting on a High Council and a Bu@genmittee, which both meet twice a
year. Member states of the EUI must be membersstditihe EU, though not all member
states of the EU have joined the EUI conventionmider states of the EUI provide the
institutions core budget, as well as bursariesudets from its own countries. Some
member states also sponsor students from non-Eamapmrintries. The EU does not have a
role in the EUI's governance, though it is consiliddd has a representative on the high
council. The EUI now attracts extensive externalding, much of which is EU funding,

but the EUI does not depend on the EU from a g@reze point of view. The majority of

its externally-funded projects are hosted by thé'€tésearch centre, the Robert Schuman
Centre for Advanced Studies, which was founded®®2lin a second phase of the EUI's
development. A further phase of development iserly taken place with the
establishment of a School of Transnational Goveream June 2017, offering Exectutive
Training, Masters programmes and Young Policy Le&a@#lowship programmes. The
School is in a pilot phase, funded by the Europ@ammission.

Obstacles to the European University project

The European University project experienced a,lgtayv development that was
not without obstacles. Differing opinions among nbemstates applied the heaviest brakes
to the project, but several practical consideratialso arose. First, there was a question of

equivalence of degrees. With students from diffeEamropean countries with different

BlNote & Iattention de M. Dahrendorf, Commission Gesnmunautés Européennes, Groupe
d’Enseignement et Education, 22 janvier 1973, Bllas€EUI-8, HAEU)
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gualifications, it would be necessary to find aution to recognise equally the diplomas
from across the member states. A lack of a commgsies of degree-equivalence created
obstacles for admissions to the University. Sinylat was important to ensure that the
degrees conferred at the European University waregnised in the European member

states.

Languages posed the second significant obstagecedly because they were yet to be
defined for the European Community. The officialdaages of the University would need
to be decided, to be adopted for theses, courdesnsstration and official

communication. It would need to be decided whetherUniversity would impose criteria
for applicants to be able to speak certain langsidgewever, there was potential for
languages to play a significant role in the Europ@aiversity. For example, during
discussions on the ‘Geiger Report’, it was suggestat the European University could
play an emerging intermediary role between Europaaguages by bringing together and
making accessible the important scientific souineéSuropean languagé¥ The

University Commission of the European Movement psegal the creation of a European

linguistic diploma alongside other university qtiafitions®>>

Third, the recruitment of professors posed a sefigsoblems. Tenured professors would
not necessarily be willing to leave their nationaiversities for a fixed-term position, and
it was questionable whether they would even moweddferent country for another
permanent position. It had been suggested in itartke European University that
professors should not be permanent in order torerfisesh ideas and knowledge entered
the institution, but at the same time, faculty Bole®sed on sabbatical professors from
other institutions could cause instability for taeropean University.

In addition, it was noted that the creation oftedry presents great difficulties since the
war had destroyed a large number of documentsAaratican university had bought up
large volumes of stock in recent ye&ts.

%2Note concernant la création d’une université Eueopé par les Communautés Européennes par M.
Geiger, 22 octobre 1959 (CEAB/12-2416, HAEU)

23Commission Universitaire du Mouvement Européen,fafintroductive par M. Philippe Dubief,
Organisation Francaise du Mouvement Européen, (196930, HAEU)

4procés-verbal de la reunion constitutive du 25esapte 1959, Assemblée Parlementaire Européenne
(CEAB/12-2416, HAEU)
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Finally, there was a general wariness among senezaiber states towards a supranational
institution and its potential threat to nationailier education institutions if it gained too
much importance. In a similar vein, there was that creating a European higher
education institution could lead to the Europeam@ussion meddling in the affairs of

national universities.

The coexistence of two European academic institutg

Discussions within the European Council of Ministen how to implement article 9 of the
Euratom Treaty, for the creation of an institutadruniversity status, began in 1960,
sending shock waves through the already-establi€loidge of Europe. The first reaction
came from the College’s alumni. They met for a gtweekend on Bruges on 6-7
December 1958 to discuss the problem of the creati@a European University or a
postgraduate university institution. The Alumni Asmtion sent letters to the Presidents of
the European Economic Community and Euratom, akasdb the members of the
European Parliament’'s Research Committee, highighthat the institutes of European
studies were already available to the European aamtias and should therefore be
considered within the framework of the Europeanversity. In particular, they called for
the College of Europe to be integrated into the pestgraduate institutio?> Rector
Brugmans was convinced of the threat that the EBaofpJniversity posed on the College
of Europe, due to its much larger dimension andlarmacademic focus. For him, since
first appearing in the press in 1955, the Europdaiversity initiative has only intensified
an already fundamental problem (Vermuelen, 2000 College’s Administrative Council
held lengthy debates in 1960 on the subject oEtlm®pean University, but it was decided
that the College should use the interest in thevéhsity as leverage to gain recognition for
the College as a postgraduate institution and afppetunding. The uncertainty had a
pragmatic impact on the developments of the libkamjding work, since the Mayor of
Bruges was not convinced about continuing the ptajatil the College’s future had been

secured.

Relief came with the news that the idea of a sugtranal university had been blocked by

the French at a meeting of the Heads of State mBw 1961, and the Alumni Association

2> Déclaration de la Commission de la recherche sfire et technique, Assemblée Parlementaire
Européenne, doc. APE/1362, Luxembourg, 22 jan@&91(CM2/1959-917, HAEU)
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took advantage of the circumstances to adopt taolugons in 1962. The first
recommended the recognition of the College as stitute of advanced European studies
with similar status to the European University, #melsecond recommended the increase
in student numbers to at least 100, in the perntaacademic body with two further
professors, and the introduction of a two-year seleading to a doctorate. Only the

expansion of the College was successful.

Another bombshell came when the EUI was establigh@872, and information on its
funding was made available. Its budget was fartgre¢han that of the College of Europe,
and EUI member states were obliged by conventiaoribute to the budget. It raised
the question as to whether the College of Euroglenhiased an opportunity to become an
integral part of the European system of institatiesdvanced European studies, and it had
to rethink its mission. Lukaszewski approachedisbae head-on in his first statement as
College of Europe Rector in 1972, stating that@odege of Europe should be expanded
and comparable to the EUI. He noted that the EUlld/bave the same characteristics as
the College of Europe, but for several hundredstwdents and several dozens of
professors, and in particular, with more financedources and a more solid legal basis.
This raises the question of whether two such uisbihs can coexist with a clear division
of work for mutual benefit. Defending the Collegewsition, Lukaszewski highlighted that
it was the first ‘European’ academic institutiordas thus well known. It has always held
the process of European integration at the ceffiits teaching and research, and has
always loyally reflected the national diversitytirope. In general, Lukaszewski
identified its added value compared to the EUlksalbility to foster a European
community owing to the fact that students and @®des are hosted together in halls of
residence and can acquaint themselves with diffendtures and intellectual approaches,
and its ability to foster good connections with Ehgopean institutions thanks to its close
proximity to Brussels and easy access to the Hagares, Bonn, Luxembourg and
London®*®By 1988, an agreement of collaboration betweehérnistitutions, and with the
European Institute of Public Administration lateeated in Maastricht, was established.

It can be said that the College of Europe is ligether academic institution in continental

Europe. It can be distinguished from others dueudo factors: human, in the multinational

®Note sur I'état et les perspectives du Collége dpa par Jerzy Lukaszewski, 07/07/1972, ME-2084,
HAEU)
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composition of the student and professorial bodyictvlive together in halls of residence
fostering a European intellectual community; progmaatic, in its multidisciplinary
programme of postgraduate studies; organisationdk freedom as an independent
institution rather than a national institution tiedregulations; and social, in its creation by
the European Movement as an intention to contrituitbe construction of a united
Europe (Bekemans & eds., 1999).

The friction between the two institutions can besssl in the paper written in 1969 by the
College of Europe Rector Brugmans, in which he fiebly posing a fundamental question
that had not been considered — or perhaps dateel posed — by the other scholars or
actors in the project: “Should a united Europe ha@entral European University?”
(Brugmans, 1969). With this bold gesture, Brugmainsws into question not only the
role, but also the whole purpose of the Europeaneaysity. Nevertheless, he is quick to
assure his readers that generally-speaking hevbeslibe European University project was
a good idea. He supports his argument by makiregerte to the Abigenses war and the
creation of the University of Toulouse, the 157&gsi in Leiden and the first Calvinist
University, and the rebirth of the Prussian Staie the creation of the University of
Berlin, to suggest that it is normal for a new pcéil entity to want to express its ideals
culturally in the form of an intellectual institati. In the case of the construction of
Europe, he suggests it would have been perfectienstandable that the European

Movement would have wanted to do the same.

After confirming that the Bonn Declaration handeoresponsibility of the European
University to the Italian Government, Brugmans qes “Why is it then that so little
came out of such an apparently good idea?” Hisorespis one that by now we know to be
as the brakes implemented by the French Governai&harles De Gaulle to avoid the
“supranationality” aspect of the project. Howewinigmans delves further by questioning
whether this constituted a true conclusion and thieyitalian Government, which he notes
as strongly anti-Gaullist, was not able to proda@®ncrete proposal arousing new
enthusiasm. Brugmans is not able to identify thenam to his question, but having read
more recent studies, we now know that the Itali@ese having internal troubles within
their Government, namely between the Ministry ofdign Affairs and the Florentine
Mayor Giorgio La Pira.
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Harking back to the significance of the Europeaivesity, Brugmans notes here that it
still had not been made clear “in how far and iratMiorm the ‘European University’

would fill a gap and correspond to a concrete neelde academic world”. He adds that
the public debate has been politicised as if itea@vious what a “European University”
would be, what its purpose would be and how it ddad conceived. Maybe Brugmans was
right; was it taken for granted that everyone stigust know what the European

University was supposed to do, which is why itsgiois was never truly defined.

Turning back to the original request of the culkw@mmission of the European Movement
to Europeanise the academic world, Brugmans pointshat while the European
University in Florence would never Europeanise bigéducation since it would see only a
small percentage of European students — which Ralagreed with — it does have the
potential to act as a pioneer-institution for expenting new types of teaching and
research. Depending on the success of the new fofrteaching and research, they could
subsequently be diffused across the national instits in Europe. He highlights that the
overall aim should be to cleanse European univessif “nationalistic thinking”. In this
regard, three proposals can be noted to fulfildine The first is that of Gaston Berger,
who proposed the creation of a “European label’sfocialist institutes, which was
included in the Interim Committee report but burstebrtly after. The second proposal was
made during a symposium organised by the Collegauadpe in 1960, suggesting the
organisation of precise research projects to beechout jointly by a group of universities.
The final proposal, which is described as the madical, involved a compulsory term at a
foreign university, which was already discussedHgyAssociation des Instituts d’Etudes
Européennes. This would restore an old traditi@m $e Germany in which students were
expected to attend different universities withim@any, only the tradition would be

adopted in a broader sense.

In addition to questioning the role of the Europé&Bmversity, in this section Brugmans
also casts a shadow over the decision to hostuhgpEan University in Florence. He
believes it reasonable to ask whether Florenceghbso far from Brussels, is the
appropriate location for the study of Europeangrdaéon. He agrees that it could be a
suitable location for the study of European culthratory, for instance, but he dismisses
the problem given that — at the time — the propasa no longer to study European
integration in a single European University.
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A further question posed is “why the apparentlastitious scheme originally proposed
at Messina had so remarkably little repercussioriee academic world?” Brugmans
suggests that there was never a team of enthussastdemics ready to embark on the
European University in Florence, leaving behindrthational careers. The Florence
project had no followers, which made it difficult push through in a difficult political

climate. In Brugmans'’s bold words:

“Florence was never an issue. Nobody actually foéghit. Nobody accepted to
risk his career on it. Nobody really felt that tinas the thing to do, because it did
correspond to a burning need of the European Contynamd even of the
European civilization” (Brugmans, 1969).

Brugmans suggests that what Europe really needealingitutions like Harvard Business
School or the Massachusetts Institute of Techngladpych would be closer to the vision
of Gaston Berger, “rather than all ill-defined ‘Warsity’”” (Brugmans, 1969). With this
suggestion, Brugmans was trying to put forth theqgple of pooling European resources
in precise fields where there is a gap in the [@iowis available at national level. He
proposes that the reason why academics of natiomeagrsities were reluctant to renounce
their national careers was due to the fact thaag unclear what exactly the Florence
European University could offer them. If they watde to leave their national universities
for an institution that provided “American” possities in “European” surroundings that
filled a gap in their national system, perhaps tweyld be more inclined to embark on

such an initiative.

Brugmans continues with his proposal by adding $hhah a European institution does not
have to limit itself to its original specialist ae but once established it could develop into
a centre for higher learning. In this sense, Bruggrenvisaged the European University
being established where the need is greatest araliogéng into a pioneer institution,
innovating methods and questioning programmeddrsame way that a united Europe
can only be attractive if it is a new Europe, Bragntoncludes that however large or small
the European University is, it should be a “nucletiesh thinking, an experimental
enterprise, a ferment in the world of learning” @hal it should not be limited to citizens
of the Community.
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Brugmans’s take on the European University prggeantds out amongst other studies for
its provocation, which on many occasions verges tme cynical and ironic. He puts
forward a series of bold questions that stir uptfiis on the overall success of the
European University and its true significance ansision. It should be remembered that
during the period in which the study was undertakieere was a great deal of skepticism,
when squabbles were occurring within the Italiav&€oment, and as the long and slow
negotiation process was finally nearing its outcome&loing so, Brugmans appears to be
the only scholar to address the European Univepsdject from a negative stance, which
are in synergy with a bitterness towards the Euanpgniversity as Rector of the College
of Europe. However, it can also be said that inescases his arguments can perhaps be
considered the most honest. It is true that susfituion needed to carefully devise its
mission and understand its place and contributibninvthe European higher education

sector.

Conclusion

For some, great expectations were placed on thepiean University project and
they saw the EUI as only the beginning of a biggeject. In 1962, Lambert opens the
guestion of a possible replica university in anoftate. He suggests that if the University
in Florence were to prove successful, attractingdaumbers of students spending part of
their study at the University as well as internadibbstudents, it may become too small.
Therefore, it may occur to another state to craatgher European University in their
country. For example, if Belgium decided to cremtether European University, it might
consider developing its already existing Colleg&ofope to create a counter-part to the
Florence University.

Looking now at the situation over forty years ladthough it was a very valuable
consideration, it was not feasible since — in thrsn at least — the European University's
development was not as great as it was perhapsihopee 1960s. Given the complexities
of its development, in the form of diverging doniesipinions and legitimate obstacles to
its creation, the creation of a smaller institutiban originally foreseen can be justified.
When placed within the broader context of Europategration and the construction of

Europe, the creation of an academic institutioa Buropean nature encounters obstacles
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linked to the cohabitation of different nationaldj the recognition of diplomas and the

mobility of academic staff.

Furthermore, the existence of two European academsiitutions posed problems for the
project. The European University was forever livimigh the imposing shadow of the
College of Europe over its shoulder and the Coll&fgeurope forever living in the shadow
of the European University, creating a difficultndynic that in some ways conditioned the
development of each institution. Time has smoothg&dhe differences and in a quickly
changing Europe, the need and role of the twotutgins shall be as pertinent as they were

at the beginning of European integration.

This chapter presented the case study of the Eanogaiversity project, as a
demonstration of the dynamics at play when the pema Community and the member
states collaborate on a concrete initiative infidlel of education. The chapter highlighted
the complexities of harmonising aspects of edunaitross borders due to the diversity
among education systems. Moreover, although thegraas an initiative developed and
coordinated within the framework of the Europeam@uunity, namely within the context
of Euratom, it faced notable resistance from merstaes, in which opinions diverged
more frequently than they converged. This is vetyntg of policy development in
education at European level in general, espedaalithe project was then taken away from
the European Community and ultimately succeedenhastergovernmental project. Left
under the supervision of the European CommunityBhropean University project would
have likely failed. Such exclusion of the Europ€ommunity echoes more recent
initiatives in education, namely the Bologna Prac@ghich leads to the interpretation that
intergovernmentalism is the preferred context teettep policy in education. The case
study therefore rejects the notion that policy demament becomes automatic once a
certain level of control has been given to the paem Community, as per
neofunctionalism, because if this was the casegtiweuld be a greater possibility that
today we would be dealing with a University of Bpeaas a recognised European
insitution. The case study therefore places emplasihe role of the state in matters

relating to education at European level.
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Chapter Ten | Analysis

Introduction

This chapter aims to bring together the contenhefprevious chapters to make
suggestions on the role of the state in the dewaéoy of activities in the field of
education, and the tensions at play between thenahtand supranational level when it
comes to exerting power in the field. Were natitates willing to renouncpower to the
supranational level? Were there spillover triggbeg made supranational power in
educational matters inevitable? If competence ucaton did not expand to the
supranational level, what were the forces reflgciirback to national power and to what

extent were national interests responsible?

The theoretical framework adopted to test task egjoa in education was that of the
opposing neofunctionalist and intergovernment#hsbries. Neofunctionalists emphasise
the difficulties encountered by public authoritwsen coping with economic and social
issues, causing political actors to shift theirdibigs towards a new centre. Once the
decision has been made to transfer loyalty in @ea,at has unintended consequences that
led to spillover in new areas of policy. Intergav@entalists claim that the creation of
supranational institutions is only possible if #tates are in agreement and the
advancement of integration thus depends on stdtmsever, tracing the development of
activities in education at the European level dyitime construction of Europe shows that
explanations cannot be placed within an intergawemtal or neofunctionalist ‘box’. The
factors that emerge to demonstrate why educatiboyptoes not fit into these theoretical
explanations are: statism and the function of stateindividual entities; the cultural and
economic motivations for developing an educatiolicgpand the significance of time and
context in policy development.

Neofunctionalism and education

The notion of spillover in matters relating to edtion is apparent. From the
beginning of European integration spillover frorhatpolicy areas into education can be
identified: The movement of people, which led toegd to address the recognition of
qualifications and periods of study abroad, thelewy of foreign languages, provisions
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and specialist training for teaching the childrémagrant children; a common agricultural
policy, which led to vocational training of agritudal workers; a common vocational
training programme, which required the trainindezchers; and scientific cooperation,
which called upon strengthened connections betwegrer education institutions and the

mobility and exchange of research staff.

Member states are confronted with a variety of [@wis relating to education, which
cannot always be managed at the national levelifithreduction of the free movement of
people brought about increased pressure to pravekger and more varied educational
opportunities, and the organisational and finanomglications became a common interest
at a higher level than the nation-state. Polialesther sectors such as industry and social
affairs spilled over into education with potensagill from future regional policies, where
educational opportunities and infrastructures wawddessarily come into play. It can be
said that education was proving to emerge as tteeand bolts of numerous areas of

European Community policy in the way that neofummilism had predicted.

According to neofunctionalist theory, nation-statesild not be able to determine the
direction, extent and pace of change once a cettairee of loyalty had already been
transferred to the supranational level. Supranatimstitutions would become actors in
their own right with the deliberate entrepreneuaietion by European authorities, and not
necessarily based on the spontaneous emergenew déinctional agencies. In the
supranational context, it can be proposed thab#séc actors are also autonomous
individuals, acting in representation of the suptaomal institution and its interests. Policy
entrepreneurship is a theory that has already pemgosed by Corbett to explain the
advancement of education and higher educationypdiiat it focuses largely on actors
within the supranational institutions. While th@posal put forward in this framework is
plausible in many respects, with too much focusupranational actors it risks
sympathising with neofunctionalist theory, implyitigat individual states were not
involved in the process and their interests nosmered. Furthermore, although the theory
of policy entrepreneurship identifies key actorsuiggest the successful advancement of
education and higher education policy at Europesal] it lacks a profound analysis and
explanation for their motives. Neither does it lflesit the notion of spillover, which
played an important role in the development of atioa at the European level.
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The European University project provides a palpael@onstration of the type of spillover
that can occur within the field of education at&pean level. The European University
can be perceived as a ‘product’ of the Europeanisatf higher education. In this sense,
the European University had the potential to bectmaenub of European higher education
and the centre of coordination for European reseanc ability; a beacon for other
European higher education institutions. However,atiempt to create a university in
which no nationality dominates and which is govdrbg all member states brought
together numerous issues, namely for the harmaemmsat higher education more
generally, including the mutual recognition of dfiehtions, mobility, research
cooperation, and the learning and use of languddesEuropean University represented
to a certain extent a structural example of Euneile people from different nationalities
coming together to live, work and study in the sgrhgsical location, putting into practice
within an educational setting the core principléa anited Europe. It showed that
uploading education to the European level had oegsions stemming from the mobility
of people, and the mobility of their academic liv€se University was confronted with the
need to establish a system of recognition of gigalibns in order to admit its students
fairly from the member states and beyond. Moreavéiad to consider the qualification

that it would confer to ensure it would be recogdisvithin the member states.

Furthermore, the University needed to accommodietelifferent languages that would be
spoken, and identify the formal working languaged #he linguistic skills that it would
require from its students, professors and stafthisiregard, it would need to promote
language learning to offer its members the oppdstda maintain and improve their
language skills. It would also need to develop waysooperate on a European level with
other university institutions, especially if it wasfunction alongside and together with
existing national universities. As it can be samllaborating in one area of education or a

matter close to education opens a Pandora’s Boxhef issues to confront.

Intergovernmentalism and education

Throwing into question the plausibility of neofuioetalism, it is observed that
since the European idea much of the most dynamaudsions and activities regarding
education have taken place within an intergoverriel@ontext. This is also the case when
looking at the most successful more recent collaioans in the field of education at
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European level, namely the Bologna Process antheugjh underpinned by the European
Commission — the inter-institution collaboratiomittakes place through the Erasmus+

Programme.

According to intergovernmental theory, what Morakmalls ‘two-level games’ take

place, which deems to explain that actors worke‘hational’ and ‘international’ arenas
simultaneously and rather than being separated &éach other, they are intertwined. What
is brought to the negotiation table at internatideel will depend on what is important at
national level, and national governments take pgiesitions that are shaped by national
preferences. Therefore, European integrationeisabult of strategic calculations by
national governments to promote their main econonterests. Once national interests
have been established, the two-level game thekegtplace as bargaining at international
level begins, which is the driving force behindeimtational or European cooperation, as
opposed to the driving force being civil servardsray within the European institutions.

Intergovernmentalism places states at the centiteegbrocess.

Neofunctionalism and intergovernmentalism have lmerowed from the political
scientists as a basis upon which to seek to exghaicompetence expansion of education
upon the landscape of European integration. Howeéveanspires that borrowing theories
from other disciplines is not always compatiblehnstudies in education and there are a
number of specific issues that have been illumohatethe research to demonstrate that
neither neofunctionalism nor intergovernmentalisstdtwater in an education-policy

context.

Statism

Chapter eight has shown that supranational infleeves present in the field of
education at European level, and spillover frometigyments in other policy areas
occurred to some extent. However, the evidencesalggests that the spillover process
faced resistance, and national dynamics, fuelleddmgestic interests, weighed heavily on
the extent of implementation and policy-developmergducation. In early European
integration, through the neofunctionalist lens, rible of the state was questioned and
upward policy development towards the supranatitawval was deemed automatic.
Bartolini (2006) suggests that the process of Eemopntegration resulted from “problem-
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pressures” after the two world wars, leading toitlaglequacy of the state, and that
Europeanisation can therefore be interpreted as@onse to the weakening of the state
system, as well as to new pressure of capitalistdaevelopment. However, several
pivotal moments emerge from the evidence to dematesthat the power and the influence
of the state remained present, which is resonahttive work of Alan Milward (Milward,
1992), who argues within an intergovernmentalsinfiework that European integration in

fact rescued the nation-state.

The case study chapter on the European Universifgq highlights the behaviour of
Charles De Gaulle vis-a-vis the European Univengibject. Together with evidence in
chapter seven outlining his reaction to the commgncultural policy they are indicators
of member states’ ability to influence the direntend scope of spillover and policy
development. The European University project mauethits supranational component
until 1960 when the French representative suggektedroject should be tackled in the
framework of the European cultural cooperation agebBespite the conviction of the
Italian, Belgian and German delegations that thevéfeity should have institutional links
with the Community, the project was reconsidered framework of intergovernmental
cultural cooperation. The Commission was no lomgeslved and the University would be
governed and funded by member states of the CoahElirope on an intergovernmental
basis, led by the Italians. Five years later, i63,De Gaulle sparked a period of
‘Eurosclerosis’ and the ‘Empty Chair Crisis’ afterhaving in a similar fashion regarding
voting in the European Council. De Gaulle soughettuce supranational tendencies,
claiming that the European Commission could nostarte a political power and that
Europe should be governed on an intergovernmeata$ bHis two actions in 1960 and
1965 can support this opinion. This example of @ppl brakes to a supranational project
in favour of intergovernmental cooperation providdsngible demonstration of the
importance of the nation-state in the governanoegss. The case of the European
University may be on a smaller scale than Europetgration, but nevertheless it
demonstrates nation-states’ capabilities to hgdtamational activities in the field of
education, and not by chance a similar dynamic pake at the heart of the integration
process in the form of the ‘Empty Chair Crisis’. slamportantly, it provides evidence
that nation-states are able to control the directiod scope of competence at European

level.
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Challenging the viability of neofunctionalist thgpthese examples led nefunctionalist
thinkers to reconsider the theory in its traditicioam. One such scholar was Philippe
Schmitter who coined the notion of ‘spill-back’ him his revised version of
neofunctionalism (neo-neofunctionalism) to addtlessfact that states could exert power
in the spillover process. The evidence suggestssghbover triggers for further integration
in the field were present and paved the way forcgaxpansion according to
neofunctionalist theory. However, the fact thataypthe European Community still does
not possess fully-fledged competence in the fi¢leducation indicates the problematics of
education at European level. It suggests that mestates had some degree of control
over the direction and scope of competence andrte xtent the (lack of) development
of activities towards the field of education funtlearoots Schmitter’s notion of ‘spill-
back’, that even if policy development begins altimglines of traditional

neofunctionalism, competence can fall back intohtweds of the nation-state.

For the nation-state, there was a seemingly evialiracting to upload competence in
educational matters to the European level. As atdit in chapter five, the educational
sector in all member states had been under presspost-war Europe; education systems
and teacher training had been reviewed. Revisadmagsbrought about new opportunities
for teaching and learning in Europe, but also nevblems, particularly in the increasingly
globalised world. Member states would thereforeeliefrom tackling these global
guestions within a European context, if not suptianal, at least at a level that went
beyond the national. In general, since most mersiages were experiencing changes in
one way or another within their education systesh$he very least, knowledge sharing
would be beneficial for all.

The introduction of free movement, explained inpteaeight, had put further pressures
still on the social infrastructures of the membates, including and especially education
in the form of the recognition of qualificationbgtlearning of languages, and the
integration into society and communities of migsaamnd their children. In order to ensure
the success of the European project, citizens redja comprehensive understanding of

Europe through educational activities.

However, this renouncing of competence for supranat control did not take place and
in the cases in which it did, member states wele t@abcontrol the direction and scope.
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This can be explained by the fact that the majaftgctivities detailed in chapter six,
which took place during the early stages of Euragetegration, did so within the
intergovernmental setting of the Council of Europbere they also appeared to have the
most success. The Conventions of the Council objaion the recognition of
gualifications can be taken as an example. It was&ed at the European level that the
ratifications would be applied by the member stdtes the reality showed that they did
not go beyond a quick ‘patch-up’ of the issue. Thesy have been due to the member
states’ political resources to implement the regifions, but it is likely also due to a lack of
will to fully adopt them. The member states werkedb engineer Conventions that lacked
concrete detail, which reduced the Council of Eefegapacity to enforce the
Conventions. It could be argued that there woultehzeen less signatories if the
Convention had been written rigidly with a legaliyxding component. Member states
would have been keen to protect the value and aéipatof their qualifications and
therefore willing to collaborate at the Europearelgonly if they could do so on their
terms. The Council of Europe had to rely on a ‘tlpvn’ approach, based on
intergovernmental agreements and the cooperatiameaiber states. Although this
approach was not often successful, the significahstate power became evident, and
therefore provided a valuable learning curve foufe Community-level activity in

education, in which the ‘top-down’ approach wasssgjuently avoided.

It seemed evident from the outset that Europeanr@amity involvement in all aspects of
education was never going to be feasible, perhajysimthe long-term. Why? This section
has placed the nation-state at the centre of theypdevelopment process, echoing
intergovernmentalist theory, but assigning the ddlprincipal actor to the nation-state is
not enough to explain why cooperation in educaséibBuropean and supranational level

was so problematic.

The methodology borrowed from collective biograjglappted in this study, coupled with
the evidence, brings to light two important intekied notions of diversity that help to
explain why intergovernmentalism alone does notkwor education policy. The first is

diversity among policy areas, and the second isrdity among nation-states.
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States and the distinctive nature of education paty

Policy areas are different in the themes they addithe type of actions carried out within
their frameworks, their sensitivities, and the gdeppervices or objects they impact. To this
end, presuming that there is a ‘one size fitssalution to explaining the development of
policy areas can be challenged. At the core of &ilut policy, there are people instead of
money or commodities; education policy directly amdhediately impacts upon citizens
and the way they develop as individuals. Already ginovides a reason why it cannot be
placed in the same box as energy policy or trangumicy for example, but this line of
thought can be developed further to suggest thatagobn is a complex policy area due to
its intricate webbing with nationalism, nationa¢mdity, and subsequently nation-building.

The concept of nation-state is a debated ared#fsabeen addressed by Karl Marx, Max
Weber and Emile Durkheim, but according to Chernilith no clear concept of what it is
(Chernilo, 2008; 2006). Indeed, it is a complexamthat goes beyond the structural
make-up to encompass the people within the staterenbonds between them, and the
‘nation’ and the ‘state’ should not be confusedressame entity. While states are
composed of institutions, a nation is describethaghared belief that its members belong
together, and a shared wish to continue theiitifsommon”, and “in asserting national
identity, one assumes that beliefs and commitmematsnirrored by those whom one takes
to share that identity” (Miller, 2000). It is alsescribed as “not simply the product of
macro-structural forces; it is simultaneously thegtical accomplishment of ordinary
people engaging in routine activities” (Fox andIbfilldriss, 2008) and “a human
population sharing historical territory, common trg/and memories, a mass, public
culture, a common economy and common legal righdisdaities for all members” (Smith,
1991). Anderson defines nationalism as “an expoessi certain straightforward ideas
which provide a framework for political life” (Andgon, 2000). Ultimately, a nation is a
community of people, which is determined by a commationality and national identity,

that distinguishes one state from another.

Beneath the surface of the nation, we find natibndh its direct sense, nationality can be
described as belonging to the country from which possess a passport, implying that
nationality is assigned at birth and it is a candiimposed on the individual. However,

despite being imposed on individuals, it is consgddo be a means to maintaining
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solidarity among states that are large and anongmdere the individuals are unable to
foster solidarity through face-to-face interact{Miller, 2000). This notion indicates that
nationality is much more profoundly embedded invitials than simply the passport
they hold. Scratching deeper below the surfacer@tean, and beyond nationality,

national identity can be found.

National identity is closely linked to personalmdéy; the first elements used to describe
one’s personal identity is often nationality. Onedgintry of origin forms a marked part of
who they are, but it is necessary to determine Whmaeans for personal identity to
constitute that nationality beyond the passporw ttary, and hence how one’s national
identity shapes their personal identity. Peoplthefsame national identity believe they
share similar traits that distinguish them from gedrom other nations. These can be of a
cultural nature, consisting of shared values, saatel sensibilities, which go beyond the
simple sharing of institutions (Miller, 2000). Ametr thread to add to Miller’s list is be the
use of a common language (Laffan, 1996), thoughdtso possible to feel a sense of
belonging to a nation in which more than one adfitanguage is spoken, such as in
Belgium and Switzerland. While the nation reliesnationality to maintain its solidarity,
individuals are equally reliant on national identid provide them with a purpose that goes
beyond what they are able to generate themselviesth&r they choose to recognise their
national identity or not, there is a mutual neetiieen the individual and the state:
Individuals need national identity to function agigl beings, and the nation — even the
state — needs individuals to identity with the otstate through its symbols and
institutions (McCrone and Bechhofer, 2015).

The consequences when this mutual need breaks camwbe seen in recent events in
Catalonia — without forgetting other similar refeda such as that of Scotland in 2014, as
well as consultative referenda in northern Italyhia autumn of 2017 for increased
regional autonomy — where sub-state nationalisme peoven stronger than state
nationalisms and individuals identify with a regabidentity more than national identity. If
individuals are unable to identify with their natadity, they seek replacements for national

identities, which challenges the legitimacy of &xig states.

To avoid such cases requires effective nation-mgldout nation-building is a delicate
process that is not as simple as instilling a commettional identity on individuals. It is
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not possible to simply ‘adopt a national ideolo{Miller, 2000) or to change national
identity. National identities are embedded in aamés$ past and individuals carry an
obligation to bring them forward into the presend duture. New nationals inherit the past
in which fellow nationals fought and spilt blooddefense of the nation, making
nationality an ethical community because it streschcross generations and it is non-
renouncing for the present generation. This tempbeaent constitutes a type of national

community that cannot be shared by other formssbeation (Miller, 2000).

Nation-building can be considered in the firstamste as the establishment of a new state
as a political entity, but it is also describedthg process whereby the inhabitants of a
state’s territory come to be loyal citizens of thette” (Bloom, 1990). Moreover, nation-
building is the fostering of national identitieshiah, apart from characterising a nation’s
traits, myths and shared values, unite individtmkchieve the solidarity mentioned
earlier. It is suggested that nation-building iscssful when the nation-state has not only
achieved solidarity among its people, but wherait also claim its people’s loyalty,
especially in cases of competition with externabecsuch as in international conflict or
where symbols of national identity are threatemedhis context, national sentiment is an
important source of power for a state when it cotoexcting within the foreign policy
arena (Bloom, 1990).

In order for nation-building to be successfulsiniecessary that the individual feels
connected to the nation-state and that they atddtie benefits of such connection. Bloom
(1990) suggests that when individuals connect thighnation-state though symbols of the
state, identity and psychological security are eckd. Once an identification of the
nation-state has been fostered by the mass ofethiglgy then the same identification is
passed on to new generations by family and sootaipggngs. Nation-building is therefore
not a requirement for developing countries seekingstablish nations for the first time,
but it is an on-going process for developed statensure the solidarity and loyalty of the
nation to confront national challenges when theéseaimhanks to effective nation-building,
citizens not only stand together in times of tastoaittacks or national disasters, but two
great wars have shown that citizens will go asfafighting and even dying for their
country. When nation-building fails, citizens loelsewhere for identifications and

loyalties and the nation-state effectively riskéirig apart.
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If nation-building is fundamental for the survivalthe nation-state, what then are the
building blocks? Education provides a proposakfonechanism in the nation-building
process. Varying forms of education, whether withia framework of the formal

education system or not, repeatedly prove to beitapt for the development and
transmission of nationhood (Lowe, 1999). SimilaNigave (2001) suggests that education
is embedded in the nation-state, so much so tietdnsidered to have been a founding
factor in its establishment, adopting educatioarasstrument for transferring national
history to their societies and for promoting naséiblanguage and cultur€he link between
education and national-identity formation presétself as a fairly understudied area, yet
strong links to nation-building can be drawn froraas of educational research such as the
teaching of history, the teaching of language asitlice and in more recent curriculum, the
inclusion of teaching on citizenship. However, aatbuilding through the education
system does not only regard teaching subjectssgiegtifically relate to elements of
national identity like national history and langeagut it is also the mentality and the
approach with which education is delivered to itgens that contributes to the values and
morals they develop. In this sense, educationahgstcan be considered as the closest
context to the family setting regarding the traes@rational diffusion of elements forming

national identities.

If education forms a fundamental means to natiafdimg and the development and
transmission of national identities, it can be ustt®xd why nation-states are adamant to
keep a tight grip on their education systems. Remation-state there is too much at stake
to allow any interference in the functioning of edtion systems and the content of
curricula. As Walkenhorst (2005) suggests, edunatidoo closely interwoven into the
national fabric of a state in terms of identityltate, heritage and solidarity. As we know
from Beukel, Walkenhorst and Garben, from the pofntiew of supranational
involvement in education, education has always la@ehremains an area of national
sensitivity. Taking into account the consideratidesailed above, nation-states will be
hostile towards any meddling in a policy that Haes potential to weaken its nation-
building and to dilute its national identity. Thssbecause, as suggested earlier,
unsuccessful nation-building reduces national soiig, placing the nation-state in a
precarious position. It risks breaking the mutuggdh that exists between the citizen and
the state, causing citizens to lose their sengelohging and potentially look towards
other forms of self-determination, and causingestéd lose the loyalty that constitutes
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their strengths in times of challenge and confeegn from the point of view of

manpower.

At this stage, it is possible to weave into thiscdission the impact of globalisation on
national identity to raise a point that despiterameasingly globalised world, national
identities are maintained. Globalisation, whiclBastolini (2006) seeks to explain should
not be confused with Europeanisation, is limitis¢ates’ capacity to determine the cultural
make-up of its citizens”. Citizens across the glakereading the same news, watching the
same television programmes and the same filmsviallg the same fashion trends and
purchasing the same commaodities, but the fact regrthat national identities are still
evident. Therefore, if factors external to edugatwe becoming more globalised, while
education systems are maintaining their nationak$othis fact that education systems
have so far resisted globalisation, can be useddgest that education is an important
driver in the development and maintenance of natiaentity. In this regard, it is true that
Ball (2012) advocates, within the question of pi@vaducation as a means to problems of
state education, that state education is dimingshints welfare form. However, the point
is that education in the strict sense of the stgséem, has maintained its national

domination.

Diversity between states

While Moravcsik’s insistence on placing stateshat¢entre of the process is valid, it is
also valid to insist that states are not necegsagiial or function in the same way. What is
therefore not apparent in intergovernmentalist theothe acknowledgement of the
diversity between states. By providing a profile édach member state within the
framework of a methodology adapted from collecti@graphy, the individuality of the

six founding states of the European Community &eddiversity in their circumstances

during the post-war period is highlighted.

As addressed in chapter five, as the Six entettedire process of European integration,
every state had suffered the effects of the Sewdodd War, which characterised the post-
war period in all states as a moment of desperatowever, the scale of desperation
varied from state to state in nature and exteamfa battle for basic provisions (Germany)
to the regeneration of a slumped economy (Framae) to social struggles in the form of
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unemployment and inflation (ltaly). Even once rem@d from the effects of war, the
diversity between states remains — some statdarges and more powerful than others —

which affects their ability to influence affairs&tiropean level.

However, it is the differences that foster intesgsen assessing the national interests of
each state as they enter into European integratidrbegan to collaborate on activities at
the European level. While Benelux was in the spirteconstruction that it had already
demonstrated with the Benelux union, Germany aagl Were attempting to rebuild their
societies and disassociate themselves from theilittyian pasts, and France focused on
concrete plans to regenerate the economy. It caudgested that each state entered into
the construction of Europe and cooperation in &/ at the European level with its own
agenda, but at the same time recognising a nunilsmdarities and the common
experience of a war-torn country that requiredgution from Communism. Some states
were more willing than others to transfer loyatiythe European level for the sake of

greater integration, while others dragged theithee

Diversity within states

In addition to diversity between the founding ssadéthe European Community, diversity
also emerges from within the individual states.Gkernilo points out, in the creation of
nation-states, they have been divided so that thsp@nd struggles have been more
common than not (Chernilo, 2008). In a federalestsitich as that of Germany, control in
certain areas of policy, can be found at both #itenal (government) and the local
(Lander) level. Such distribution of power can hamampact on policy development
towards the European and supranational level, edpyeeducation, which is controlled at
local level. Italy too delegates a certain degifeeoatrol to its provinces at local level,
though not to the same extent as Germany.

Chapter five shows that diversity within France \pa#tical and affected the state’s
approach to European integration. Perhaps the imibstntial components in France’s
position at European level were its leaders: Ckdble Gaulle, President from 1944-1946
and from 1959-1969; and Robert Schuman, Prime kinfsom 1947-1948 and Minister

of Foreign Affairs from 1948-1952. The two indivels were ferocious opposites, De
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Gaulle being a strong nationalist and Schumanoagtadvocate of European integration,
who proposed the creation of the European Coalsaeel Community and is known to be
one of the architects of European integration. diumstances suggest a country torn in
two directions. At the birth of the European idRapert Schuman steered the country to a
key position in the discussions on uniting Eurdpetween 1948 and 1958, there was a
period on instability with a different Prime Mingsteach year before De Gaulle took office
again at the beginning of 1959, which was at tlieial early stages of established
integration. The ideologies of a Federal Europeavierard with difficulty under De Gaulle
and on several occasions the weight of his opinias heard, notably in the ‘empty-chair
crisis’ of 1965 when he withdrew French participatirom the Community in an act of
protest against the proposal to move towards nigjeoting in the European Council. This
led to the period of ‘Eurosclerosis’ and the stajlbf the European integration process

until De Gaulle returned when unanimous voting veasstated.

Diversity within states can also emerges in cultteans, which can be seen in the case of
Belgium, divided culturally and linguistically bedéen the ‘Flamands’ and the Walloons. In
the context of education, this suggests that tHgi&®s were all too aware of the
implications for education, including higher eduoat policy as they could only impose a
broad set of principles at national level to mamgacertain level of consistency across the
nation. However, it meant that the Belgians hadréam vision of feasibility for a
European-level education policy that accommodaiferent languages, identities and
cultures, which would be more difficult to grasp @ther nations. Belgium realised though
that it was necessary to achieve such common piblibg country was to compete at a

higher economic and cultural level.

Diverse reactions towards European-level education

The intertwine of education and nation-buildingailed above highlights the complexities
of education policy, and indeed reactions towardsddting in education from external
actors differed across the member states of thefean Community. Incorporating the
notion that states are different into the analgais serve to explain the difference in

reactions.
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The type of national-level control over educati@mi@d amongst the states; some states’
systems were centralised and hierarchical (Iltatyfrance), while others gave more
autonomy, even complete control, to the local I€@drmany and Belgium). Tensions
between the state and the church were presentucagdn across the majority of the Six.
The majority of universities were state-run andestanded, or run by the Catholic
Church, and overcrowding and inadequate facilai#scted higher education in all states
at some point between 1945 and 1975, with the ddxepf Luxembourg, which did not
create a university until 2003. Such conditionstedtudent protests across the states
towards the end of the 1960s.

West Germany had already experienced external nmgdadl its education system from the
occupying Allies, who sought to restructure thetsysand revise curricula in an attempt to
denazify the country. As a country with a histofyharturing communism, post-war West
Germany was not in a position to protect its edonagystem. Nevertheless, such re-
education programmes were resisted by the locad&d governments, which controlled
education and ultimately, the education systenrmetlito the system adopted before

Nazism.

France can be considered to be among the moshahsitic of the founding states and,
drawing on the links made above between nationadischeducation, it can be determined
that the education of its citizens was thereforpdrtant. The evidence outlined earlier in
chapter five has suggested that French citizens egcouraged to obtain the highest
gualification they were capable of achieving anetéifore, a university degree was highly
significant for the French people and graduatiomflone of the ‘Grandes Ecoles’ was
considered to be a key to success. This natiotadtahent to education created
implications for their support towards the Europé&hmiversity project. France feared that a
supranational university would gain too much impode as an academic institution, and it
favoured a system of reinforced cooperation amaougjirg national universities.
Vocational training and adult education were giaéention in post-war France and were
developed within universities as a means of fatiig economic growth. The
centralisation of universities led to the increapesktige of the University of Paris as the
city became the intellectual hub of France. Agaihist backdrop, it can thus be suggested
that France could have exerted resistance towasdaation that may jeopardise or
undermine the prestige of its institutions. Thiswi@monstrated in the French delegation’s
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opposition to the term ‘University’ for the institon, and in fact, ‘University Institute’ was

the term eventually adopted.

Italy was unified in 1861, less than 100 yearsieathan the beginning of European
integration, so the Italians were more accustorogtié concept of integration than other
founding states, such as France. In fact, the Pkimester Alcide De Gasperi was
considered to be one of the most prominent figurélse European project and cemented
Italy’s place within it. This consideration comesa play when reflecting upon education:
before unification, education was governed acrosdttalian states by the Catholic Church
on a supranational basis. Neither then was theegiraf supranationalism alien to the
Italians. After unification, a new system was immp&nted with centralised governance at
the regional level, though religion remained arsgrelement of the system. Notable was
Italy’s long history of universities, with the wdit oldest university being established in
Bologna in 1088 hence inventing the very conceg ohiversity. Similar to other
European states, the university system was overgbbd by the 1960s, when an

economic boom was also experienced.

The Belgians expressed a general agreement te@eativersity institution with a
preference for a postgraduate institution. HoweBetgium’s principle concern with a
European University was the competition with theadly established College of Europe,
in which Belgium had heavily invested. Even if Belgian government agreed with the
creation of the European University, it had a véstéerest in recognising internal
opinions deriving from the College of Europe. Oa tther hand, Luxembourg was
profoundly convinced by the creation of a Europ®aiversity, advocating a complete
university. The Luxembourgian representative, Ri€escatore, was the Chairman of the
project’s working group, which, given Luxembourgi®vious experience in mediation
between France and Germany and the diverse opini@rshe European University

project, appears to be a thought-out choice.

Luxembourg did not possess a university and thaapesl threats to a national higher
education sector, and had even attempted to caedtastitut Luxembourgeois
Universitaire’ (Luxembourgian University Institute) 1949. The project did not come to
fruition and it could be suggested that the Luxeunalelegation saw the European
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University as an opportunity to at least to a d¢eréxtent realise their project. It can be

noted that the institution eventually created walked the ‘European University Institute’.

The Dutch delegation agreed with the creation Bieopean University, but like the
French delegation, believed it should be estaldistiéhin an intergovernmental context,
which would also allow the participation of cousfrioutside the Six. It appears that such
considerations derive from concerns over the firrwrden that such a project would
carry if restricted to the Six, and are in linetwilhe fact that Dutch universities were
facing limited financial resources. The Netherlanasild find it difficult to justify hefty
expenses for a European University when it wasrguéxpenses for national higher

education.

Re-establishing reputation

Differing circumstances affected states’ motivasidor allowing control to be passed to
the European level. The evidence and the conteghaglter suggest that Germany and
Italy were the greatest supporters of activitieE@ibpean level in the field of education, in
particular the European University project, and/thleared similar motivations for doing
so. In both cases, the desire to re-establishwtatpn emerges as a prominent driver for
developing policy at European level. Germany wageto rebuild its reputation in
general and find its footing in the European afepanaking a contribution where it could,
which can provide an explanation for its advocawyards the European integration

process and the projects within it, including thedpean University.

The case of Germany shows, on the one hand, aalegterernment that suggested a
willingness to make sacrifices to regain its repataand gain freedom from the
totalitarian regime, even at the expense of edoicalihe German universities had been
destroyed due to the presence of Communist autedanhd were being re-established with
the financial assistance from the USA. By 1943hmheight of talks on the European
idea, American funding from the Marshall Plan hadsied the economic recovery of
West Germany and subsequently, it can be saidtdédise country’s confidence to

rediscover its place as a leader on the Europearesc
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However, on the other hand, there was strong eegistfrom local governments, over the
meddling — to a certain extent even from the naifitevel, let alone supranational level —
in the affairs of education. These tensions emgrgige case study of the European
University project, in which there was convictiartlze national level to pursue the project,
but there was strong opposition at the local leVbe Lander governments had not been
consulted on the matter of collaboration on theogaan University and the German
university rectors felt a supranational universvigs a threat to national universities. This
opposition from the local level affected the Gerndafegation’s ability to act at European
level on the matter of the European Universityjwiit the support of the Lander the

German delegation could not advocate the projeetuetpean level.

Post-war Italy was in a similar place to Germarmyrfrthe point of view that it was
recovering from a long period of authoritarian regi Fascism, which lasted from October
1922 until April 1945. The country was in a vuln@eastate. There were questions over its
governance as the result of a referendum over threarah in 1946, in which the

population voted in favour of a republic, and teemtry owed $360 million in reparations
to other states. In 1948, Italy received Marshatiding from the US, which allowed for

the creation of bridges, schools and hospitall, Was reliant on US funding for its
recovery and economic development, which was madiekwown among the population
and American influence had a notable effect oryItay 1949, Italy was considered to be
America’s most faithful ally and even issues thad Imajor implications for Italian

sovereignty were not debated heavily.

As one of the principle actors in the Europeangrdagon process while also feeling
disadvantaged among the other members of thel&ixXtdlian government was keen to lay
European foundations in its country and estabtsheputation in the European
Community. Having produced the first universitythre world and with a long history of
universities and a rich cultural heritage, Italywsan opportunity in the European
University project to regain a position on the atad level. The Italians were therefore
enthusiastic about the European University praect were willing to make compromises

by accommodating the diverse opinions to see itesedt.

Political instability did not escape the post-wanBlux countries, and to a certain extent,
the Benelux countries also sought to establishr teputation in the Economic Community
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by working together. Belgium experienced questigromer its governance when, in 1950,
a referendum saved its monarch who later abdidatadng the throne to his twenty-year
old son. The Netherlands was dealing with the ai#th of Nazi occupation and de-
colonialisation in Indonesia, which was weighing¥iéy on manpower and funding.
However, an important aspect to the Benelux coesirias their union, which, after
treaties were drawn up between the three countri#848, was being formed at the same
time as the European institutions. Together, thesevable to take advantage for Marshall
Plan funding and generally, they were able to rasmgthe benefits of political and
economic union. Unfortunately, integration at thedpean level overshadowed the
significance of the Benelux union, but it does shglit on the positive mentality of these
countries towards integration. Luxembourg had zeantable player as an intermediary in
the reconciliation between France and Germanyjraralvement in European integration

was rarely questioned by Luxembourg’s populatiot pwliticians.

Shifting imperatives: From culture to economics

Moravcsik (1998) suggests that there are two omgosotions of national-
preference formation. The first type of nationafprence is political and diplomatic,
which is guided by potential threats to nationaleseignty or to ideological, territorial or
military integrity. In this case, cooperation cartor when member states’ ideological and
geopolitical visions are in line with each otheheTsecond type of national preference is
economic, in which cooperation takes place whercigsl benefit all parties by improving
competiveness and new opportunities in the markéis.distinction between national
interests exerted to protect national sovereignty/those exerted for economic
motivations provides an explanation for how edusapolicy has developed at European
level. As detailed in chapter six, education atdpaan level began with a cultural mission,

which over time shifted towards an economic origota as indicated in chapter eight.

European identity and ‘supranation-building’

The evidence in chapter six suggests that if timeept of asupra-nationwas to be
credible and appeal to the individual nationsaid to have its own culture and identity,

and foster a sense of belonging and a consciouanassg its citizens: a European
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citizenship. It entailed the creation of commonp@s between people who are
geographically and spiritually attached to Europleich meant establishing a strong
cultural component to underpin the political missad a European union. Its citizens
would have a common European outlook and sharenancm sense of European

solidarity.

In the same way that nations foster and maintaiiloma identities for nation-building, the
founders of Europe — and still the Eurocrats oatod realise that a post-national version
of nation-building needs to take place if the @itig of the member states are to connect
with the European Union. With cases such as Beexitthe rise in anti-European rhetoric,
particularly combined with the rise in populismisthotion can be considered to be as
fundamental for Europe today as it was in postfuaope.

The European Community has remained aware thdtifrapean solidarity and loyalty to
the European Community is to be created, it mustesed in creating a European
identity >’ which can mean of a kind of ‘supranation-buildingbwever, ‘supranation-
building’ is more problematic than nation-buildidge to the fact that it aims to foster a
secondary, higher ‘nationality’ than the originationality. National attachment is much
stronger than European attachment, but in manysaaseens identify with both.
However, many also identify only with their own ioatality and exclusive European
attachment is rare (Westle and Buchheim, 2016xoBiar (2005) explains that the
difficulty in citizens’ recognition of a post-natial identity lies in the “strong resilience of
national identities” and that national identiti@snot be “Europeanised in the sense that
they cannot be denationalised” in the same wayrtatibns were able to make way for a
language and culture commonly adopted at Commiawsl. It is therefore contended that
the cultural thickness of nationhood hampers Ewanpéentity (Segatti and Guglielmi,

2016).

Despite the European Community’s conviction anerafits to create a European identity
from above, it should be considered that the poegds to be bottom-up. Especially if
the creation of identities among citizens can beegeted through education, which is an

area of national competence, the fostering of geférmination with the European

#’European Governance : A White Paper, CommissidheoEuropean Communities, COM(2001) 428,
Brussels, 25.07.2001
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Community will largely depend on the member staltesill be the individual member
states’ view of Europe that will diffuse througtethnations, rather than a top-down
approach, conveying the Community’s view of itsBkérceptions of what Europeanness is
and what Europe means may differ among membeisstatech may derive from varying
national historical characteristics and modelsaifam-building (Géncz and Lengyel,
2016). Gobncz and Lengyel go on to explain thatamnal political elites are influential in
national-identity formation and nation-buildingethare also influential in the way they
portray Europeanness among their nations. Thi&snatd how Europeanness is portrayed
within a nation can be extended to include the iwvesytransmitted through education.
Different education systems have different appreaand different curricula that will
affect the way ‘Europe’ is taught and the extenwtoch it is included in the curriculum.
Without formal competency in education policy, taieropean Community will have little

say in this.

Member states participate in European integratearibg their own histories, traditions
and identities, which cannot always be accommodat&airopean governance structures.
If the notion of a European identity is to succeedill need to be formed not as a
homogenous identity, but one that accommodatessacmmprised of the different national
identities (Laffan, 1996). This notion harks bagkhe consideration regarding diversity

among states dealt with in the context of statism.

Education as an instrument for fostering European girit

If education is politics, “a nation defines itsatid sustains its cultural existence,
transmitting beliefs, ideas and knowledge from gath@n to generation” (Ward and Eden,
2009), then education is identified as a meansgtefing the European identity described
in the section above. As highlighted by Green (30tt®re is a tight intertwine between
education systems and state formation, and itaisgpble that education can play a part in

‘supra-state’ formation.

The evidence in chapter six indicates that thigonadf education — as a tool to foster a
post-national identity — was identified during teropean Cultural Conference of 1949.
The conference pinpointed education as a meangabirtg European citizenship, to
encompass European consciousness, belonging, bathabsolidarity. The success of a
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united Europe would depend on the next generdgauljng to a greater significance being
attached to training responsible young people wisupranational spirit. European youth
was therefore assigned notable importance in thedean integration process, which
encouraged the emergence of a role for civil spclatparticular, a European Youth
Campaign was created by the European Movementthgthim of fostering European
solidarity among the youth generation, which it siedby organising meetings between
leaders of youth movements and organisations, angbdstrations to raise awareness of a
European reality. Civil society was encouragedramte a greater degree of cooperation
in the cultural field in a more autonomous man@aillaboration between churches,
universities, youth associations, trade unionsagdnisations concerned with adult
education could intensify more greatly if they wéee to create and maintain their own
connections rather than rely on a centralised sy$te governing cooperation. The
temporal and spatial limitations imposed on thiglgthave not permitted a more detailed

analysis of the role of civil society, but it is area that warrants further study.

The European Cultural Conference also highlighbedneed to teach the teachers in order
to infiltrate a European outlook into Europeanzatis. As highlighted by Bottery and
Wright (2000) and Green (2013), teachers are reduo engage with and convey to their
students matters beyond the classroom, namelgggiap education, which can extend to
European citizenship. Looking back to the notehapter two on teacher agency (Barber
& Mourshed, 2007; Donaldson, 2010; Priestley et2416), teachers have role to play in

bringing about a greater association with Europiénclassroom.

Training teachers in the affirmation of the Eurapedea was emphasised in chapter six,
which included teaching on the European idea withenframework of history and foreign
language curricula, but the initiative’s visiondoasted a European presence across all
areas of the national curricula. The European Mar@mot only wanted to adopt
education as an instrument to reach school-agedesgrbut to also reach those in further
education, higher education and adult educatiothdse contexts, it proposed the
intensification of cultural exchanges between #ering institutions of the European
nations, rather than reserving the privilege ofhexges to an intellectual elite and those in
liberal professions. Exchanges within educational eultural contexts would promote
language learning, which would foster common cotiaes between the peoples of
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Europe. The role of teacher training at Europesallis another area that also warrants

further analysis, in particular the role of the &ugan Teachers Association.

The European Movement set out to create a seriegltofral and educational institutions

to assist in its mission to foster European consriess for a united Europe, including the
College of Europe and the European Universityhilieginning, the two institutions fell
under a common initiative to foster a Europeanamaism and European intellectual
community. Initially, the original plan was to ctea fully-fledged European University,
but after coming to terms with the extent of thej@ct, the European Movement settled for
the more feasible and realistic project of the &yl of Europe. It was suggested that this
smaller project could in effect act as a pilot ppegme for the larger European University.
The individual mission of the College of Europe dree the forging of indispensable
intellectual instruments for future managers ofdpa@:. The European University became a
postgraduate institution for doctoral students wuaglon issues relating to European
integration, to provide the European integratioocpss with an intellectual underpinning.
Other educational and cultural institutions credigdhe European Movement were the
Studies Bureau, the European Cultural Centre, agean Institute of Political and Social
Sciences, a European Bureau of Adult Education agadropean Foundation for Scientific

Research.

In addition, the Western European Union (WEU) madetable contribution to initiatives
in the field of education. In particular, its Euegm Universities Association brought
together Rectors and Vice-Chancellors to discusseoaporary issues facing higher
education across Europe and the ways in which ¢éidaceould play a role in a united
Europe. For example, it proposed the creation ebfean Studies courses in European
universities to create a conscience in young peoidllee issues surrounding European
unity and to foster a sense of Europe in the heardsminds of young people. The WEU
also contributed to the promotion of cultural exues and university cooperation,
including the exchange of information between Eessphigher education institutions.

A change in circumstances leading to a change in tha

The role for education that the architects of theogean idea envisaged in the
construction of Europe — within the framework of tiuropean Movement — was oriented
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heavily toward a cultural mission to foster a Ewap citizenship and solidarity. Yet
education found its place in the European poli@narthanks to its attachment to
economic missions. On the one hand, during pre{t&ao integration, education can be
seen as central to a cultural mission that requtisdsll involvement, and on the other
hand, during the European integration processitoeaseen as a collateral component of

an economic mission.

As Moravcsik (1998) stated, it is seen that indetates were willing to cooperate when
initiatives implied an economic return, but werkictant if national sovereignty was
threatened, which is the case in a cultural missmdence in chapter seven suggests
Moravcsik was right: when the European Communitg e@entually established in 1957,
education was omitted from the Treaty of Rome, dlesuch enthusiasm within the
European Movement’s discussions. This can be engudain part by the fact that, at
supranational level, a political and economic naisgirevailed during the early years of
European integration as the Community addressenhtiie pressing issues at hand, such
as industry, customs, trade, transport and the cammmarket (Shaw, 1992) in which
education did not seemingly require involvemental be noted that the explicit issue of
education’s role in the construction of Europe wasraised at supranational level,
avoided even, suggesting there was a hesitandgedelnnvolved. This idea echoes what
Field (1998) describes an evident taboo surrounddhgation within the corridors of the
European Community. Eventually, the free circulatid people, which had brought about
unprecedented circumstances for the member skegan to put pressure on welfare
systems and the labour market, causing a poliicdleconomic attachment to education to

emerge.

As outlined in chapter eight, as the European Conityunfolded, education was
associated to several areas of European Commuomitpetence and the success of certain
missions, causing the political and economic attaait to strengthen and interference
with education appeared inevitable and unavoiddbtehe free movement of workers,
gualifications and study abroad required recognjtand the free movement of workers
also implied the movement of ‘workers’ in the edimmasector, particularly higher
education. With free circulation fully implementadd the movement of workers
encouraged, dramatic changes occurred in the eatehbature of migration within the
Community. As workers from other member statesthadight to equal treatment as
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nationals with regard to employment, social seguliting and working conditions, trade
union rights, the education of children and thétig be accompanied by their families,
increased migration had an impact on member-stateognies and their social
infrastructures. A significant consideration was titegration of migrants into the
societies of the new member states, for which & necessary to develop vocational and
linguistic training provisions. The integrationmigrants’ children into society and into
the new education systems faced challenges, namglgreasing the provision of
linguistic training and teachers’ knowledge andexignce of migrants’ children home
cultures, languages and education systems. It quzalg important to develop the study of
Europe in order to facilitate migrants’ integratioto the member states of Europe.
Intensification of the need for a certain degreeahpetence in educational matters
reached a critical point, provoking a more involvetk in educational matters for the
European Community, which led to concrete actioomfthe Community>® In this case,
education was integrated — though still in a limhiteanner - into the areas of Community

competence when it had an economic and polititathment.

As Field (1998) suggests, no education system Versbeen completely isolated from
external influences. The new circumstances duramty &uropean integration have since
provided leverage for the European Community tdiooe and develop activities in fields
connected to education, especially in line withréasing global competitiveness on the
labour market. Even when, within the frameworkr@d European Community, member
states did not include education in the Treaty @fnie, external factors linked to free
movement continued to lean heavily on nationalesyst Even today, this notion continues
as globalisation continues to exert pressures tana education systems. This is in line
with Field’s view that, in the context of globaligm, nation-states become less capable of
containing an increasingly international economlgere they are required to be more
competitive and therefore intensify activities telg to education in order to foster a
knowledge economy (Field, 1998). Similarly, as Laamd Grek (2012) had said, states
and economies change in speed and scale, whiclaféésts national education systems

258 A Resolution of the Ministers of Education, meetwighin the Council, followed in June 1974 on

cooperation in the field of education. The memltetes also adopted two action programmes: The Socia
Action Programme in 1974 and the Education ActiomgPamme in 1976. The latter action programme set
up an Education Committee and addressed: bettiétiéscfor the education and training of nationafsd the
children of nationals of other member and non-merstaes; the promotion of closer relations between
educational systems in Europe; the compilationpefaidate documentation and statistics on education
cooperation in higher education; the teaching odifn languages; and equal opportunities for faess to
all forms of education.
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and their relationships with the state, to the painen education can no longer be
contained within natural borders. Globalisationligmges the national orientation of
education, which has especially impacted highecatiion systems in their new roles to
contribute to the fostering of a global knowledgeisty (Hartmann, 2011). Globalisation
challenges education’s role in nation-building, &uthe same time creates, as Hartmann
describes, its own imagined community, which i&éic to the global knowledge society.

The ways that education is delivered is changing#ponse to global pressures.

Globalisation has brought about the massificatiomigher education participation,
increased information sharing through the interaet| increased cross-border learning and
partnership collaborations (Streitweiser, 2014)rébver, there are shifts and
developments in the way that education is provieddch challenges traditional public
education. This includes the growing investmergdancation and training by private
investors, as well as the swelling numbers of nvasspen online courses (MOOCS).
Furthermore, there is an increasing role of busingscial enterprise and philanthropy in
education provision, which have a national and glalpact on education policy. Often
these services are provided in areas where tremtavision falls short (Ball, 2012). Such
investment suggests a clear aim to contributingpikilling the population to foster

greater competitiveness in the global world.

It is also student mobility that experiences deppients caused by the changing context of
the global knowledge economy. Push-pull variablteshaving a substantial impact on the
pace, directions and outcomes of student mobikityich include mutual understanding,
revenue earning, skill migration and capacity bogdChoudaha & De Wit, 2014).

Mutual understanding is considered to be a poljtsxacial and cultural factor, while
capacity building is educational. However, it igatde that the final two variables, revenue
earning and skill migration, are both economicdest This highlights the significance of

economy in student mobility in today’s world.

The temporal nature of policy development

Temporality brings another dimension to the stughfighlighting how factors and
circumstances affecting policy development changs tme. Instead of examining a
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series of single moments in time, looking at thgeral unfolding of processes reveals

connections, raises questions and finds answersnidnahave otherwise been omitted.

While the role of temporality has been addressedeas such as the sociology of
education (Lingard & Thompson, 2017; Leaton Grd&4 D), little attention has been paid
to specifically temporal dimensions of social amtitpcal processes (Pierson, 2004). For a
start, the notion of time is absent from neofunwicst theory. The clearest explanation is
that the theory was developed at the beginninguobjgean integration when experience of
time passing during the integration process had/@pbccurred and was therefore not
considered. In fact, in opposition to neofunctigsral Moravcsik’s work, as a historical
study testing a series of standardised hypothesessafive critical stages in the European
integration process, takes temporality into consitien. Compared to neofunctionalist
theory, which can be seen more as a predictiomwfthe integration process would
develop, Moravcsik had the privilege of being abl¢est the theory within a temporal
framework, looking back in time to seek explanatiéor how the integration process had
taken place. However, what still cannot be founshiargovernmentalism is an unpacking

of what the temporal dimension means to the aralysi

History is often used as a source of empirical ne{eather than to explain how politics
unfolds over time (Pierson, 2004). Events can bdist with a historical approach to seek
causal accounts to explain certain outcomes, whichide a widened understanding of
particular events. However, it does not necessaxptain how the events fit into a broader
research programme. Other scholars use histomatelis for illustrative material to serve
as an explanation for a model being used in thegote but this does not shed light on the
temporal dimension of a process (Pierson, 2004).

Temporal sequencing demonstrates how factors acwuihestances for development change
over time. If the analysis focuses on the role p&eicular actor, or hones in on a
particular element in policy development, it isyetislose sight of what is happening
around that main actor, and this changes the dwaape, direction and speed of
development. Complex dynamics can be fleshed oatteporal sequence of events or
processes that are linked together and laid outtowe, highlighting previously
overlooked outcomes and explanations to the wayhich policy develops. Taking into
consideration not only the ‘what’ in a process, &lsb the ‘when’, the temporal ordering
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of events can cast light on why certain resultseapplt is therefore not to say that the
outcome would be the same if the same event oatatra different moment in time
because surrounding variables causing the outcoayenot be the same. As Tilly puts it,
“whenthings happen in a sequence afféxw they happen” (Tilly, 1984). Over time,
individual actors change and a member state’s en@ncircumstances improve or worsen,
which impacts decisions taken at that time. Ifgame decision is to be taken ten years
later, those variables may be different and magudavhe decision. This process can be
identified in the development of education policlyem events that led to formal activities

in education at European level are placed in aesmpispanning a period of three decades,
and the European University project in particulaavdes a tangible example of how

decisions made at different times can impact tealte

The European University project was initiated agdghitiated on several occasions,
highlighting a series of significant dates in tlevelopment of the European University
project. The first being 1949, when at a meetinthefcultural section of the European
Movement the proposal of a European University viesé discussed, but opinions were
divided on the type of institution to be created aitimately the College of Europe was
created in 1950. The next date is 1956, when agsadwas presented again at the
Messina conference in 1956 by the German delegatiowever, it was not discussed and
passed to an intergovernmental committee. In 1@8Min the framework of Euratom, the
Commission then proposed the creation of a jommat research centre to form the basis
of a European University and appeared as artighetl®e Euratom Treaty. The project
continued to develop within this framework, butl®60 it returned to an
intergovernmental context after its supranatiomgdrgation was contested by the French
delegation, De Gaulle in particular. In 1961, thejgct was assigned to the Italians who
managed the project until the creation of the EeampUniversity Institute in Florence
(Italy) in 1972. The decade-long gap in the progedevelopment was caused by a conflict
of ideas on the orientation of the institutionwasdl as temporal clashes with the Elysée
Treaty and the ‘empty-chair crisis’. The resignatad De Gaulle in 1969 facilitated the
development of the project as he had caused disagmti obstacle to its progression.
Taking into consideration the temporal sequencirth@se events causes questions to
emerge as to whether the outcomes would have beesatme if the dates were different. If
the proposals had been presented at a time wh&gabDie was not in power, it could be
argued that the project would have developed mmo@hly or perhaps continued to
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unfold within a supranational context. The fact titee project was proposed again in 1956
when nuclear energy was a hot topic in the Commgunéant it was shoehorned into that
context, but had it been pursued at a differeng¢ twould it had taken on a different
orientation? This example demonstrates that tenhgetaencing highlights the

importance of background variables in the develagroéprocesses.

Furthermore, from this example it is possible te g&t time is a common link between a
process in which multiple events and micro-processerlap and interconnect. Each event
or process can be considered individually, but @xpd) the broader sequence of events
leading towards a common outcome highlights intgises in distinctive paths of

different, though linked, long-term processes. Tiagon can be combined with
intergovernmentalist theory, focusing on nationéiests, to explain how policies develop
when national interests converge. Each member fetitevs its individual path based on
domestic interests, causing a web of overlappinggsses under the umbrella of
education, but an outcome will not occur until savef the paths meet an intersection.
Similarly, the notion of multiple events and migrmcesses overlapping and
interconnecting lends itself to the concept oflegér. Individual processes take place in
other policy areas, which encounter an interseatitin education causing an outcome in
the development of education policy. For exampjefotiowing the process of the free
movement of people, an intersection is found atdéleegnition of diplomas and
gualifications or the teaching of languages. Alagrely, the process of developing

scientific research intersects with cross-bordeéversity collaboration and exchanges.

Another consideration is that each individual pesceakes place at a different speed. Some
member states may be eager to develop activitieducation while others are hesitant,
causing the lining up of national interests to lsboav-moving process, and the

significance of that happening only being underdtoeer time. Member state interests
change as their circumstances change and shift®fivations can be seen, which cause a
stop-start development in each path and delayein intersection. A temporal study
exposes a shift from a cultural to an economic vaditon to develop common activities in
education at European level. A temporal study shiwgsshift over time, as circumstances
change, and therefore the context in which educasiased as a tool also changes over
time. It can be said that the context in which edion is proposed to be used provided a
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juncture for triggering an outcome: when collabimmain education incurred an economic

benefit, national interests converged, leadingitoatcome.

Pépin had highlighted the need to avoid the assomfhat activities in education had not
taken place before the 1970s and that the evolwiagess of establishing a European
education policy had been long. Indeed, politicgtomes may therefore be a slow-
moving, cumulative process (Pierson, 2004). Theeeneed to reflect upon what
Ferdinand Braudel coined thengue durépeducation demonstrates that developing policy
can take a long time to develop and establish.cBinergence of national interests may
require considerable time to pass before it takssep and only a temporal sequence can
highlight such an aspect in the history of polisyadlishment. Moreover, limiting the

study of causes and outcomes to the confines ofitdal paths of member states can lead

to overlooking the significance of the juncturesiween them.

When the element of persistence is present in @psj it also causes it to be slow-
moving. Pressures accumulate over time withoutfi@ateuntil a threshold is reached,
causing actors’ reassessment of options which leadsapid outcome (Pierson, 2004).
The process in which the field of education becoarearea of competency at European
level in the broad sense is an example in itsefffaay persistence over time can generate
an outcome. Discussions at European level on edncamerged as early as 1948, but
these did not transfer into formal activities withihe European Community when it was
established. Sixteen years passed before edusedi®formally recognised as an area of
competence of the European Commission. Neverthetetisat time, the subject persisted
with discussions taking place within an intergoveemtal context and the importance of a
role for education in the European integration pescbhecame evermore evident as the
consequences of uniting Europe touched upon edunehtmatters accumulated. It can be
said that the threshold was reached in 1973 dfeed&anne Report called for member states
to reassess their options regarding collaboranhdhe field of education. Once through the
threshold, indeed activities began to developfaster pace. If events during the
development of European education policy had beesidered independently from each

other, this element of persistence may have beeriamked.
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The importance of context

If a study focuses heavily on a determined setofbles to identify an outcome to
a process, it is easy to dismiss context as extdatails. However, strong background
variables may condition other factors to affectutlianate outcome. Considering the
context of a process brings to light the relatigpsinvolved in a process; how certain
factors are related to one another in a certatmgeiActors are shaped partly by the
relationship with their setting and, in the same/ Weat a moment in time is part of a
broader temporal process, events take place witleiisetting of other events. How they sit
within that setting can determine their significar{fPierson, 2004). In this case, thinking
about context means thinking about how activities iaitiatives in the field of education
relate to the broader process of uniting Europelavd the latter may have impacted those
activities. Two contextual settings that affectied tevelopment of European education

policy can be identified: political climate and gomance.

The first contextual setting is the political cliteaThe significance of the role of education
in European integration was perhaps most appangheiwork of the European
Movement, as outlined in chapter six, which saasita tool to foster a European identity,
European culture, a European spirit, and securedean solidarity for the future. All
these elements were needed if European unity wdre & success. States’ readiness to
discuss and implement activities in education seglyifell upon a backdrop of
desperation. The Second World War had caused trgle-destruction across the
continent; the consequences of Communism had gteokhe to light and its threat
continued to loom. Of course, this was not thd firae that nations of Europe faced the
pressures of rebuilding their societies after ii@rthe First World War had already
profoundly damaged them so that the second hitiagrin 1939 rocked them to their core.
It was imperative that the European nations avoatgdsuch reoccurrences and that its
main objective had to be the creation and sustdityats¥ peace. Uniting the countries of
Western Europe was presented by the European Moweaa¢he most feasible means to
reaching such an achievement. Advocates of a ukibedpe fiercely maintained that if
Europe were to hold war at bay, it could only daofsowere to create a close union
between its six key states, namely France, IltalgsMGermany, Luxembourg, Belgium
and the Netherlands. There was a need to join$deebuild economies, as well as to
face problems that could not be contained and mehagthin national borders. European
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nations had to agree to the creation etipra-nation which would inevitably come to
impact on national affairs and interests evenweate based on cooperation between
nations rather than the introduction of purely suational power. European solidarity
existed when faced with the wake of a war, andiaally fosters a genuine willingness to
identify common solutions to problems that affdtparties. This proposes an explanation
for the strong conviction of the role that educatiould play at European level, which sits
starkly in contrariety to the role that educatiook — or not — a decade later upon the
establishment of the European Community.

Indeed, a decade had passed and the level of Eargodidarity that existed immediately
after the war, and that had given impetus to collation in education, had withered. The
establishment of the European Community broughtiehmew context — the movement of
people — which called for collaboration in educatio regard to university exchanges, the
recognition of diplomas, the teaching of languagesss-border research collaboration,
etc. Here, the point on globalisation mentionedvabzan be called back into the
discussion to demonstrate a second political ckrifzdt gave impetus to European
education policy. As global pressures began taaffational education systems and states
sought to increase their competitiveness towagistzal knowledge economy, emphasis

was placed once again on education.

The governance of activities through intergoverntalism and supranationalism provide a
second context that impacts the development ofadurcpolicy. Despite an apparent need
to move to some degree towards Community competereducation with the

introduction of free movement, competence durimydauropean integration was
maintained in an intergovernmental context; ther@dwf Europe carried out the majority
of activity relating to the education sector. The&cdssions during this period that referred
concretely to cooperation in higher education tplaice within intergovernmental contexts
and collaborations, namely the meeting organiseth&yuropean University Association
and the University of Grenoble, detailed in chagtaren. This can be confirmed by the
Janne Report, which even as far into the Europsagriation process as 1972, stated that
existing initiatives in education since the unitmigeurope had been slow and developed

within intergovernmental contexts.
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It has been said that the Treaty of Rome itsel¥igied ambiguous circumstances of
creating both intergovernmental and supranatiooalexts (Keohane and Hoffman, 1991).
There were institutions such as the European Paehd, European Commission and the
European Court of Justice which acted as suprardtiostitutions, but the Council of
Ministers and the European Council functioned within intergovernmental context. This
difference in the type of institutions created tens. If member states did decide to upload
competence to the European level, they couldcstiitrol the scope and direction of its
development by carefully choosing the institution aherefore context in which it was
dealt. It is therefore not surprising that muchha activities and initiatives in the field of
education took place within the framework of theu@al of Ministers, an

intergovernmental context.

It can be seen that whether activities and inutetiin education are pursued, and at what
pace, is closely linked to the governance settinghich they are situated. This is shown
by the fact that the majority of activities withrawete outcomes have taken place within
the intergovernmental setting of the Council ofdpe. These include: the work of the
Cultural Committee set up at the Hague Congres#8)18nd the consequent discussions
within the European Cultural Conference (1949);dteation of the College of Europe
(1950), the activities in the framework of the WsestEuropean Union, including inter-
university cooperation (1954) and the creation specialist committee for university
rectors (1955), which resulted in the European &sdConference (1959); the activities
throughout the 1950s and 1960s in the framewotk@Council of Europe in the field of
vocational training, Higher Education and Languagé Adult Education, including the
recognition of qualifications and exchanges; amdRleport of the Interim Committee to
the European Economic Community and Euratom wittnframework of the creation of
a European University (1960), addressing also EranpHigher Education Institutes and
exchanges at university level including the harreation of study programmes. The most
concrete outputs came in the form of institutiomsich were not integrated into the

European institutions that were later establisnet9i572°°

9The European Cultural Centre was established iftatian city of Venice, where it continues to exas a

centre operated by the European Cultural Foundatiohregistered in the Netherlands. The EBAE was
established in 1953 by representatives from Eunogégtes and now exists as a non-governmental
organisation. The College of Europe remains on@@fmost successful initiatives since its creatinh949
as it continues to be a thriving institution cangiout teaching, training and research on Eurojpsdaon
issues and although it works closely with the EeapUnion, it is not subjected to supranational
governance. The European University project latetenialised in 1976 in the form of an intergovermbaé
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The European University project is also a valual@monstration of how collaboration in
an educational field depends on the governancegeglthough the idea of the European
University was born within the context of the Eulgap Movement, on an
intergovernmental basis, it developed within theation of the European institutions and
was eventually included as an article in the Eumaloeaty when the European
Community was established, and hence it gainegbeasational component. However,
this placement of the European University withisugranational context sparked
resistance from some member states, namely Frandehe project returned to an

intergovernmental context, in which it has sincaaaed.

Member states are watchful of the extent to whindytcooperate and they respond to
intergovernmental cooperation because it provide®ie stable grounding to ensure
control over the scope and extent of competences. Adtion has been highlighted by
Garben (2011) in the context of the Bologna Proeesse states that, by opting for the
intergovernmental context to develop the Bolognac€ss, member states have signalled
their rejection of the European institutions aveis of European integration in higher
education. Member states sought to avoid the inflaef the European institutions.
Garben describes a ‘re-nationalisation’ procedsgher education through the adoption of
the Bologna Process, in which member states setakédback control.

The intergovernmental context therefore also previchore fertile soil for discussions to
drive forward policy development, while in a supxaonal context, as seen in the
European University project, brakes are appliedamohcreased protectionist approach is
adopted. In fact, feeling the member states’ rascst and protectiveness in regard to
education, which could potentially stall policy @ééspment, the European Commission
adopted the term ‘cooperation’ in the context divattes and initiatives in education, as
explained in chapter eight. It was a means to teaggseducation ministers that they could
collaborate at European level without legal intetien. Cooperation would be based upon
Resolutions and Conclusions rather than legallghbig regulations and decisions. In fact,
after the creation of the term ‘cooperation’ fotiates in the educational field, the

education ministers were more disposed to Europmaet-activities and met within the

institution, the European University Institute ilofence, for doctoral students and research ors area
European nature.
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Council in November 1971. This shift towards a idhess to take on a forward-thinking
approach came from the secure environment in wioiciollaborate without losing control
over matters relating to education, and it operdectation ministers up to the fact that
there was benefit in cooperating in education, @sjig in the wider social dimension,
because European integration was not only meatanomic terms. In this sense, it
helped allay fears that collaborating in educatieant jeopardising national sovereignty,

culture and identity.

Conclusion

The implication of carrying out an interdiscipligastudy lies in confronting its
complexity when adopting a theoretical frameworkiM/it may appear advantageous to
be able to call upon more than one discipline tivjgle a model in which to situate a
study, having a greater choice does not always rieanght solution is available. What
has been highlighted by this study is the neeéwain cautious when borrowing theories
from other disciplines. In this study, educatiols baen used as a test case for assessing
policy development and it can be seen that itugigue policy area that requires a hybrid
of more than one theoretical framework in ordecamprehensively explain its

development at European level.

The value of neofunctionalism can be found in @san of spillover. Education does not
act alone; it is part of a complex interweavingaodas such as migration, employment,
training in specific fields including agricultudaw and health, multilingualism, and
scientific research. Therefore, restricting reseaocthe single policy area of education
will not provide a full account of the vastnesdsiuf field. Equally, one cannot reject the
notion of spillover when analysing activities wittthe field of education because the
extensive overlap into other policy areas demotestrinat spillover is an integral
component to the nature of education. Howeverlithigs of neofunctionalism can be seen

in its lack of consideration for nationalism ane tiole of states in the integration process.

Giving space to the role of states has been aalexitn of this study. This falls most
closely in line with an intergovernmentalist outtoan the development of education and
higher education policy at European level and elmglés the work of Corbett, who
suggests that policy development in education wagely thanks to the entrepreneurial
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action of individuals at European level. Emphasiglaced on the voices of the member
states, which were heard in the process; the niajofrinitiatives took place within an
intergovernmental context and when activities tonla truly supranational component —
as in the case of the European University projattvas reverted back to an
intergovernmental setting by the member statefiodigh intergovernmentalism provides
a more feasible basis for explaining developmeieidincation policy, it is still not a perfect
fit. Intergovernmentalism takes a macro perspedaiv@olicy-making, as opposed to
considering a single policy area, and since edoicasi So unique, there are some aspects in
which intergovernmentalism falls short. Each sisifferent and can exert different
amounts of influence in the policy development pss; depending on their background
circumstances, and this power to influence canghaver time as circumstances change.
With authoritarianism still looming over their sHders, Germany and Italy began life in
the integration process with less influential poaed a need to prove their worth in the
face of a democratic Europe, but later gained thesition and even took the lead in
certain initiatives (European University projediherefore, while intergovernmentalism
pays more attention to member-state interestd)dutonsideration can be made to

temporality and context.

Exploration of the significance of temporal and teotual components in the development
of European education policy has not been doneg@ust this study due to the scope
permitted in the timescale provided. The work ofilfRierson can be consulted in this
regard (Howlett and Goetz, 2014; Goetz, 20B#rson goes against the grain of taking a
‘snap shot’ view of the social world, and coined ttotion that *history matters’ by placing
events into a temporal sequence to establish tiesning, which is often lost when events
are stripped of their context. According to Piersmymplex social dynamics can be better

understood by constructing ‘moving pictures’ asaggd to a ‘snap shot’.

Finally, education and the nation-state are clobeked. Since education is highly specific
to nation-building and in the formation of natior#izenship, member states have taken
an exceptionally protectionist approach towardscatian at European level. If
neofunctionalism and intergovernmentalism ultimatebrk by the assumption that
member states are willing to conduct activities apbad a certain level of competence to
the European level, albeit on their terms in inbe@rNMentalism’s case, it must also be
considered that there are particular areas — naetlgation — in which member states
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simply do not want to collaborate at European leVhky can be convinced if there is clear
benefit to be gained, usually economic in the wags Weymann (2010) explains through
the fostering of a knowledge-based economy to imgammpetition for power and wealth.

But ultimately, education will predominantly remamatter of national governance.
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Chapter Eleven | Conclusion

This study began by posing the following questioifgre nation-states willing to
renounce their power in education in favour ofgbpranational level? Were there
spillover triggers that made supranational powexdacational matters inevitable? If
competence in education did not expand to the sapicmal level, what were the forces
reflecting it back to national power and to whatiegex were national interests responsible?
Ultimately, was the dominant force in influencindueation policy at European level from

the national or supranational level?

In short, nation-states are generally reluctameide control over education to the
supranational level. They prefer to cooperate witin intergovernmental context and a
suggestion for this is education’s social and caltsignificance. This analysis places
states at the centre of the argument. At the tifikeointroduction of the European
Community, the power of the nation-state came ugdestioning, but it has been
demonstrated that the role of the state in spadifithe development of a European Union
education policy has been significant. The sigatifice of the European University and the
College of Europe in the development of Europeghdn education has been three-fold in
demonstrating the complexities of developing edaogbolicy in general, namely the
interconnected areas that are impacted (spilloaed,they highlight the intricacy and

significance of national interests in the developtakprocess.

Spillover triggers were present and constitutemjaificant component in the development
of educational activities. Education touches upomerous other policy areas and at the
beginning of European integration, it was seen s&ary for education to be ‘central to the
full and healthy development of the Commurfit§ Consequently, several articles of the
Treaty of Rome, including article 57 on the recaigni of diplomas and article 118 making
provisions br basic and advanced professional trainagnable professional people to
work all over the Community. It was increasinglgagnised that the economic and social
objectives of the Community could only truly belrgad if economic and social policies
were accompanied by appropriate educational psligelicies which will help assure not

only the economic strength of the member statesalbo a richer and fuller life for every

#°Economic and Social Committee of Euratom and th@jiean Economic Community (1975)
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one of their citizen&®* It was recognised above all that the future ofGoenmunity’s
wellbeing depended on an ‘imaginative and effecedericational policy. This did not
necessarily imply a common European policy in therall sense that was applicable to
other areas such as agriculture. The diversitylucational traditions and systems across
the member states enriches Europe’s culture amédftine harmonisation of educational
systems would not be the desired goal. Howevetgsinespecially in the early stages of
European integration — national education systeere wontinually under review and
development, there was space for the developingdean Community to be integrated
into national education in order to foster the fp@an solidarity, spirit, culture and identity
that would be necessary for the true realisatioizofope’ in every sense. What was
required was ‘a common commitment to the developroka strategy of educational
cooperatiorsupported by a more systematic interchange ofrimétion and experiencé®

However, despite the recognised need within thefi@an Community for education as an
instrumental tool in the success of European iatémn, and despite the presence of
spillover triggers in other areas of European Comitgicompetence, full competence was
not transferred from a national to supranationalleWhen it comes to educational affairs,
a patent tension can be highlighted between tHematand supranational level; on the
one hand, the supranational Community recognisiagsignificant value of education’s
role in the integration process and the fosteriing Buropean citizenship, and on the other,
states’ resistance to a field that has the potewtijg@opardise national identity, culture and
sovereignty if states are not able to keep thesrgght. States allowed a certain degree of
transfer when it touched upon economic intereststhiey are more reluctant to upload
power when it concerns the more sensitive issueslaire and identity. Educational
activities are contained within an intergovernméaotetext where their direction and
scope can be monitored and controlled by the mesthgrs. National interests were a key
driver or staller of development, which occurs wiational interests either converge
towards a common objective or when national intsresdevelop policy for various
reasons relating to the individual state are nuoeenough. For example, between 1945
and 1976, Germany and Italy were keen to re-estalitieir states after Nazism and
Fascism and forget the education systems of treggmes, while France a victim of the

aforementioned negative forms of nationalism sotglpirotect its culture and identity led

#1Economic and Social Committee of Euratom and thejean Economic Community (1975)
#2Commission of the European Communities (1974)
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by the nationalistic character of Charles De Gallémately, this explanation places the

state at the centre of the development process.

The times when an overlap can be identified initflaence of the national and
supranational level regarding education activiiseduring early discussions on European
integration, as outlined in chapter six. Duringsthime, it was recognised by state delegates
and European-Community founders alike that it vaggartant to use education as a
mechanism to foster a European spirit if the Euaopgroject was to succeed. However,

the majority of such discussions did not materailgo concrete initiatives pursued by the
European Community. The single exception was thegaan University, which

proceeded towards realisation within an intergonental context without a governing

influence from the European Community.

Competence development is complex and the tempepact weighs heavily, which is
also shown in the European University case studer @me, circumstances and actors
change; for example, when De Gaulle was no longepoiver, it paved the way for
increased integration including UK accession toEheopean Community, which he had
previously blocked. A temporal study shows thalleper only works so far and
intergovernmentalism does not always offer explanygbower because on occasions
spillover does take place to a certain extent. &eno clear-cut explanation for how
competence at European level develops due to exphariables over time. However,
what can be explained is that the power of thessahot lost or under threat, and states

continue to play a significant role in the expansid competence at European level.

Education can be set apart from other policy adeadt with at European level. Other
policy areas have accelerated towards a greateee®eg political integration and a
recognised field of European competence, some fhdeen considered as early in the
integration process as education, others even latkged, the question posed is why some
policy areas subjected to political integration &y the nation-state have developed
further than education. It has been said in thidysthat education is closely entwined with
nationalism. When nationalism is strong, stategetetant to involve the European
Community in matters relating to national educati#hen the strength of nationalism is
weaker, such as the cases of Italy and Germanyhgaigght to rid their states of the
negative forms of nationalism, there is more iratiion to intensify cooperation at
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European level, and even allow for supranationatrod. Over the course of European
integration, more often than not, nationalism h&vailed and therefore, the education
policy envisioned by the European Movement in 1848 the European Community in
1975 when the Community formally established aiseaedicated to education, did not

materialise.

This is a pertinent matter of our times. The rispapulism and the reawakening of strong
nationalist views are creating a notable dent @Ehropean Union, and are throwing into
guestion the concept European integration, to wBi&xit is testament. It can be
suggested that the cracks of nationalism that werfeared in post-war Europe were, in
the end, only patched up by European integratiohase beginning to re-emerge. Such
idea further cements in the notion that the sttt lost, that national preferences have
always prevailed and the European Union’s streag#inst growing nationalism will be

tested.

European symbols have been created including agpearoflag, a European patrimony of
historic towns and sites, and a Europe Day, buith@sen enough to foster a European
consciousness and solidarity? Economic, finanmdltary, demographic and
environmental crises at global level can put Euaopsolidarity to the test and have the
capacity to strengthen the European Union or shiatéé/hether a European identity
emerges to replace or complement national idestitiging a time of global crisis will
demonstrate the success of European unity. Thigpveassely the line of thinking taken by

the European Movement in the early stages of Eamop#egration outlined in chapter six.

It raises the question whether the EU would nowehtae strength it needs in the face of
this confrontation with a strengthened nationaliinhad been able achieve the cultural
mission to foster European consciousness, sglahtity and solidarity. It is claimed that
in today’s Europe, European sentiment only exists minority of the European
population. A sense of European solidarity andtithethat can rival national sentiment
has not been created, indicating that the actsvdied decisions of the 1990s have not
sufficiently impacted as hoped. A very small numigEuropean citizens consider
themselves as solely European, and a marginalijgtaroup consider themselves citizens
of another nation before they consider themselgdsuropean, suggesting that there is no
strong affective bond to Europe (Anderson, 200(uropean sentiment had existed
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would it have contained, at least in part, the ospopulism that we see today and which

was perhaps one of the greatest fears of the athsooaithe European idea in 19487

Education continues to have a significant rolel&y jin the European integration process
to disseminate knowledge and to foster Europeadasdl and consciousness to secure
Europe’s future. It is a hard taskrtmnagenationalism without increasing the already
identifiable tension between member states an€tdmmunity within the field of
education, but a more prominent role for educatioeducating civilians on the mission
and work of the European Union could have goneng l@ay. Perhaps now, sixty years

later, we are paying the consequences of a laekialfy-fledged European education

policy.

On a final note, highlighting that historical stesliin the political and social sciences can
be useful to current affairs, this study is ablentake a contribution by informing
policymaking in the current climate. If the Europdanion is to foster European solidarity
through a European identity, to strengthen itstposagainst the rise in anti-European
sentiment, it would benefit from reinforced investmin cooperation in education at

European level, as envisaged by the founders dEtinepean Community.

Shortly after completing this conclusion, the Ewwap Commissioncommunicated to the
European Parliament, Council, Economic and SoamhQittee and the Committee of the
Regions on 17 November 2017, that there shoulddteeagthening of European identity
through education and culture. The communic&fttimarks back to the discussions during
pre-European integration, including points on laamggilearning, mobility, teacher training
and the creation of institutions, this time a Sdladd=uropean and Transnational
Governance at the European University Instithit@wever, as this study shows, it will be
necessary to keep in mind that the influence ohtiteon-state remains strong in matters
relating to education, and therefore, fosteringetacooperation should take a strategic
bottom-up approach. Education will never becomallg-fledged area of supranational
competence, but the European Union does have aoriamp, strategic role to play in

bringing member states together and guiding theldpment of education policy through

23Communication from the Commission to the Europearti#ment, the Council, the European Economic
and Social Committee and the Committee of the RegiStrengthening European Identity through
Education and Culture, The European Commissiomgritiution to the Leaders’ meeting in Gothenburg, 1
November 2017, Strasbourg, COM (2017)673 finalX14£017).

255



the intricate webbing that surrounds it, and inhselcdeavouin varietate concordig* will

be more significant than ever.

244Ynity in Diversity”. Motto of the European Unioimtroduced in 2000.
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Appendix 1 | Table of primary sources consulted ahe Historical Archives of the
European Union (HAEU)

Dossier number | Dossier descriptionttitle | Date

Collection: Movement Européen

ME-1371 Créations et activités du Bureau Européen d 1954
I'éducation populaire

ME-162 Initiatives concernant la jeunesse proposéddE | 1948/49
avant la création de la CEJ

ME-2945 Congress of Europe, The Hague - VerbatipoRe | 1949

ME-421 Congress of Europe, The Hague 1948

ME-456 Projet de création d'une académie d'Europe 9491

ME-531 Congres de Lausanne 1949

ME-534 Congreés de Lausanne 1949

ME-536 Congres de Lausanne 1949

ME-537 Congres de Lausanne 1949

ME-538 Congreés de Lausanne 1949

ME-539 Congreés de Lausanne 1949

ME-540 Congres de Lausanne 1949

ME-819 Notes concernants les relations interunitares 1949
europeens

ME-1665 Schéms des cours tenus pendant 'annéémigque | 1970-1971

ME-1872 Conseil d’Administration du Collége d’Europe 195069

ME-2084 Relations entre le Secrétariat internatiehé&e 1965-1974
College d’Europe, vol. 3

Collection: Jules Guéron

JG-90 | Universitaire Européenne |  1958-19

Collection: Conseil de la Communauté Economique Ewpéenne, Conseil de la
Communauté Européenne de I'Energie Atonomique

CM2/1963-754 Harmonisation des enseignements nueséau 1963
niveau technigue

CM2/1958 951 Université européenne 1958

CM2/1958 952 Université européenne 1958

CM2/1958 953 Université européenne 1958

CM2/1958 956 Centre commun de recherches nucléaiées a 1958
I'article 8 du traité instituant la CEEA

CM2/1959 873 Coopération scientifique européenne 5919

CM2/1959 917 Université européenne 1959

CM2/1959 921 Université européenne 1959
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CM2/1960 756 Mise en oeuvre de propositions du mémorandum| 1960
Wigny sur les plans culturel et scientifique

CM2/1960 757 Création de pools de documentatiate étaduction | 1960
en collaboration avec des organismes ameéricains| et
britanniques

CM2/1960 758 Elaboration du réglement du Comitéhiteage a 1960
I'article 18 du traité instituant la CEEA

Collection: European University Institute

EUI-8 Creation of the European University Institute 1960-1975

EUI-791 Belgian position concerning the Europeaiveirsity | 1959-1970

EUI-792 German position concerning the Europearvénsity | 1963-1995

EUI-794 First drafts and ideas about a creatioa Biropean | 1949-1956

University

Collection: Communauté européenne du charbon et d&acier. Haute Autorité

CEAB12-2416 Université européenne: rapport intérimaire de la | 1959-1971
Commission de la recherche scientifique et tecleiqu
sur la question de la création d'une université
européenne, proces-verbaux des réunions de la
Commission de la recherche scientifique. Volume| 1

CEAB12-847 Université européenne: structure/digogd et 1961-1962
comparabilité aux universités nationales

Collection: Economic and Social Committee

CES/1974-20.63-01 L’éducation dans la Communauté Européenne | 1974

5740 (COM(74) 253 final + final 2)

CES/1974-20.63-02 L’éducation dans la Communauté Européenne | 1974

5741 (COM(74) 253 final + final 2)

CES/1974-20.63-03 L’éducation dans la Communauté Européenne | 1974

5742 (COM(74) 253 final + final 2)

CES/1974-60.23.04 L’éducation dans la Communauté Européenne | 1974

5743 (COM(74) 253 final + final 2)

CES/1974-60.23-05 L’éducation dans la Communauté Européenne | 1974

5744 (COM(74) 253 final + final 2)

Collection: CEE/CEEA Commissions

BAC-009-1973-50 Enseignement et formation professédie : 1973
coopération entre les Etats membres dans le domaine
de I'éducation ; rapport conclusif de la conférence
intergouvernementale pour l'université européenne a
Florence (Firenze, ltalie), 19-21 octobre 1970

Collection: Henri Cartan

HC-30 | Activités de I'AEDE-France | 1960
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HC-64

Association des universitaires d’Europe

1958

Collection: Assemblée parlementaire européenne ebRement européen avant I'élection

directe

PEO-1021 Reconnaissance mutuelle des diplomes, certificats169
autres titres (Norbert Hougardy)

PEO-8322 Reconnaissance mutuelle des diplomes, certifitatsi®©62
autres titres

PEO-9671 Equivalence des dipldmes 1968

Collection: Alexandre Marc

AM-216 Institut universitaire d'études européened urin 1955-1956

AM-391 Centre européen de documentation et de relsbe | 1954

AM-438 Université Internationale 1952

Collection: Western European Union

WEU-6 Fourth Session of the Assembly of WEU, (Second 1958
Part), Volumes Ill and IV - Assembly Documents
and Minutes and Official report of debates

WEU-7 Fifth Session of the Assembly of WEU, (First Part),1959
Volumes | and Il - Assembly Documents and
Minutes and Official report of debates

WEU-8 Fifth Session of the Assembly of WEU, (Second | 1959
Part), Volumes Ill and IV - Assembly Documents
and Minutes and Official report of debates

WEU-9 Sixth Session of the Assembly of WEU, (FRsit), | 1960

Volumes | and Il - Assembly Documents and
Minutes and Official report of debates
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Appendix 2 | Data Codebook

Chapter 6 | Education and the European ‘Idea’ (1949.956)

Abolishing barriers

Adult education

Bursaries

Catholicism

College of Europe

Common civilisation

Common intellectual base
Communication between nations fostering Europedtufau
. Construction of Europe

10. Coordination of research

11. Cultural and moral values

12. Cultural unity

13. Displaced students and teachers
14.Disseminating to Europe

15. Domestic interests

16. Education

17.Equivalence of degrees

18. Europe divided

19. European citizenship
20.European colleges/institutes
21.European conscience
22.European Cultural Centre
23.European idea

24.European passports
25.European patriotism
26.European policy of culture
27.European public opinion
28.European sections in universities
29. European solidarity

30. European spirit

31.European unity

32.European University
33.Exchanges (culture, people, ideas)
34.Franco-German relations

35. Free circulation of books

36. Freeing culture from politics
37.Funding

38. Higher Education

39. History

40.Independence of European culture
41. Institute of Europe
42.Institutions

43.Interference in national interests
44.Intergovernmental cooperation
45. Mobilisation of spiritual and intellectual energies

©CoNorwNE
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46.Moral and social independence
47.No to a European nationalism
48. Politics influencing teaching

49. Popular/informal/workers' education
50. Spiritual and cultural community
51. Supranationalism

52.Tax on books

53. Teacher training
54.University/ies

55.Western European Union
56.Women in a new Europe
57.Youth

Chapter 7 | The emergence of a formal place for edation in European integration (1957-
1970)

Academic exchanges

Academic mobility

Academic qualifications

Bursaries

Common Agricultural Policy

Common Research Centre

Common Vocational Training Policy
Cooperation in (higher/) education

. Cross-border collaboration

10. Cultural integration

11.Diplomas

12. Diversity of education systems
13.Domestic interests

14.Education

15. Equivalence of qualifications/diplomas

16. European Council of Higher Education and Research
17.European Office for Exchanges

18. European Guide for the University Student
19. European Social Fund

20.European Scientific Community
21.European Student Record Book/Academic Passport
22.European University

23.European University Association
24.Europeanisation of education
25.Exchanges

26.Foreign languages/languages

27.Free circulation of people
28.Harmonisation of programmes/common study programmes
29.Higher Education

30. Information sharing

31.Inter-institution collaboration
32.Intergovernmentalism

33.International Association of Universities
34.International cooperation

CoNoO~WNE
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35.Language learning

36. Mobility of people
37.Movement of workers

38. Obstacles to exchanges

39. Orientation and Documentation Centre
40. Professions
41.Qualifications
42.Recognition of qualifications
43.Research

44.Research cooperation
45.Resistance from states
46.Rome Treaties
47.Scientific/technical research
48. Solidarity

49. Spillover

50. State control

51. Study visits

52.Teacher training
53.Teachers

54.Teaching

55. Training

56. Univerisity/ies

57.University cooperation

58. University exchanges
59.Vocational Training
60.Vocational Training Advisory Committee

Chapter 8 | Reaching a Community-level education pizy (1971-1976)

Academic mobility

Access to education

Adult education/training

Barriers to mobility

Common Vocational Training
Cooperation between education systems
Culture

Dissemination of information/information sharing
Diversity in education systems
10 Documentation and statistics
11.Domestic interests

12.Education

13. Educational collaboration
14.Educational mobility

15. Employment

16. Equality

17.European Community

18. European dimension in education
19. European schools

20.European Social Fund
21.European studies

©CoNorwNE
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22.European Vocational Training Centre
23.Exchange of ideas
24.Exchanges

25.Free movement of people
26.Free movement of workers
27.Harmonisation

28. Intergovernmentalism

29. Integration (of migrants)
30. Integration of migrant children
31.Janne Report
32.Language learning
33.Languages

34. Migrant workers

35. Migration

36.Open University
37.Provisions for migrants

38. Qualifications

39. Recognition of qualifications/diplomas
40.Research

41.Resistance from states
42.Rome Treaties

43.Social actions/objectives
44.Social Action Programme
45. Skills

46. Spillover

47. State control

48. Student mobility

49. Study visits

50. Teacher exchanges

51. Teacher mobility
52.Teaching

53.Teachers
54.University/ies
55.Vocational training
56.Workers

57.Working conditions

Chapter 9 | An intellectual hub for Europe: The Colege of Europe and the European
University

1. Bruges

2. Bursaries

3. Coexistence

4. College of Europe

5. Culture

6. Disciplines

7. Domestic interests

8. European consciousness
9. European integration
10. European nationalism
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11.European solidarity

12. European studies

13. European University Institute
14.European University project
15.Florence

16. Fostering Europeans
17.Funding

18. Institutional governance

19. Institutional structure

20. Intergovernmentalism
21.Interim report

22.Language learning
23.Languages

24.Member state opinion
25.Mission (College of Europe)
26.Mission (European University)
27.Nationalism

28.Nuclear research (including centre)
29.0bstacles

30. Pilot project

31.Professorial recruitment
32.Qualifications
33.Recognition of qualifications
34.Resistance from states

35. Spillover

36. Study programme
37.Supranationalism
38.Training
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Appendix 3 | The Education Systems of the Six: A @aparison (for the period 1945-1976)

School
Compulsory Percentage of
schooling age & University . Number of . g . Vocational Training Types of qualifications Education system
Country system . HE course provision . " population with - " )
average years in | governance type universities provision obtainable characterised by
f degrees (1975)
schooling (1975)
governance type
o , . The freedom of
Agrégation de I'enseignement o
In secondary education supérieur(highest universit education: In
High level of school autonomy265 and . . . Y o P - N o Y Belgium, education
A Traditional university students followed either a| qualification); Agrégation de .
otherwise governed by the three . . ) ; . . is seen as a
) 2 state-controlled | courses267; non-university: pre-vocational year or I'enseignement secondaire o )
autonomous education systems (for the| ) . ) . - . . ... | constitutional right.
. ) universities, plus | higher technical education; | 4, plus 11 other general secondary supérieur(teaching qualification);
Flemish Community, the French 6-16 years, plus 2 . ) A L ) . . . . Every (legal) person
. . a number of higher economics studies; | specialist education, technical Candidature(1st stage university )
Community and the German-speaking | years of at least . . ) ) o A L can organise
. . S ) private higher agricultural studies; | institutes secondary education, qualification); Doctorat ;
Belgium Community); there was little influence part-time study; . . . L ) 5.48 L ) ) . . education and
. - universities higher studies in the teaching artistic secondary (university qualification with A
from the federal government; Education| average of 8.11 . ) A ] ) ) h . : L establish schools to
L ) - including paramedical fields; higher | university-level education, vocational thesis);Licence(2-3 years after .
governance was a sensitive issue until | years in school. . . . . . . . . that aim. The
. | Catholic (not- social studies; higher studiefs courses (1967). secondary education; candidature)Professional o
1958, when a ‘school pacte’ was then X ) I constitution also
: ) state-controlled). | in the arts; higher Advanced secondary qualification (3 years upon 2
introduced to bring the three systems ) ; S , ; guarantees a
pedagogical studies. education included strong| years’ preparation for the
closer together.266 ) I ; . freedom of school
vocational component. candidature e.g. engineer, civil .
engineer, pharmacist choice for the
9 P parents.268
Baccalaureafsecondary school
leaving certificate)Bac de
Traditional university technician(industry/commercial
course§ grandes écoles qualification);Bac de théologie
offering specialised courseg . ualification from a religious
) i . . g P A ) TheLycée(further _(q - 9 e
Highly centralised with power delegated in business, engineering, . . institution); Brevet de technician
A ) A A education) was either o ,
to 17 rectors to review schools. The arts, journalism; Institutes . ) (HE qualification for 2 years
K . . i 17, plus 4 private general, technical, or L, !
rectors were high-level civil servants 6-18 years; High level of of Further Education, ) A ] study);Capacité en droif2 years .
) ) ) . ) = Catholic vocational; careers ) o High level of state
France appointed by the Ministry of Education tp average of 7.56 state including for the civil 2.59 of law studies)Dipléme

oversee a large educational district, and
were formally chancellors of the
universities in their district.

years in school.

centralisation.

service;écoles normales
supérieuredor advanced
teacher training, national
school of arts and crafts,
and national institute of
applied science.

Universities (in
1959).

services were set up to
support vocational training
opportunities at national,
regional and local level.

Universitaire d’études
universitaires générales — DEUG
(general HE qualification);
Docteur d'état(highest HE
degree)Doctorat d’université
(diploma for 3 cycle studies
organised by the universities);
Licence(HE diploma).

centralisation.

253chools have the freedom to develop their own cullaj assessments and self-evaluations.
?%35ee page 101; informal agreement between the thaie Belgian parties to create a coherent policyethucation, to foster nation-wide cultural devetemt and material growth.
*’Courses in traditional academic fields that entsiiél-time attendance at the university and avgulifications for first cycle tertiary education.
% https:/leacea.ec.europa.eu/national-policies/eceydontent/belgium-flemish-community_en




10, plus 5 that

A vocational-technical
sector was introduced in
the 1970s (later developed
more considerably in the
1990s) with levels up to
university and alternative
pathways to HE. There
was emphasis on short

Diplom (university qualification
for those who did not want to take
the teacher training course);
Doktor (HE qualification with
thesis);Erste Staatspringfung
(HE qualification, basic
requirement in pharmacy,
medicine, law and primary and

Emphasis on
vocational training,
introducing a

' . . . ere closed ; ) - -
u . 6-18 years; Semi- Traditional university W ) vocational courses and secondary teaching); Vocational Training
Competence of thedander269 with . ) during the war A A ) )
Germany . L average of 10.92 | independent, course$ plus technical 5.46 technical colleges trained | Fachhochschulreif¢entrance Act in 1969,
national coordination. - ) and then re- ) . . . .
years in school. semi-state run. courses. opened after to one or two levels of a | requirement for professional including continual
1845 professional qualification: | schools)Habilitation (teacher vocational training
' Graduierung(short training qualification); and out-of-school
practical courses; or Hochschulreifgentrance vocational training.
Diplom (longer, more requirement for HE)Reifezeugnis
theoretical courses, such | (School leaving certificate);
as engineering, economic$, Zwischenprufungintermediate
professions leading to exam after 2 years study in the
social work). arts and human sciences).
Traditional university
course§ engineering and
architecture at polytechnic
i institutes; sociology, Secondary education led tp Laurea (1% stage HE
Centralised, state ) ; . . ) . e . .
A engineering and architecturg 23, plus private 44% of students | university or to the labour | qualification);Diploma di
) 6-11 years, then 6- run system with - o ) f . s )
Competence of the regions and autono ny14 introduced in some private and teacher training at institutions (e.g. | with secondary market via vocational maturita (school leaving Short length of
Jtal on the part of the schools. Before 1962 average of institutri)ons e institutes dedicated to one | Catholic) and school education| training at vocational certificate, includingorofessionale| compulsory
Y unification, governance of the schools ’ ‘g h o specialisation; Scuole specialist diploma institutes; vocational state| for vocational route)Dottorato education; high level
: 5.94 years in Catholic) and - ’ o : : s ) d . ) :
was centralised to the church. o Normale Superiore (Higher | institutes (in obtained an HE | institutes we recognised as (3" stage HE qualification with of church influence.
school. specialist . e ” . . ) .
institutes Normal Schools) did not 1950s). qualification. fully-qualified, leading to | thesis);Esame di Stat¢higher

offer academic
qualifications but promoted
the highest cultural level in
humanities.

a diploma.

specialist diploma).

?9German name for the federal states of Germany




No university

until 2003; HE
courses were
available at No university was present
lycées techniques| ) y P No university before 2003, so no
i until 2003, so students wen .
(vocational . Not very developed, but formal degrees were offered, butja A tri-lingual
4-15 years (pre- abroad (especially France) ) No degrees A . . i
) . ) colleges), but None in ) there was a vocational Brevet de technicien supérier schooling system
Centralised and state run with some school, primary to complete degrees or available from ) . e .
Luxembourg . o they awarded . Luxembourg strand to upper secondary| (Higher Vocational Certificate) (Luxembourgish,
private and Catholic institutions and secondary : ) attended théycées ) Luxembourg ) . ) .
national diplomas . ; until 2003 educationlfcée could be obtained fromlgcée French and
school). techniquegvocational before 2003. . . .
of HE rather than ) techniqué. technique(vocational college) German).
colleges offering HE
full degrees; the after 2 years of study.
courses)
Centre
Universitaire was
created in 1969 to
regulate HE.
9 state
niversities, 3
uriCIate 1Hes, Doctoral exam (¢ stage of HE,
.p o Until 1968, girls attended | 2-3 years)Doctoraat(highest HE
institutions, and 1 . ; ! e
) - ) . . housekeeping school’ and qualification); Eindexamen Freedom of
High level of school autonorya large Traditional university municipal ) ) ' ! i ; )
. . P c ) . boys ‘technical school’, (school leaving certificate); education, especially]
proportion of private institutions (2/3 of | 5-16 years; course$ teacher training; university

The Netherlands

Dutch school-age children attended
privately run schools, including Catholic

but which were also funded by the state|

average of 9.29
years in school.

State-run system.

technological; agricultural;
economics (no formal
doctorate existed).

(including 3 state
technological
universities, a
state agricultural
university and a
private school of
economics).

5.92

then higher vocational
training was introduced
after 1968 and was later
developed, especially with|
EU programmes.

Ingenieur(HE qualification from
a technological university);
Doctorandug(2-3 years after the
Kandidaa); Kandidaat(1sta stage
HE qualification);Meester in de
rechten(master of laws).

to establish schools,
and the high number|
of private but state-
funded schools.

Based on data outlined in in chapter 5 of thediss fhe following documents:
De La Fuente, A., Doménech, R. (2012),“Educatiat@inment in the OECD, 1960-2018BVA Research Working Papédi7 September 2012, Valencia.

“A World Guide to Higher Education: A Comparativar@ey of Systems, Degrees and Qualifications”, USESBowker Publishing Company, Essex (1976)

“Overview: Quality Assurance System in Higher Ediara The Netherlands”, NIAD-UE (National Institati for Academic Degrees and University Evaluatidiokyo (2011)



