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Abstract

The “Civic and History Education Study” is the first comprehensive study in
Europe to describe and analyse the formation of school teachers of the histo-
rio-political subjects. Based on a systemic and organizational approach, be-
tween 2010 and 2013 more than 46 institutions of 33 countries in the Euro-
pean Higher Education Area (EHEA) have been investigated and compared
on the existing full study programs in initial teacher education for school
subjects “History”, “ Politics”, “Social Studies”
and “Cultural Studies”. The nature and quality of the education and training
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Civic/Citizenship Education”,

that teachers of these subjects receive seems crucial for reflecting the social
and political developments of life in multicultural and diverse societies. His-
tory teachers and teachers of “Social Studies” or “Civic Education” are ex-
pected to contribute substantially to the formation of the socio-political iden-
tity of the future citizens of Europe. The pupils’ competences for democratic
citizenship, intercultural dialogue, mutual understanding and tolerance are
expected to be developed during secondary school education. The central
question of the project-group therefore was: Are the teacher education pro-
grams conceptualized to provide the trainee teachers with the requested
knowledge and skills for acting as these responsible educators of the future
European citizens? This paper describes the structures of initial teacher edu-
cation for the concerned subjects in the European countries: It gives informa-
tion on the various types of teacher education institutions, the architecture of
teacher training programs, the models of training, the length of studies, the
relation between subject oriented and professional training, the forms of in-
duction and the multifaceted forms of tutoring and mentoring. In the main
part of the paper, crucial qualitative aspects in the formation of the histo-
rio-political competences of teacher trainees will be introduced and com-
pared. An analysis of the aims, the theoretical basement, the content as well as
the pedagogical/didactical concepts of curricula will be given, and relevant
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aspects of the formation of methodological and didactical competences of
teacher trainees by academic and professional training will be compared and
analyzed. Special emphasis will be given to the formation of their communic-
ative and cooperative skills and the formation of media literacy.

Keywords

Teacher Education, Initial Teacher Training, History Teachers,
Historio-Political Education, Citizenship Education, Social Studies, Historical
Consciousness, Historical Culture, Didactics of History

1. Introduction

In 2003 the first pilot study on “Structures and Standards of Initial Training for
History Teachers in 13 member states of the Council of Europe” had been pub-
lished (Ecker, 2003). It was the first study on a European level for subject “His-
tory” to give an insight into the institutional framework, the basic models and
the various organizational and didactical aspects of the initial education for his-
tory teachers.

Building on this first study, the research-network on Civic and History Edu-
cation (=the CHE-network) has produced another regional study on the initial
training for history teachers in South East Europe (Ecker, 2004). A second gen-
eral survey, including more than 20 countries of all parts of Europe, has been
elaborated in the framework of an EU-Socrates program in the years 2003 to
2006. The electronic versions of these former studies are still available on the
web-portal of the CHE-project'.

The actual study on teacher education for school subjects in the field of Civic
and History Education, the CHE Study (CHE, 2012), was undertaken in the
years 2010 to 2013. The CHE-Study includes 33 countries of the European
Higher Education Area (EHEA). It covers almost all the member states and can-
didate countries of the European Union, it includes the majority of countries of
East and South East Europe?, other countries of the EHEA such as Bosnia and
Herzegovina, the Kosovo, Moldova, Norway or Switzerland, and it includes the
largest countries in the European Higher Education Area, i.e. the Russian Feder-
ation, Ukraine and Turkey (see Chart 1).

2. Research Strategy, Organization and Methodology of the
CHE-Study

2.1. Research Strategy

The research strategy of the CHE-Study has been oriented on recent systemic

'The pilot studies of the CHE-network are available as PDF on the CHE-webportal: URL (last
checked 12 Aug 2018) http://itt-history.eu/index.php?id=25.

’Including England/Wales as part of the United Kingdom, who was at that time (2010/13) a mem-
ber state of the EU, and including—at that time—EU candidate countries such as Albania, Croatia,
FYROM/Macedonia, Montenegro, Serbia and Turkey.
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Member states of EU candidate D Other members
the European Union countries of EHEA

Chart 1. The 33 European countries as represented in the CHE-Study.

and organizational approaches to the educational system (Argyris & Schon,
1996; Ecker, 1997a, 1997b; Willke, 2004; Senge, 2006; Simon, 2009). Teacher
education in the systemic sense is understood as a self-referential social system
which is constituted by specific “processes of communication” between all
agents involved (Luhmann, 1984: pp. 191-241). Having this theoretical approach
in mind, the focus of interest in our research on teacher education was given to
the organizational and communicative structures of teacher education, as well as
to the normative regulation of such education, i.e. the teacher education pro-
grams, the curricula the legal framework and the governance of teacher educa-
tion. Psychological perspectives on the individual learner/student or the indi-
vidual teacher/teacher trainer have not been investigated in the course of this
study.

With its central function of organizing the qualification and personal devel-
opment of (subject) teachers, the teacher education system is neither a pure
scientific system nor is it a pure educational system. The social system of teacher
education can be regarded as an intersectoral system, situated between the world
of science (university) and the world of education (school). While “university”
represents the system of research and scientific production, “school” represents
the system of education, qualification and allocation. To function adequately and
produce sense, teacher education has to be organized and steered in its own
rights and logics (Ecker, 2018: p. 7). It requests communication processes on the
level of institutional structures and organizational development, on the level of
knowledge production and knowledge management, and on the level of qualifi-
cation and personal development, e.g. the development of subject oriented, me-
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thodological, pedagogical and social competences of the trainee teachers (Ecker,
2018: p. 2).

Consequently, when organizing research on (the quality of) teacher education
of the CHE-subjects, it seemed favorable to the project group to observe all three
levels of communications:

1) The institutional structures and the organizational development,

2) The qualification of teachers and the personal development,

3) The knowledge production and the knowledge management.

When developing the questionnaire for the CHE-Study, we therefore asked
questions on all three levels: We investigated the central institutional structures
and the forms of organization and cooperation between the institutions involved
in teacher education programs, we had a look on the professional profiles of
teachers and on the training of key-competences of the subject teachers under
discussion, and we analyzed the content and the methodology as prescribed in

the curricula.

2.1.1. The Institutional and Organizational Context: Aims of the
CHE-Study in the Context of the European Educational Systems

When asking about teacher education in Europe, a researcher will quickly detect
the plurality of concepts and structures of the educational system(s). Since the
late 18™ century, as a consequence of the nation building process in Europe, the
educational systems in general, and the legal framework for teacher education in
particular, are based upon national decisions and guidelines. This situation has
not changed in the two decades of the 21" century: There are no consistent,
consolidated standards in teacher education for the European countries in gen-
eral.

The findings are relevant within the framework of the European Union, where
there exist no binding regulations for the educational systems of the member
states, but are equally relevant for those European countries, which are not
members of the European Union, e.g. Albania, Croatia, Norway, the Russian
Federation, Serbia, Switzerland, Turkey or Ukraine: The educational standards
of these countries rest upon national structures and organization as well.

Related to the focus of interest of our study, there are neither common stan-

» <«

dards for teacher education as regards subjects such as “History”, “Social Stu-
dies”, “Civic Education” or similar subjects, nor are there guidelines or standar-
dized instruments for the exchange of information or the adjustment of educa-
tional policies on teacher education of the CHE-subjects on a European level. A
comparative study of the structures and standards of teacher education in His-
tory, Social Studies and Citizenship Education in Europe, therefore, seemed to
be of high relevance.

Certainly, in a more general perspective, for example as a motto of the Euro-
pean Union, there is a broad consensus among politicians, businessmen and
educators in Europe saying that the cultural identity of Europe forms “a unity

which is based on its diversity”. This motto of the European Union could be in-
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terpreted in the sense of the plurality of national cultures being interwoven by
transnational strategies and networks of cultural cooperation and dialogue (Tri-
chet, 2009). Consequently, although there is no consolidated legacy on (second-
ary school) education in Europe, —and despite all political and ideological dif-
ferences and traditions between East and West, left and right—, there are com-
mon ideas as concerns the goals of such education: The agreed cultural consen-
sus—building the framework for all measures of cultural and educational work,
being detectable in the general guidelines of school curricula and/or the study
programs at universities all over Europe—refers to the values of democracy,
human rights, the rule of law, freedom, equality, solidarity and tolerance.

In the field of history teaching, manifold examples can be given for such
forms of cultural cooperation and the sharing of common values: There is a
longstanding exchange of information between the European countries on the
level of ministers of education as well as on the level of policy makers, teacher
trainers and teachers. An important part of these discussions has been moni-
tored by the biggest intergovernmental organization of Europe, the Council of
Europe. Almost since its foundation in May 1949, more precisely since the dec-
laration of the European Cultural Convention in 1954 (Council of Europe,
1954), history teaching has been an important topic on the agenda of the Coun-
cil of Europe (Council of Europe, 1994; Council of Europe, 1995). After the de-
cline of the communist regimes in Eastern Europe in the late 1980ies, the revi-
sion of textbooks, the reform of curricula and the education of history teachers
had got renewed interest in the framework of the Council of Europe’s work on
history teaching and on citizenship education. The new developments have been
discussed in a series of symposia and conferences during the last three decades.
As a result, several recommendations to the ministers of education, such as
“Recommendation Rec (2001) 15 to member states on history teaching in twen-
ty-first-century Europe” (Council of Europe CM, 2001) or the Council of Eu-
rope’s “Charter on Education for Democratic Citizenship and Human Rights
Education” (Council of Europe CM, 2010) have been elaborated and are widely
promoted among the 47 member states of the Council of Europe.

Parallel to this process, in the framework of the European Union, since the
beginning of the 21* century, the European Commission, the European Council
and the European Parliament have stressed the importance of teacher education.
This led to a number of relevant communications and guidelines for teacher
education in the European Union (European Commission, 2007; European
Commission, 2009; European Commission, 2017).

On the level of tertiary education, since more than two decades, there is a
growing interest in comparing the different structures of the educational systems
on a European level. A leading role in this process can be attributed to the ‘Edu-
cation, Audiovisual and Culture Executive Agency (EACEA) of the European
Commission, including the European database on education, Eurydice (Eury-

dice, 2012; European Commission/EACEA/Eurydice, 2017a), as one of its pro-
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grams. The inception of the Bologna-Process in 1999 lead to a more comparable,
compatible and coherent system of higher education in Europe and targeted in
the establishment of the European Higher Education Area (March 2010, Budap-
est-Vienna-Declaration) (Eurydice, 2018)°.

With the establishment and the organization of the European Higher Educa-
tion Area, the teacher education, being mainly an issue of tertiary education to-
day (see below), has become a topic of European comparative research (Menter
& Murray, 2011; Phillips & Schweisfurth, 2014: pp. 38, 55-56). Already, as shown
by the references above, it is a key topic of investigation and reflection within the
frameworks of education policy makers of the European Union and of the
Council of Europe. It plays a permanent role on the level of intergovernmental
consultancy and of intergovernmental recommendations, and it has strong op-

tions to become a topic on the level of European guidelines and regulations.

2.1.2. Qualification of Teachers and Personal Development

Over the past two decades, recommendations of international educational insti-
tutions stressed the importance of competence-oriented education and training
for subject teachers. Competence-oriented education should enable the future
teachers to work adequately and efficiently in the situation of increasing diversi-
ty of pupils and students, and to handle teaching and learning flexible, e.g. up to
the needs of a socially divers and multicultural learning group.

Subjects such as history and civic education are expected to play a significant
role today in forming the socio-political identity of the future citizens of Europe.
In public view teachers of these subjects are expected to develop pupils’ social
and communicative competences for democratic citizenship, intercultural di-
alogue, mutual understanding and tolerance. The nature and quality of the edu-
cation and training that teachers of these subjects receive, therefore, seems cru-
cial.

Taken schools as key institutions to develop historical consciousness and his-
torical culture of the young generation, —and targeting values such as demo-
cratic interaction, intercultural dialogue and social responsibility as basic refer-
ences of such education, —the project group wanted to know, what kind of his-
torical culture was supported by the actual teacher education programs in the
different places and institutions all over Europe, and what concepts of historical
consciousness and civic/citizenship education the future teachers were educated
for?

The questionnaire about the architecture of the teacher education programs in
the various training institutions therefore asked about the conception of the
professional profile of the subject teachers (Ecker, 1999), whether and how they
were formulated in the general guidelines of a concrete curriculum. Further-
more, for the analysis of the aims, the content and the methodology in the vari-
ous teacher education programs, the questions in this part focused on subject

oriented competences and on key-competences of the historio-political educa-

3See the official website of the EHEA, URL (last checked 22 July 2018) http://www.ehea.info/.
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tion of the CHE-teachers. These competences have been formulated in the dis-
course of history didactics in the first decade of the 21* century (Pandel, 2006:
pp. 24-52), and, in parallel, were identified and written down by policy makers
of the relevant educational networks in Europe, e.g. by the Council of Europe’s
history education unit, in recommendation Rec CM (2001) 15 on History
Teaching (Council of Europe, 2001), and recommendation Rec CM (2010) 7 on
Education for Democratic Citizenship and Human Rights Education (Council of
Europe, 2010).

2.1.3. Knowledge Management of the Subject(s): The Changing Role of
School Subject “History” and “Civic Education” in the Era of
“Accelerated Cultural Change”

The more recent debates on history teaching and learning have made explicit
that democratic societies are in dire need of new forms of historical thinking and
learning (Cajani & Ross, 2007; Stradling & Row, 2009; Davies, 2012): Forms
which are no longer exclusively legitimizing the political and/or cultural tradi-
tion of the nation state at hand; forms, which provide techniques and strategies
for developing “historical learning” (Stearns, Seixas & Wineburg, 2000; Riisen
2005), “historical consciousness” (Seixas, 2004; Straub, 2005) and “historical
thinking” (Seixas, 2017); forms which make the historical information compara-
ble, analyzable and interpretable in transnational and global perspectives, and,
by doing so, transgress the borders of national history and positivist approaches
to the past (Taylor & Guyver, 2012; Berger, 2017).

From this perspective, the school subject “history” is regarded today not only
as a subject to give understanding and orientation as concerns the various pro-
ductions of historical narratives, but more than that, as a school subject to give
understanding and orientation in today’s societies, e.g. by supporting the devel-
opment of competences for acting and reflecting adequately to the process of
accelerated cultural change (Ecker, 1997a). In this sense the subject “history
teaching” has been described by scholars of history didactics to contribute to the
“historical consciousness” (Stearns, Seixas & Wineburg, 2000; Seixas, 2004;
Riisen, 2005; Straub, 2005; Lukacs, 2009) and to “historical thinking” (Seixas,
Morton, Colyer & Fornazzari, 2013; Seixas, 2017) on different levels:

1) the reflection of the individual person and his/her own self-development,

2) the communicative processes and the negotiations on historical narratives
in the here and now of the history classroom or the university course, and on

3) the level of collective reflection of political, economic, social or cultural de-
velopments in public historical debates, performances and publications, i.e. the
“historical culture(s)” of societies.

By such transnational, sociologically based historical analysis and comparison,
the new concepts of history teaching aim at contributing to the development of a
historical literacy which is interconnected to social, economic and political lite-
racy, analytical and critical thinking as well as to intercultural understanding

and social responsibility.
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All international educational organizations agree widely on this new concept
of history education and teaching, which is closely related to key-aspects of Citi-
zenship Education, Human Rights Education (Stevick & Levinson, 2007; Stradl-
ing & Rowe, 2009; Council of Europe CM, 2010), of transnational, intercultural
and creative education (Giglio, 2015; McIntyre, Fulton & Paton, 2016; Paulus,
van der Zee & Kenworthy, 2016; Wegener, Meier & Maslo, 2018; Peeren, Celi-
kates, de Kloet & Poell, 2018; Saint-Laurent, Obradovi¢ & Carriere, 2018).

2.2. Organization of the Project

The research in the CHE-project had been organized in the framework of a three
years’ EU Life-Long-Learning project and co-financed by a second project sup-
ported by the Austrian ERSTE Foundation in the years 2010 to 2013. More than
46 institutions from 33 countries of the European Higher Education Area
(EHEA) have been investigated in-depth on the existing full study programs of

» o«

initial teacher education for the school subjects “History”, “Civic/Citizenship
Education”, “Politics”, “Social Studies” and “Cultural Studies”. The data com-
pared in the overall research refer to study year 2009/10.

Both projects have been coordinated by the University of Vienna, Austria,
Department for Didactics of History, Social Studies and Civic Education with
the author as project-coordinator. The study could only be realized with the col-
laboration and support of a large number of dedicated colleagues, experts in
history didactics and educational research all over Europe. The detailed list of
partners and experts contributing to this study is published on the web-portal of
the CHE-Study*. My sincere thanks go to all of them: for their energy, for their
expertise, for their patience and for their accuracy in collecting and correcting
the data in the individual countries.

The main European Association of Teacher Educators, Euroclio®, and the In-
ternational Institute of Textbook Research, the Georg-Eckert-Institute, were in-
volved in the CHE-study as project partners. Their knowledge about teacher edu-
cation institutions in Europe and their longstanding experience helped us to create
the research network and to conceptualize the structure of comparative research.

The Council of Europe’s History Education Unit was involved in the
CHE-project as a counseling partner. This gave us the opportunity, in the phase
of dissemination of draft results, to present and discuss the main results of the
CHE-Study at the Annual Conference of The Steering Committee for Educa-
tional Policy and Practice (CDPPE)® in February 2013. The results presented in
this article have thus been discussed, reflected and committed in the following
months at the level of educational policy by all the 47 member states of the
Council of Europe. The findings of the CHE-Study will be subject of further

*The recent results of the CHE-Study are available on the new CHE webportal, URL (last checked
12 Aug 2018) http://che.itt-history.eu/index.php?id=36.

>See the website of Euroclio, URL (last checked 22 July 2018) http://www.euroclio.eu/new/index.php.
“See the website of the Steering Committee for Educational Policy and Practice (CDPPE) at the
Council of Europe, URL (last checked 22 July 2018) https://www.coe.int/en/web/education/cdppe.
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discussion in the Council of Europe’s new project on “Educating for Diversity

and Democracy: teaching history in contemporary Europe”.

2.3. Central Research Questions of the CHE-Study

Taken the changing role of subjects “History”, “Social Studies” and “Civic Edu-
cation” as new challenges for teacher education, the central questions of this
project have been formulated as follows:

1) Are the teacher education programs in the participating training institu-
tions conceptualized to provide the trainee teachers of the relevant histo-
rio-political subjects with the necessary knowledge and skills for acting as re-
sponsible educators of the future European and global citizens?

2) What kind of historical culture was supported by the actual teacher educa-
tion programs in the different places and institutions all over Europe, and what
concepts of historical consciousness and of civic education the future teachers
were educated for?

Having in mind the aims and the educational context as describe in chapter
2.1 above, the CHE-project group agreed to

1) compare the structures, standards and tenets of the full study programs in
initial teacher education for those subjects, which are expected to develop the
historical and socio-political identity of the future citizens of Europe, i.e. school
subjects “History”, “Civic/Citizenship Education”, “Politics”, “Social Studies”
and “Cultural Studies™;

2) investigate the teacher training curricula in-depth, including the concepts,
the goals, the content and the methodology of the teachers’ education, the forms
of assessment, the practical training and the tutorial systems;

3) identify similarities and differences between the structures and the various
programs of teacher education;

4) ask for changes in the organization of initial teacher education since the

implementation of the Bologna-Process.

2.4. Methodology

The research of the CHE-Study was based on a threefold approach:

In the first phase of the underlying research a detailed questionnaire had been
developed by the Vienna based research team. The questionnaire had then been
answered by educational researchers of each partner institution. It covered vari-

ous sets of questions regarding

"To complete the picture, investigation on teacher education programs for school subjects such as
“Geography” or “Economics”, would be desirable. For the project frame of the CHE-Study it has
been too broad to also include investigation on these subjects. (The two subjects are partly linked to
school subject “History” a/o “Civic Education”, like in France or Spain, so we were able to include
at least basic information on the structure of these programs). Other school subjects such as “Phi-
losophie”, “Ethics”, a/o “Religious Education” have relatively heterogeneous functions and struc-
tures as regards the historio-political formation in a European comparison. Hence, pilot studies on
the role of teacher education in relation to the historio-political formation of European citizens

might be a reasonable step before entering in a European comparative level.
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1) the institutional structures of teacher education,

2) the models of teacher training,

3) the legal framework of full study programs,

4) the aims as written down in the curricula as well as through guidelines and
conceptual papers or comments to the curricula,

5) the content of the curricula (including the content of subject oriented
courses, subject didactic courses and courses of general didactics),

6) the “didactic concepts” (i.e. the pedagogy and the methodology) of the
professional training,

7) the forms of assessment,

8) the forms of practical training,

9) the tutorial systems, and

10) the forms of induction, i.e. the introduction to the professional teaching at
school.

In a second phase, the results of the individual investigation on 46 teacher
education institutions in the 33 countries were collected by the Vienna based re-
search team, who developed a draft version of the comparative study. The draft
results were then discussed at two general expert meetings and further
fine-tuned by additional investigation and cross-checking of data and results.

Parallel to this investigation against the standardized questionnaire, and parallel
to the development of the comparative study, four thematic groups were working
on crucial aspects of initial teacher education such as “the interdisciplinary rela-
tionship between history and citizenship”, “the professional education of the
teacher trainees”, “the education and training of media literacy” and “the training
for dealing with conflict resolution and conflict management”. Reports from the
working groups will be published in the final version of the comparative study.

First results of the CHE-Study are now available on the web-portal of the
project (CHE, 2012), the full study is published by the Council of Europe.

Specifications of Comparison

To get a clearer focus of comparison (Engeli & Rothmayr Allison, 2014; Mar-
schall, 2014), this paper will mainly discuss results of the initial education of
trainee teachers for subject “History”.

It should be underlined furthermore for this survey, that the focus of our in-
vestigation was on “full study programs” of initial teacher education. It would be
worth to explore the broader field of post-graduate courses and special courses
of continuous professional development (CPD) to conclude the picture. Howev-
er, such questions would have exceeded the capacity of this project.

Another specification has to be mentioned as concerns the comparison of data
on the national level: Being aware of the complexity of educational processes, the
project group found no scientific value in identifying or defining “the best”
teacher education program among the European countries. Thus, in clear con-
trast to other international comparative studies, e.g. the PISA-Studies, the
project group had no interest in establishing a structure of “competition” be-
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tween the educational systems of the different countries: The focus of interest of
the CHE-Study is given to the quality and the functionality of teacher education
programs (Menter & Murray, 2011; Sharpes, 2016). The attention in compari-
son, therefore, was given to thematic aspects such as concepts, theoretical base-
ment, content and methodology of teacher training courses. Taking into account
the big variety of teacher education programs, even in the scope of one subject
(see below), we produced comparative surveys on the level of countries only to
show the basic organizational structures of teacher education programs. Other-
wise, and for all qualitative questions, we produced thematic comparative sur-
veys (e.g. Figure 2, Figures 8-16, Figures 19-21, Figures 24-26) or surveys on
the level of institutions (e.g. Figure 3, Figure 7, Figure 17, Figure 18, Figure 22,
Figure 23).

In some European countries, such as Belgium, Germany or the UK, the legal
framework of the educational system depends on the regional government or the
Federal Land (Bundesland). Correspondingly, the teacher education structures
may vary between the federal lands which makes it still more difficult to produce
a central survey of the country. For these cases, we decided not to produce a (na-
tional) country survey, but to focus on the data of selected federal lands: For
example for Belgium we have studied only teacher education programs of the
Flemish community, for Germany we have studied the teacher training pro-
grams only of four of the 16 federal lands of Germany: Bavaria (DE-BY), Ba-
den-Wiirttemberg (DE-BW), Lower Saxony (DE-NI) and North Rhine-Westphalia
(DE-NW), and for the UK we have studied only the teacher education programs
of selected institutions in England and Wales.

On the institutional level, for all the study courses, the researchers of the indi-
vidual study programs were asked, to give a general description of the architec-
ture of the study program, including the aims, the professional profile and the
theoretical basement of curriculum structures. For the classification of courses,
we followed the general differentiation of most teacher education curricula, who
discern between subject courses, subject didactic courses, courses of general di-
dactics, and courses of practical training. In addition, to get a clearer picture of
the goals, the content and the methodology of the individual courses, the re-
searchers were asked to give detailed information on the content and the struc-
ture of courses in open text boxes.

Furthermore, when researchers wanted to point out a concrete problem of
classification, they were asked to describe the case as “note” in an open text box.
The research team working on the comparative structure had to decide then to
either make an individual specification or to propose the case as a topic of dis-
cussion at the next expert meeting.

Final specification: When comparing thematic aspects, as prescribed in the
respective curricula, we asked the researcher of an individual institution to indi-
cate the extension of realization of such thematic aspects in the concerned
courses. For example: When asking for conceptual aspects of “historical con-

sciousness” in subject history courses, we offered a metric scale in the question-
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naire to indicate whether such aspects in the conception of a concrete program
were either “extremely important (in use in more than 75% of courses)”, “very
important (in use in more than 50% of courses)”, “important (in use in between
30% and 50% of courses)”, “not important (in use in between 10% and 30% of
courses”, “hardly used (in use in less than 10% of courses)” or “not used at all”.
Similar, when asking for the concrete realization of a thematic topic or a me-
thodological aspect in training courses, we asked, to which extent such top-
ics/aspects were trained explicitly and to which extent. The metric scale, in such
cases, was: “Extremely often trained (in more than 75% of courses)”, “very often
trained (in more than 50% of courses)”, “trained in a significant number of
courses (in between 30% and 50% of courses)”, “not so often trained (in between
10% and 30% of courses)”, “hardly trained (in less than 10% of courses”, and
“not trained”.

This paper presents a first selection of results about the organization, the per-
sonal development and the knowledge management of initial teacher education

programs with the emphasis given to the education of history teachers.

3. Results

3.1 The Organization of Initial Teacher Education of the
CHE-Subjects in Comparison with General Trends of Teacher
Education in Europe

1) The Demographic Turn in the teachers profession

When looking at the actual age distribution among secondary school teachers
in Europe, we observe a relatively big number of older teachers. As can be seen
from the figure below, around 20% of the teachers are going to retire within the
next three to four years and, more significant, another 30% - 35% will retire
within the following years. In sum, and this is a general trend for lower and up-
per secondary teachers in Europe, more than 50% of the teachers are going to
retire within the next 7 to 10 years. We can even talk of a “demographic turn” as
concerns the generation of teachers in secondary schools. The general situation
of age distribution of the secondary school teachers in Europe, as compiled by
Eurydice (2012: p. 124) has been checked for our sample in the course of project
investigations and is also applicable to the secondary school teachers of the
CHE-subjects (see Figure 1).

On the organizational level, the demographic turn in the teachers’ cohort is a
challenge for educational planners, for teacher training institutions and for
school administration as well.

But the substitution of more than a generation of teachers will not only
represent a demographic change in the cohort of secondary school teachers, it
will also mark a social challenge and a risk as concerns the culture of teaching
and learning in the CHE-subjects.

Key questions to address include the following: Who will be the new teachers?

What is their political, cultural and social background?

DOI: 10.4236/ce.2018.910115

1576 Creative Education


https://doi.org/10.4236/ce.2018.910115

A. Ecker

Distribution of Teachers in secondary schools by age group, general (lower and upper)
secondary education (ISCEO 2 and 3), public and private sector combined, 2009/10
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Figure 1. Distribution of teachers in secondary schools by age group, general (lower and
upper) secondary education (ISCED 2 and 3), public and private sector combined, year
2009/10.

In addition, curriculum planners and teacher trainers of the CHE-subjects are
encouraged to ask questions regarding the content of teacher training, like:
What history will they teach? What values will they live by? What ideas will
these new teachers have about teaching history and civic education to the pupils
in their classrooms? What conceptions of teaching history/and or civic educa-
tion should students experience in their training?

Teacher trainers may also ask questions regarding the necessary didactic and
methodological skills of the next generation of history teachers: What didactic
and methodological training will they need? What can be done by teacher train-
ing to make the new generation of history teachers enough self-confident and
self-reflective to enable them to observe and organize the history classroom as a
multi-perspective discourse?

2) The CHE-teacher. An academic profession—trained in a big variety of
forms and concepts

Considering the institutional framework, in all the European countries since
the 1980ies, a general shift could be observed in teacher education from the sec-
ondary to the tertiary sector of education. Initial teacher education of the
CHE-teachers has been widely established at academic institutions such as uni-
versities or pedagogical universities. This is the case not only for upper second-
ary teachers, but also for nurseries, for teachers of primary and of lower second-
ary education.

This trend is reflected in Figure 2, which was produced with the actual study
and lists all institutions of the 33 countries which were included in our general
survey. A majority of trainee teachers of today study at universities, pedagogical
universities or universities of applied sciences.

In addition, in a growing number of cases, there exist institutional links in
form of contracts or partnerships between the universities as the leading organi-
zation and secondary schools, which offer opportunities for practical training
and/or induction. These forms of cooperation between the universities and the

partner schools have a strong impact on the quality of teacher education.
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Number of institutions for ITT
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@2010 734 121 59 207 44 50 1 111

Figure 2. Number and type of teacher training institutions in the CHE-Study, year
2009/2010.

3) Organization of studies. Models of training

As concerns the models of training, the European databank on education, Eury-
dice, distinguishes between two main models of initial teacher education: the con-
secutive model and the concurrent model: “In the consecutive model, students
who have undertaken tertiary education in a particular field, then move on to pro-
fessional training in a separate phase. In the concurrent model, students are in-
volved in specific teacher education right from the start of their studies, whereas in
the consecutive model this occurs after their degree” (Eurydice 2009: p. 149).

When comparing these models for the situation of history teacher education
in the pilot study, we asserted that the concurrent model normally prevailed in
institutions which prepare trainees for teaching at lower secondary school, while
the consecutive model was dominant in institutions which prepare trainees for
teaching at lower and upper secondary level. A brief look at the regional distri-
bution of the two types of training showed a predominance of the consecutive
model in Western and Southern European countries, while the concurrent mod-
el was more common in Central and Eastern European countries (Ecker, 2003:
p. 33). However, during the past decade, we noticed a bigger plurality of the two
models to be established at different teacher training institutions even in one
country (see Chart 2).

While in the idea of the consecutive and the concurrent model the study pro-
gram had a clear local focus, more and more study programs are offered today in
modularized form with an option to more mobility, to e.g. study at different uni-
versities in Europe, and to finish part of the teacher training studies, one, two,
three modules at one place, and complete the other modules at another university.
As we can show in the actual study of 2010, this trend continued. We got infor-
mation about such modular models e.g. from the Flemish part of Belgium, the
Czech Republic, Germany (BW and NI), Sweden or Ukraine. These models of
teacher education were organized in the individual countries in a big variety of
forms, and different models could be offered within a country or even within an

institution, e.g. at different faculties.
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. Modular

Chart 2. Models of teacher education in Europe, CHE-Study, 2009/10.

4) Length of teacher education studies, Graduation

As concerns the length of studies, changes are visible mainly for primary and
lower secondary teachers. Over the past decades, there is a trend for teacher
education of primary and lower secondary education to adapt to the academic
level. This trend goes hand in hand with the study programs for these levels to
become longer. The implementation of the Bologna-process contributed to a
certain extent to a harmonization in the length of studies but the changes were
not that big.

Under the Bologna process teacher education is now organized in many
countries at BA and MA levels. Today, trainee teachers for primary and lower
secondary school level finish their university studies at BA-level with an average
length of studies including the induction phase of 3 to 4 years, while those for
(lower and) upper secondary level finish their university studies at MA-level
with an average length of studies including the induction phase of 4 to 5 years.
In some countries like Austria, Germany/BW or Switzerland, studies last even
longer (see Figure 3).

The overall length of studies is equivalent for the concurrent model as well as
for the consecutive model, although the focus of professional training is at dif-
ferent stages of the study program.

5) Percentage of professional training per certification for school level

Following the Eurydice survey (Eurydice, 2009: pp. 153-155), we also asked for
the minimum time devoted to professional training. The answers given to this
question in the CHE study quoted an average of around 20% of the study time that
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Length of teacher training studies for primary, lower and
upper secondary teachers(ISCED 1, 2, 3), year 2009/10
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Figure 3. Length of teacher training studies for primary, lower and upper secondary
teachers (ISCED 1, 2, 3), year 2009/10.

was given to professional training. Taken from another perspective this means that
around 80% of the study time are given to academic/subject oriented training.

When comparing these figures between teachers of primary, of lower second-
ary and of upper secondary teachers, the following trend can be observed: On
average, more time is devoted to professional and practical training at institu-
tions, where trainee teachers are educated for primary and lower secondary
schools, while there is less time given to professional training for trainee teachers
of upper secondary schools.

6) The phase of induction

More emphasis was given within the past years to include and/or to add a
phase of induction in the last part of initial teacher education. This phase of in-
duction usually encompasses one or several of the following elements: orienta-
tion to the workplace, mentoring and guidance through the early months of the
individual teaching practice, familiarization with the legal framework of the
teacher’s job.

Concerning the forms of induction, again, the picture was relatively hetero-
geneous. The induction phase may either be integrated as a form of “practical
training on the job” during BA-studies (Macedonia, Kosovo, Serbia) or MA-studies
(Bosnia and Herzegovina, Czech Republic, France, Hungary, Portugal), or after
graduation from MA-studies at university (Austria, Estonia, Germany, Hungary.
Italy, Ukraine). The induction may be conducted by teacher training institutes
(Estonia, Germany, Hungary, Italy and Ukraine)—sometimes even though the
universities were the leading institution during BA/MA studies—and/or the in-
duction phase takes place at partnership schools with the universities remaining

in the leading role as scientifically conducting institution (Austria, Czech Re-
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public, GE/BY, Croatia, Hungary, Montenegro, Slovenia, UK/EW, Ukraine).
Mentor teachers frequently play a leading role during induction phase.

The picture that we have collected on the actual situation of induction in the
CHE-subjects is shown in Figure 4.

The induction phase may last for a period up to 6 months (Czech Republic,
Hungary), up to a year (Austria, Croatia, Macedonia, Portugal, Serbia, Slovenia,
Turkey, United Kingdom/EW) up to 18 months (Germany/NI, Germany/BW,
France) or 2 years (Germany/BY, Germany/NR).

7) Tutoring and Mentoring

Tutoring by a mentor teacher is common with almost all teacher educations
forms and countries. As can be seen from Figure 5, to work with a mentor dur-
ing practical training in schools is a familiar form of education and/or instruc-
tion in all the countries involved:

It might be more surprising that also relatively new forms of self-organization
and self-reflection in the learning process, like portfolio tasks, are well estab-
lished in more than half of our sample of the 33 countries. Portfolios as a com-
prehensive tool of organizing the learning process, e.g. as a form which is rec-
ommended or even described as obligatory in the study program, are established
in Austria, Bulgaria, Switzerland, Finland, Moldova, Malta, Slovenia and UK/EW.

Growing attention is also given to forms of supervised work with a learning
management system or an electronic learning platform. In such cases, not only
the teacher trainers but also senior students play a certain role as mentors in the

learning process. Forms of eLearning by a learning platform are well established

After graduation Conductec_j ?y ) Integration of
Part of B.A. Part of M.A. teacher training | Conduction by
; I from M.A. - R sec. Schools by
studies studies studies institutes in ~ |mentor teachers partnerships
school
AT X X X X
BA X X X
cY X
cz X X X X
DE (NI) X X X
DE (NW) X X
DE (BW) X X
DE (BY) X X X
EE X
FR X
HR X X
HU X X X X
IT X X X
ME X X
MK X X
PT X X
PKS X
RO X X
RS X X
SL X X X
TR X
UA X X X X

Figure 4. Forms and structures of induction to get a teaching permission in the
CHE-subjects, study year 2009/10.
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Figure 5. Institutionalized forms of tutoring and mentoring during initial teacher educa-
tion in the CHE-subjects, study year 2009/10.

in some of the countries, such as Austria, Belgium-NL, Bulgaria, Switzerland,
Germany (BW, NI), Finland, Norway, the Russian Federation and UK/W.

Forms of tutorial and/or mentoring are more established with teacher educa-
tion in courses of subject didactics (methodology) and with practical training.
They are less common with subject oriented courses, especially at university lev-
el.

Three forms of tutoring and mentoring, as described above, seem to be rela-
tively common in teacher education at the European level: a) various types of
mentorship in practical teacher training, b) the work with portfolio, and c) the
supervision with the support of a learning platform.

Other forms of tutoring and mentoring may only be practiced in one or the
other institution. This is the case with tutoring by peers in collaborative learning
groups, a form which is known with teacher education in Austria, Bulgaria,
DE/NI, Estonia, the Russian Federation, Slovenia, Ukraine and the UK/EW.

Monitoring systems as another form of supervision are established in Albania,
Bulgaria, Estonia, Moldova, Malta, Slovenia and the UK/EW.

3.1.1. The Organization of full Study Programs of Initial Teacher
Education in the CHE-Subjects in Europe

As described in the introduction, despite the formal harmonization in the course
of the Bologna-Process there is a big variety in the organization of teacher edu-
cation programs in the European countries. However, looking on the overall
picture, we can identify some common characteristics and trends in the actual
development and organization of teacher education. To get a clearer focus of
comparison, this paper will mainly discuss results of the initial education of

trainee teachers for subject history.
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Starting from the late 1960ies and enforced in the 1980ies and the 1990ies, in
some European countries, like in Austria, Hungary, the Netherlands or Norway,
“History” as a school subject had been transformed into an integrative subject,
(“History and Social studies”, “History and Civics”, “Social studies”) including
not only the “classical” historical narratives (national history, world history) but
also the topics of the Historical Social Sciences (social history, economic history)
and/or the topics of Political Sciences (the history of political systems, of state
systems, of systems of law, of jurisprudence) (Ecker, 2003: p. 54). The concep-
tion of these new school subjects in the concerned countries was then partly re-
flected in the teacher training programs, in the form to dedicate a few courses
within the “history teacher education”-curriculum to topics of “social studies” or
of “civic education”.

From our previous studies of 1998/9 and 2003/4 we knew that in most Euro-
pean countries there were no separate full study programs for Civic Education in
the individual European countries. Students had to study “History” or “History
Teaching” to be certified as a teacher for “History” in (primary and/or) second-
ary schools. As a specification for primary schools, it is to note, that subject
“History” in most European countries is not taught as a single subject but in an
umbrella with topics of geography, social studies and life skills. Consequently
there are no full study programs to be certified as a history teacher for primary
schools in the European countries.

In most cases, with the certification for subject “History” the newly graduates
also got the permission to teach school subjects related to “History”, such as
“Civic education”, “Social Studies” or “Politics”. Certainly, already since the ear-
ly 1990ies, there were post-graduate programs and comparable academic courses
to acquire additional certifications in Civic education, Citizenship education and
Political studies. But the basic training to become a teacher for subject “history”
and subject Civic Education was by teacher education studies of “History
(teaching)”.

Since we started our investigation on initial training of history teachers in
1998, a clear trend towards professionalization of teacher education was to be
observed: While in 1998 teacher education studies in many cases were still part
of a regular “History”-studies program and were rarely organized as full study
programs, the latter was already the trend in 2003, when we organized the
broader European survey on initial teacher training (ITT) for history teachers:
Since about this time, at those institutions where teacher education was orga-
nized following the concurrent model (see below), trainee teachers had to decide
at the beginning of their studies whether they wanted to become “history teach-
ers” or whether they wanted to start studies to become a “historian”, a research-
er, an archivist or a similar expert in historiography.

When conceptualizing investigation for this study, we expected the field of
teacher education in the CHE subjects to expand towards “Civic education” or to
similar studies in the field like “Social studies”, “Cultural studies” or “Politics”

(European Commission/EACEA/Eurydice, 2017b). However, this tendency was
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not confirmed for “full study programs” of teacher education: As shown in the
country overview below, in most European countries the focus is still given to
subject “History” as the major subject in teacher education: In the year 2010, to
be certified as a teacher for the CHE-subjects, the picture as illustrated in Figure
6 was as follows:

1) In all 33 countries of our sample there existed full study programs for initial
teacher education, which were dedicated either to the single subject “History
(Teaching)” or to a combination, where subject “History” was the main subject
of teacher education but had to be studied either in a fixed combination with a
second subject or in a broader umbrella with other subjects like “Social studies”
or “Civic education”.

2) In 20 of the 33 countries, full study programs for “History” (or a combina-
tion with “History” as the main subject) were the only full study programs to be

certified as a teacher in the CHE-subjects: This was the case with Austria, Bosnia
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Figure 6. Full study programs of teacher education with subject X as the major subject,
study year 2009/10—European survey.
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and Herzegovina, Bulgaria, Croatia, Cyprus, Estonia, Finland, France, Hungary,
Italy, Malta, Montenegro, Poland®, Portugal, Romania, The Russian Federation,
Serbia, Slovenia, Spain and Ukraine.

3) In the remaining 13 countries of our sample, beside the full study programs
of “History”, there existed additional full study programs to be certified as a
teacher in the CHE-studies: There were some countries, which offered stand-alone
study programs in “Civic education” or “Citizenship education”, like Albania,
Switzerland, Moldova, Kosovo, Slovakia, and the United Kingdom (E/W), some
others, which offered stand-alone programs in “Social studies”, like Belgium-NL,
the Czech Republic, Germany’, FYROM/Macedonia, Norway, Sweden, Turkey
and the United Kingdom (E/W)' and another two countries which offered full
study programs in “Politics”, like Belgium-NL and Germany.

When regarding this sample from the institutional level, we can see that all the
institutions involved in our research offered “History” as a major subject in their
teacher training programs. The subject “History” was partly offered as a single
subject (e.g. in England/UK), partly in a fixed combination with a second or
third subject (such as Geography and/or Citizenship education, e.g. in France,
Portugal, Spain), partly in a variety of combinations with a second and a third
subject (e.g. in Austria, Belgium-NL, Estonia, Finland, Germany, Hungary,

Norway, Slovenia, Sweden, Switzerland and many other countries).

3.1.2. Example: The Organizational Framework of Full Study Programs
of Subject “History”

There is an on-going debate in teacher education since the 1980ies how to foster
the professionalization of history teachers by teacher education. One group of
teacher trainers seems to be convinced that teacher education has to start from
academic subject training—this group is expected to be closer attached to those
institutions which follow the consecutive model. The other group stresses the
growing differences between the professional fields of historical research and of
history teaching and therefore argue for a more profession-oriented and inte-
grated teacher education as concerns the content/knowledge and methodology
of history in the teacher education curriculum. This is the tendency at institu-
tions following the concurrent and the modular model (see above).

When looking more in detail, the variety in the forms of teacher education in
the CHE-subjects is much bigger on the European level, than the two models
(consecutive-concurrent) or the dichotomy between subject oriented training
and professional training might suggest.

Just when looking on the organizational forms in which subject “History” can

be studied as illustrated in Figure 7, we discerned

8In Poland a certification for school subject “Civic education” and/or “Cultural sciences” could also
be obtained after basic studies in Social sciences, Political sciences or Cultural sciences. But the
professional education was given through teacher education programs in “History”.

°As specified before: Data were collected for four Federal Lands: Bavaria (DE-BY), Ba-
den-Wiirttemberg (DE-BW), Lower Saxony (DE-NI) and North Rhine-Westphalia (DE-NW).

°As for UK (E/W) depending on the individual teacher training institution additional full study
programs were either offered in studies of “civic education” or of “social studies”.
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Figure 7. Organizational forms of full study programs of teacher education for subject
History in Europe, study year 2009/10.

1) full study programs with subject “history” being studied as a single subject,

2) full study programs with subject “history” in form of a major-minor sub-
ject,

3) full study programs with subject “history” in a fixed combination with one
other subject (e.g. with geography) or in a fixed combination with two other
subjects (civic education, social studies), or

4) full study programs with subject “history” in a variety of combinations with
one subject (e.g. language, religious education, mathematics, sports education)
or more than one subject.

Varieties on the level of content and methodology are of course still bigger
than the organizational dimension of studies we are highlighting with this item.
We will show some examples below.

Taking these results on the organizational structures of full study programs of
subject “History” and comparing the results from the individual countries on the
European level, the data imply that we may not be so sure of what it means to be
educated as a “history teacher”: Even though all trainee teachers are formally
educated as “history teachers”, this does not mean that they are trained 1) in
similar structures, 2) towards similar or comparable goals, and 3) within a com-
parable framework of content and methodology.

These findings are equally confirmed when looking on the personal develop-
ment of history teachers, as specified here on the example of the professional
profiles of the history teachers:

What has been discussed about the differences in the organizational structures
also holds for the Qualification of teachers—as illustrated in the following by the
analysis of the professional profiles of subject teachers—and for the content of

curricula.
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3.2. The Qualification of Teachers and the Personal Development
3.2.1. Examples for Professional Profiles in the Education of History
Teachers
When designing a curriculum for teacher education, curriculum planners in
Europe today normally start from an ideal professional profile (Ecker, 1999;
Cochran-Smith, Feiman-Nemser, McIntyre, & Demers, 2008: pp. 10-65) that
should be attained by the students until the end of their studies. Over the past
decade study programs for teacher education in the subject “history”, “civic
education” and “social studies” have been designed following a compe-
tence-oriented concept: For the aims of the study program in general (and for
individual modules and/or study courses in particular) the competences to be
acquired by the students were elaborated and described in the curricula. Such
competence-oriented descriptions of the study programs also exist for the curri-
cula of the CHE-subjects (Popp, Sauer, Demantowsky, & Kenkmann, 2013) and
consequently became object of our analysis and comparison.

By comparing the full study program of teacher education for subject “Histo-
ry” on the European level, and by taking the various sets of the envisaged stu-
dents’ competences as indicators fiir the distinct conceptions of the ideal history
teacher, we came to four different professional profiles of the future history
teacher in Europe:

1) The history teacher as a variation of the general profession of a teacher.

2) The scientifically oriented history teacher.

3) The history teacher contributing to the historical culture of the local society.

4) The history teacher as mentor for critical research and analysis of the so-
cio-political environment.

These four different approaches to conceptualize the education of the future
history teachers may be found in variations in most of the curricula we have
analyzed. We can take them as prototypes for the conceptions at the bottom of
the teacher training curricula in the various institutions all over Europe (Euro-
pean Commission/EACEA/Eurydice, 2018):

1) The subject (history) teacher as a variation of the general profession of a
teacher

Recent debates on the teacher’s profile have put more emphasis on the general
competences of the teacher as a reflective practitioner (Philipps, 2008), the
teacher who is able to steer a learning process and/or the teacher who acts as a
professional also outside the classroom, in contact with colleagues, parents and
superiors. In such profile, the subject specific profile is regarded to be a relatively
small segment of a much broader general professional profile to be developed
during teacher education studies.

An example of this profile is given in the 10 general aims for the “History” cur-
riculum at VU Brussels (Belgium-NL): The teacher is expected to function as ...

a) a facilitator of learning,

b) an educator,

¢) a content expert,
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d) an organizer,

e) an innovator and researcher,

f) a partner of parents or caretakers,

g) a member of school team,

h) a partner of external organizations,

i) a member of educational community, and

j) a cultural participant.

All aspects of this profile are of course relevant for a subject teacher. However,
the subject specific components get less differentiation than in the three follow-
ing profiles. The subject specific education and training tends consequently to be
subordinated to the more general profile of the teacher as educator, as manager
of the classroom activities and as social and cultural worker.

2) The scientifically trained (subject) history teacher

A second type of curricula proposes to educate the trainee history teachers
following general academic as well as subject specific principles in leading them
towards a scientifically based teaching competence. For example at the universi-
ty of Tartu (Finland), the description of the professional profile starts from
key-competences such as “skills of communication and interaction”, “skills of
using ICT in working life”, “skills of being an expert and developer in working
life” and suggests to educate these key-competences together with the more spe-
cific academic skills (such as “using scientific knowledge and methodologies”),
but mainly focus on subject specific skills, which are regarded as being essential
for the teaching of history. At the end of their studies, the trainee history teach-
ers therefore should

a) be able to adopt and use broad and deep historical knowledge,

b) have a broad understanding of history as human culture and thinking,

¢) have broad understanding of the development of historical thinking and
historiography,

d) have broad knowledge of significant theories of historical science, characte-
ristics of historiography, methods etc.,

e) have a deeper understanding of one or more epochs or special themes,

f) have deeper understanding of some methodological approaches relevant to
research skills (constructing a study, research process, using information, scien-
tific thinking, implementing, producing and communicating information),

g) be able to follow academic discussion, and

h) dispose on skills in written, oral and digital communication.

Furthermore, teachers educated in the sense of this profile should be able to
develop, what is called “The world view of a historian”, i.e.

a) emphasis on values of classical humanism,

b) thinking about the social and ethical dimensions of history,

¢) describing the past and present reality and its diversity in a way that can
persist critical inquiry,

d) have a critical attitude to knowledge, beliefs and values.

In addition, the subject specific qualifications are required to be related to the
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pedagogy of teaching in the multicultural classroom, the understanding of pu-
pil’s development and learning, theories and pedagogy of teaching, and, as the
main aim, create a basis for the trainee teacher’s own professional development
as an expert in teaching history.

In this second conception, the history teacher is attributed the task to present
the historical narratives as coherent and integrative factors of human societies;
subject history seems to be understood as a program that contributes to the uni-
versal culture of human societies.

3) The history teacher as an active developer of historical culture

Curricula at other institutions, like the Russian Academy of Teacher educa-
tion, Moscow, promote aims in the curriculum, which are similar to profile 2 as
far as they concern historical knowledge and methodological skills, but put more
emphasis on the performance of the history teacher as an active participant of
and as a developer of the historical culture at different levels of society, e.g. the

a) Activities within the scientific community, by e.g. organizing scientific
conferences, writing and editing scientific publications,

b) Activities in the educational system, e.g. practical use of and basic know-
ledge of educational activities; analysis and interpretation of political, so-
cio-cultural, economic and civilizing aspects of historical processes,

¢) Activities in school and school administration, e.g. preparation and
processing of evaluations, work with databases and information systems,

d) Activities in the local community, e.g. realization of historical, cultural and
local history functions in cooperation with local cultural institutions like arc-
hives and museums,

e) Activities towards the more general dimensions of society, e.g. working out
historical and socio-political aspects in cooperation with analytic centers, public
and governmental organizations and with medjia.

In this third conception the history teacher is attributed an active role in the
concrete social and cultural environment, where she/he is expected to work. The
history teacher is understood as a person who shares responsibilities not only
with the school system where she/he is teaching, but with the community and/or
the society she/he is living in.

4) The history teacher as mentor for acquiring knowledge and methodology of
socio-political and historical analysis and interpretation

The forth profile integrates aspects of historical literacy as well as literacy of
social and political sciences aiming at educating teachers who are able to support
the development of self-reflective and socially responsible young citizens. It puts
the history teacher in the role of the mentor, who supports the pupils or students
in acquiring knowledge and methodology of socio-political and historical analy-
sis and interpretation. Such profile, as proposed e.g. by the University of Applied
Sciences, Aarau (CH), promotes an integrative approach to historical learning
with a strong emphasis on aspects of Citizenship Education. The main goals for
initial teacher education in this curriculum are,

a) To bring up important contents and themes of the regional, national, Eu-
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ropean and extra-European history in different eras,

b) To acquire historical knowledge (political, economic, social, cultural, envi-
ronmental and gender aspects),

¢) To learn how to find and disclose (critical and appropriate) historical
sources and materials, to initiate research on the contexts, to interpret the ma-
terial and sources and therein identify the historical dimensions of the present,

d) To acquire knowledge on different ethical dimensions of subject history
from different points of view such as politics, religions and human rights,

e) To acknowledge and respect the diversity in human existence,

f) To learn how to use basic strategies for participation in the society.

More than many other curricula, this forth type is based explicitly on socio-
logical and educational theories and gives reference to concrete didactic models,
so that the trainee teachers can get a sound scientific basement and reflection of

their education''.

3.2.2. Examples for the Education and Training of Second-Order
Concepts of Historical Thinking and Learning

1) The relevance of * historical consciousness’ and “ historical culture’

Within the last thirty years the understanding of the school subject “history”
has changed quite substantially: Today, most theoretical discussions in history
didactics converge in the idea that the main goal of the school subject “history”
consists in the development of “historical literacy”, “historical thinking” (Seixas,
Morton, Colyer & Fornazzari, 2013; Seixas, 2017) and “historical consciousness”
(Seixas, 2004; Riisen, 2005) of pupils and students.

In daily practice, this shift of paradigm in “history teaching”—from the posi-
tivist approach to the past (chronology, “facts and figures”) and it’s clotted forms
in school teaching (“teaching to test”) to a sociological understanding of “history
teaching”, including qualitative elements of self-reflection and self-organization
in the conception of didactics of history (Ecker, 1997a, 1997b), putting the criti-
cal and reflective citizen in the center of an education of “historical literacy”, —is
still under debate.

However, the results of the CHE-study show a relatively broad acceptance of
the academic debate on “historical thinking”, “historical consciousness” and
“historical culture”. From the majority of institutions we heard about a more or
less positive trend towards the new conception of the subject “history”: Follow-
ing their answers, the trainee teachers of subject “history” receive a relatively

clear orientation for the development of “historical consciousness”, “historical

"As an example: The theoretical basement of this curriculum was differentiated into the following
aspects: 1) A professional profile of a history teacher, consisting of: Professionalizing of teachers:
Jiirgen Baumert, Lee Shulman, Hermann J. Forneck; 2) Concepts and/or theories of general didac-
tics/ pedagogy: Systemic models of education: Andreas Helmke, Kurt Reusser, Helmut Fend; 3)
Concepts and/or theories of history didactics: Historical competences: Peter Gautschi, Hans-Jiirgen
Pandel, Klaus Bergmann; 4) The following training model: Training models influenced by Helmut
Messner, Fritz W. Staub, Hans Aebli, John Dewey; 5) The following curriculum model: Stefan
Hopman, Rudolf Kiinzli; 6) The following theories of learning: Helmut Messner, Walter Edelmann,
Franz E. Weinert.
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thinking” and “historical culture”. When asking in the CHE-Study for these
conceptual aspects in subject history courses, whether they were regarded as be-
ing “extremely important”, “very important”, “important” or “not so impor-
tant”, approximately two third of the institutions reported that aspects of “his-
torical consciousness” (Figure 8) were taught explicitly in subject history
courses either “extremely often” (=in more than 75% of the courses), or “very
often” (=in more than 50% of the courses) or at least “often” (=between 30% and
50% of the courses). We got similar answers for the aspect “historical culture”
(Figure 9).

In comparison to the previous study, more emphasis was also given to the
training of analytic skills, e.g. by the analysis and comparison of different histor-
ical narratives, by construction and de-construction of historical narratives, or
by the analysis and comparison of narratives in history textbooks.

2) Concepts of history teaching for living in diverse societies: multicultural,
linguistic and gender aspects

As pedagogues in history, we aim at educating historically well informed and
trained citizens for today’s and tomorrow’s societies (Stevick & Levinson, 2007;
Stradling & Rowe, 2009). Among other skills, the development of analytic skills
can contribute to reduce biased historical interpretation. A history teacher, who
will be trained to discern as clearly as possible between evidence of historical
sources and ideologically affected interpretations or other narrow, missionary
and one-dimensional positions in historical narratives, might contribute to the
education of a critical citizen (Cajani & Ross, 2007; Arthur & Cremin, 2012).

These citizens are expected to be aware of their individual role and position in
political and social life, but in addition, they are equally expected to contextual-
ize their individual situation to the historical developments of society and cul-
ture in diverse and multicultural dimensions.

As regards such multicultural aspects in history teaching (Figure 10), the

Historical consciousness

18
10
8
4 4
. :
Extremely often  Very often [in Often[in Not so often[in  Hardly[in less Not at all
[inmorethan morethan50% between30and between10and than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 8. Representation of the concept “historical consciousness” in subject “history”
courses of full study programs for history teachers’ education, European survey, study
year 2009/10.
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Historical culture

15
11
8
7
2 2
Extremely often  Very often [in Oftenl[in Not so often[in  Hardly[in less Not at all
[in morethan morethan50% between 30and between10and than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 9. Representation of the concept “historical culture” in subject “history” courses
of full study programs for history teachers’ education, European survey, study year
2009/10.

Multicultural aspects in history teaching

12 12
10
6
4
3
Extremely often  Very often [in Oftenl[in Not so often[in  Hardly[in less Not at all
[inmorethan morethan50% between30and between 10and  than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 10. The representation of “multicultural aspects” in full study programs of history
teachers’” education, European survey, study year 2009/10.

curricula differ quite substantially. In general, despite the ongoing debate on the
concept of multicultural history, the European survey is not very convincing for
this concept. About 60% of the institutions report that multicultural aspects
were either “hardly” taught (=less than 10% of the courses) or “not so often”
taught (=between 10 and 30% of the courses) or ,not at all’ taught in the teacher
training courses. Thus, we have to assume, that multicultural approaches do not
belong to the well established standards in the European teacher training curri-
cula so far.

Aspects of civic education, such as the concept of “representative democracy”,
the concept of the “rule of law” and other relevant concepts on political systems
and civic institutions get more attention in the subject history curricula. As al-
ready attested in the European report of the ICCS-Study (Kerr, Sturman, Schulz
& Burge, 2010), the students’ civic knowledge is among the relatively well estab-
lished standards in European secondary school education. The ICCS-report even
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asserts that “the European average on the ICCS international civic knowledge
scale was higher than the average of all ICCS countries” (Kerr, Sturman, Schulz
& Burge, 2010: p. 48). These findings from the ICCS-Study about the pupils’ civ-
ic knowledge also hold, in general, for the trainee students of history teachers’
education at universities and pedagogical universities.

However, we would not agree from the CHE-findings for the trainee teachers
to be sufficiently educated to become active citizens or to dispose on sufficient
competences and skills to live in diverse and multicultural societies (Psychogi-
opoulou, 2016)—nor, to be trained to educate the next generation in this sense.

As can be seen from the next two tables, key-concepts for the understanding
of today’s political and social systems like “cultural and/or linguistic diversity in
society” (Figure 11) or “gender history” (Figure 12) still play a minor role in the
history teachers’ training programs:

Even more surprising are the findings concerning the concept of “gender his-
tory”: This concept has been developed and established in European historical
research already since the 1970ies. However, the survey on the actual teacher
training curricula shows that “gender history” as a concept of historical analysis
and reflection has not gained much space in the education of the European his-

tory teachers so far.

3.2.3. Examples for the Education and Training of the Teacher’s Skills:
Subject Methodology, Didactic SKkills, Social, Communicative,
Reflective SKills, Training of Skills for Active Citizenship

Another set of questions went to the training of historical methods during sub-
ject history courses. .We asked among other, which of the following methods are
trained explicitly and to which extent: Hermeneutics of history, Quantitative
analysis of data, Working with statistics, Qualitative analysis of data, Discourse
analysis, Oral History, Action research, Working in and with archives, Working
in and with museums, Working with media sources (pictures, films). We will
not refer to these findings in detail in this first overview, but we can conclude,

Cultural/linguistic diversity of societies

9 9
extremely often  Very often [in Often[in Not so often[in  Hardly[in less Not at all
[inmorethan morethan50% between30and between10and than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses)

Figure 11. The representation of “cultural/linguistic diversity of societies” in full study
programs of history teachers’ education, European survey, study year 2009/10.
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Gender history

17
14
6
5
0 0
Extremely Veryimportant Important{in ~ Notimportant Hardly used[in  Notuseatall

important [in  [in usein more use in between [inusein use in less than
useinmorethan  than50% of 30 and 50% of between 10 and 10% of courses]
75% of courses] courses] courses) 30% of courses]

Figure 12. The representation of “gender history” in full study programs of history
teachers’” education, European survey, study year 2009/10.

that the skills and abilities described above get growing attention in various
teacher training curricula. Hence, there is a tendency to put more awareness on
the training of historical methods and to the development of the teacher trai-
nee’s skills to apply historical methods adequately, also when working in the
classroom.

A long set of questions referred to aspects of subject didactics. We ask for
the quantitative significance in training courses of aspects such as “construc-
tion and re-construction of historical narratives”, “history-textbook analysis”,
“analysis of school history curricula”, “use of historical research skills in
teaching” et al.

As concerns the pedagogical aspects of teaching, we asked about the signific-
ance of “intercultural dialogue in history teaching”, “conflict resolution and con-
flict management”. For the methodological aspects, we asked about the signific-
ance of training for “planning and organizing history lessons”, “observing the
teaching of history”, “analyzing the teaching process (e.g. by video)”, “teaching
history through directive structure”, “interactive teaching (e.g. pupil-centred
learning)”, “process-oriented forms of learning and teaching”, “organizing
project-work in history teaching”, “use of media in history teaching”, or “use of
information-technology in history teaching”.

These aspects will be discussed in detail in the full study, which is going to be
published in autumn 2018. Just to highlight a general impression from the data
survey: compared to the previous surveys of 2003/04 more emphasis seems to be
given today to aspects of classroom management, interactive forms of steering
the learning process, and process-oriented aspects of teaching and learning
(Ecker, 1997a, 1997b)*%

ZEcker, A. (1997a) Process-oriented didactics of history. New avenues in the initial training of his-
tory teachers at the University of Vienna, URL (last checked 25 July 2018)
http://www.geschichtsdidaktik.eu/index.php?id=150; Spanish version: (1997b) Didactica de la his-
toria orientada a los procesos. Nuevos caminos en la formaciéon de maestros(as) de educacion media
y media superior en la Universidad de Viena, URL (last checked 25 July 2018)
http://www.geschichtsdidaktik.eu/index.php?id=149.
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As far as subject didactics is understood in the narrow sense as the training of
methodological skills to deal with historical information, a strong effort has been
made during the last decade to bring such aspects into the curricula of teacher
education of history teachers.

To give the example, the survey in Figure 13 indicates a relatively strong em-
phasis given to forms of interactive teaching in subject didactic courses:

However, as soon as we look beyond such framework and ask for the more
complex competences of e.g. “bringing the historical information closer to the
environment of today’s students”, or “thinking in transdisciplinary dimensions”
(Figure 14) and/or “train the students to actively use the knowledge and skills
acquired during university courses”, there is not much encouragement by the
actual teacher training curricula to so.

1) Training in media literacy

Critical knowledge and adequate skills in dealing with media and different
communication systems has become central to historical thinking and learning
in today’s classroom. Historical media literacy includes: knowledge of produc-
tion of media; skills to critically analyze images and films and/or the ability to
contextualize sources and other historical information.

Although many training programs indicate to use media in their training
courses (Figure 15), relatively few emphasis seems to be given on eLearning and
new media, and very little training to the use of collaborative tools and Web 2.0.
Very little emphasis seems also to be given to the ability to an active production
of audiovisual products like CD-Rom, video, films and websites (Figure 16).

2) Training for co-operation and teamwork

Another example which shows some contradictions between the aims, given
by the curricula and the possibilities offered by the concrete training structures
can by exemplified by the key-competence for “co-operation and teamwork™:

Although most learning theories today agree on the importance of communi-

cation and face-to-face interaction in teaching and learning, the possibilities

Interactive teaching [e.g.pupil-centred learning]

16
9
5
4
. :
[ ]
Extremely often  Very often [in Often[in Not so often[in  Hardly[in less Not at all
[inmorethan morethan50% between30and between10and than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 13. The representation of “interactive teaching” in subject didactic
courses—European survey.
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Interdisciplinary cooperation in the history classroom

16

11

4
: .
Extremely often  Very often [in Often[in Not so often[in  Hardly[in less Not at all

[in morethan morethan50% between 30and between10and  than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 14. The training for “interdisciplinary cooperation” in subject didactic
courses—European survey.

eLearning and new media in history teaching

13
10
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5
3
Extremely often  Very often [in Often[in Not so often[in  Hardly[in less Not at all
[inmorethan morethan50% between 30and between10and  than 10% of
75% of courses]  of courses]  50% of courses] 30% of courses] courses]

Figure 15. The quantitative significance of training with “eLearning and new media in
history teaching” in subject didactic courses—European survey.

Production of audio-visual products like
CD-ROM, video, films, websites

20
10
8
4
2 2
Extremely often  Very often [in Often[in Not so often[in  Hardly[in less Not at all
[inmorethan  morethan50% between30and between 10 and than 10% of
75% of courses] of courses] 50% of courses]  30% of courses) courses]

Figure 16. The quantitative significance of training for “The production of audio-visual
products like CD-ROM, video, films, websites” in subject didactic courses—European
survey.
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to organize or even to simulate the complexity of a learning process during
teacher education courses remain insufficient. More than that, also the students’
communication and dialogue are not very much supported by the learning
structures offered during teacher education studies (Spector, Merrill, Merrien-
boer, & Driscoll, 2008).

The CHE-Study not only asked questions about the aims and the concrete
content of curricula, but also about the forms of teaching and learning. When
comparing the quantity of time, that was attributed during the entire period of
the study program to e.g. “lecture” on the one side and “workshops or other
forms of teamwork” on the other side, we noticed an average of about 50% of the
whole study time that students had to follow in “lecture” courses (Figure 17),
while an average of less than 10% was given to forms of teamwork and work-
shops (Figure 18).

The survey demands additional investigation, but the general picture is ob-
vious: Forms of communication which require cooperation and teamwork in the
learning process are not very much encouraged by the organization of teacher
education programs. In many training programs the “lecture” remains the do-
minant mode of teaching during teacher education and training, while team-
work, workshop and other forms of cooperative learning get less emphasis.
Consequently, there was also less emphasis given to the development of
process-oriented methods and skills.

Similar tendencies can be observed for communication skills such as the
training to provide oral and written feedback (Figure 19), or the training for
learning to active listening to the other (Figure 20). For the majority of training
programs both aspects have no prominent place in the teacher education curricula.

When we ask for the contribution of the teacher training curricula to aspects
of citizenship education, like the ability to analyze conflicts, to take history as a
field of learning not only about conflicts but also about conflict management

and conflict resolution (Figure 21), there is also not much encouragement
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Figure 17. Total time during study programs given to lecture and forms of teamwork (Figure
18 below) in comparison: Study programs of “History”, study year 2009/10—European survey.
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Teamwork, Workshop
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Figure 18. Total time during study programs given to lecture (see Figure 17 above) and forms
of teamwork in comparison: Study programs of “History”, study year 2009/10—European

survey.

Training to give oral/written feed back
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[in morethan morethan50% between 30 and between10and than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 19. The “training to give oral or written feedback” in subject didactic

courses—European survey.

Learning to listen
9

0

extremely often  Very often [in Oftenlin Not so often[in  Hardly[in less Not at all
[inmorethan morethan50% between30and between10and than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

T T

Figure 20. The “training to active learning to listen to the other” during subject didactic

courses—European survey.
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Conflict resolution and conflict management
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Figure 21. The training of conflict resolution and conflict management during subject
didactic courses—European survey.

coming from the guidelines of teacher training curricula so far.

3.3. Examples of Knowledge Management: The Choice of Content
and Methodology in the History Curricula

3.3.1. The Role of National History

The academic discipline “History”, as a special scientific “form” of reporting and

reflecting about the past, has been developed in the 19" and early 20" century

primordially as a national (and quite often nationalistic) narrative: the good an

glorious history of the patrimony, of the “fatherland” or the “motherland” stood

in the focus of such historical narratives.

The various forms of this (19th c.) historiography still have a strong influence
on the way(s), in which history is seen, investigated and taught today. For exam-
ple the new nation states in East and South Europe, like the Baltic States, the
Czech Republic, Hungary, Moldova, Poland, Slovakia, Ukraine, or the Balkan
states, e.g. Albania, Croatia, FYROM/Macedonia, Serbia or Slovenia have
strengthened efforts to build up their individual national history, as this seemed
to be the first and most important job of historiography.

Taking into account the results of the pilot studies (Ecker, 2003; Ecker, 2004),
we might assume that the transmission and reproduction of national narratives
is still regarded as the predominant task of history teaching in the secondary
schools of European countries. In this sense, the pilot study on ITT for history
teachers concluded: “National history and the construction of national identity
through history remain the predominant issues in all concepts, regardless of all
differences and variations” (Ecker, 2003: p. 56). These findings have been veri-
fied by the following comparative study from 2003/2006.

However, the recent findings of the CHE-Study of 2012/13 do not entirely
confirm this picture for the situation of history teachers’ education. When ask-
ing about the relation between local, regional, national, European and World

history (Figure 22), the percentage attributed to national history was on average
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Figure 22. The relation between local-regional-national-European and World history in
subject history courses, European survey, study year 2009/10.

less than in the previous study: In the ITT-Study of 2003/06 an average between
25% and 40% of the content in subject history courses was given to national his-
tory. In the CHE-study of 2010/13, an average between 25 and only 30% of the
content in subject history courses was given to national history. Hence, there is a
certain trend in the new teacher education curricula to give less emphasis to na-
tional history.

When looking on the spatial dimension of history apart from national history
in comparison to the previous ITT-study, the CHE-study indicated a higher
percentage that was given to European history (an average between 25% and
40%) and to World history (an average between 5% and 40%) today: The per-
centages given to World history showed a bigger variability. However, a majority
of countries indicated 20% or more that was given to World history and thus

confirmed the growing trend towards world and/or global history".

3.3.2. The role of World and Global History in the Curricula
As described above, in comparison with the previous ITT-Study, more emphasis
was given to world history and to global history in the various curricula today.

Up to now there is no sharp distinction between the notion of “World history”

“Due to the widespread autonomy of universities and teacher training institutes and due to the
principle of “freedom of teaching” of the individual teachers which is a high value at European uni-
versities, in many institutions, there exist a wider scope of interpretation of the given syllabus. As we
knew that we could not give here exact percentages of the amount that is given to one or the other
content or thematic aspect, we asked for the average proportion that is given 1) to World History, as
a spatial aspect of historical reflection, in relation to local, regional, national and European history,
and 2) to global history, as a thematic aspect, in relation to political, economic, social or cultural
history.
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and of “Global history” even in historiography'*. For our study we proposed to

»

make the distinction between “World history” as referring primordially to the

spatial dimension of non-national and non-European history (with emphasis on

»

classical political history), and “Global history” as referring to the thematic di-
mensions of global historical narratives, describing in a systematic, comparative
approach, e.g. global aspects of politics (conflicts and conflict resolution),
economy (labour, transport, resources, energy, food), society (population, mi-
gration; social classes and conflicts, gender, ethnicities), culture (religion, inter-
cultural dialogue, aspects of global memory) or the environment.

Typical topics of World History, which are recommended to be elaborated in
history courses in the majority of the curricula, were

1) Colonialism (European colonial policy after 1750)

2) Colonization and Independence processes in the 19" and 20" century

3) Imperialism in a global view

4) World War I

5) World economic crisis 1929; The Depression

6) Fascism in a global view

7) World War II

8) The “New World Order” after 1945 (political, economic processes)

9) Decolonization after 1945

10) The Cold War—global aspects

11) International political conflicts in contemporary history"

12) The changing role of America and Asia in the 20™ and the 21* century

13) International Organizations and Systems of Alliances.

In addition, topics regarded as World history in the curricula are

1) (Antiquity): Alexander’s imperium from Greece to India

2) Asia (India, China) in Ancient time

3) Pre-Columbian American civilizations

4) The “discovery” of America and other parts of the world between 15" and
17" century

5) Colonial Empires; Colonial powers; Colonial wars

6) Colonization of Africa and Asia in the 19" century (cf. Imperialism)

7) American war for independence

8) American civil war

9) Imperial China, imperial Japan; Imperial China and the rise of modern Ja-
pan.

10) World War II on the Pacific Ocean

'As concerns history teaching, the notion of ,World history’ is in use to indicate all kind of histori-
cal narratives which are not regarded as part of the national history. Consequently, in quite a num-
ber of countries, there exist(ed) two textbooks per age group, one including the national narrative,
the other textbook including the extra-national narratives, regardless their focus on European or
World history.

Ye.g. VU Brussels (BE): prescribe a history course (6 ECTS) which allows a thorough analysis of two
specific themes like the conflicts in Middle East (Israel—Palestine; Irak etc.) and in East Asia (Korea;
Vietnam). Similar topics are taught at Univ. of Bergen (NO).
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11) The role of the United States as “World Power” (a critical view); American
interventionism

12) Russia as imperial power; The role of the USSR in the world

13) The “Third World’ problems

14) Decolonization in Africa

15) Modern/recent history of Asia and Africa

16) Modern/recent history of Europa and America.

In view of global processes of economic, social and political developments,
national historical narratives tend to be more and more inadequate or constrict-
ing. Consequently, new paradigms of historiography have emerged during the
last four to five decades: e.g. economic and social history, every-day-life-history,
gender history, cultural history and global history (Welch, 2013). These trends
have been reflected also in the teacher training curricula: when regarding the
thematic aspects of history, as shown with Figure 23, the CHE-Study indicates
more attention to be given to transnational aspects of historiography, such as
social, economic and cultural history.

Typical topics of Global History, which are recommended to be elaborated in
history courses in the majority of curricula, are

1) The understanding of time and space over times and in different cultures

2) The relation between man and nature over times and in different cultures

3) Food and society in Prehistory, in Classical Antiquity...

4) Agrarian societies from ancient times until today

5) Feudal Systems

6) The development from feudal systems to industrial systems

100%
90%
80%
70%
60%
50%
40%
30%
20%
10%

0%

B Political history @ Social history B Economic history @ Global history B Cultural history

Figure 23. The relation between political-social-economic-global and cultural history in
subject history courses—European survey, study year 2009/10.
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7) Main trade routes/naval routes and their influence on economies

8) Capitalisation of Economy

9) Colonialism

10) Industrialisation in Europe and in other parts of the World; industrialisa-
tion and modernisation processes

11) Different forms of division of labour in their relation to changes in econ-
omy

12) Social Movements in the 19" century; labour movements

13) Imperialism

14) Economic dependencies in a global perspective; globalization of econo-
mies

15) Demographic changes and their possible causes

16) Urbanisation as a global phenomenon

17) Migration; migration movements

18) National minorities in their relation to minorities; ethnic rights

19) History of religions (Christianity, Islam, Buddhism...)

20) Environmental history; globalization and ecology

21) Women emancipation.

In addition, topics regarded as Global history in the curricula are

1) The development of political systems in comparison

2) Economic and social developments in selected areas of the world in com-
parison

3) The analysis of constitutions of various states in comparison

4) The interdependency between economic and political decisions

5) Changes of economy: theoretical basement and statistical evidence

6) Changes of economic systems/of international economic relationship in the
long term run

7) Labour and entrepreneurship

8) The formation of post-industrial societies in Western Europe and in the
USA

9) Gender relations in different parts of the world in comparison

10) Prosperity for all? Consumer industry and culture in the 20® and 21 cen-
tury

11) The automobile: A symbol of modernism and postmodernism?

12) Peace—term and theory, ethics and political practice: an introduction to
peace and conflict research

13) Christian mission (critical view)

14) History of World Culture in the 20™ century.

However, when asking about the attention that is given to aspects of global
education in the overall conception of teacher education for subject “History”, the

importance given to such aspects is still relatively small, as illustrated in Figure 24.

3.3.3. Aspects of Civic/Citizenship Education in the History Curricula
I would like to conclude this first overview on the results of the comparative
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Global education
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[in morethan morethan50% between30and between10and  than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 24. “Global education” as represented in the history curricula—European survey.

study by bringing the attention back to the genuine question of the CHE-study.
How far and to which extent can we relate the history curriculum to the goals,
the content and the skills requested for the education of today’s citizens?

As discussed in the introduction, educational institutions agree widely on ba-
sic concepts to be promoted by citizenship education in the 21* century. We
have put some of them in our questionnaire aiming at getting an insight in the
concepts of the history curricula.

We have asked for aspects of civic and/or citizenship education in the history
curriculum in three dimensions: We asked for epistemological aspects of civ-
ic/citizenship education represented in the curriculum, we asked for the training
of skills for active citizenship and we asked for concepts that are frequently re-
lated to citizenship education such as global education, human rights education
et al. whether and to which extent they are represented in the teacher education
curriculum of subject “history”. Here are some results:

In general a relatively high emphasis in the history curricula is given to politi-
cal literacy, to knowledge of political systems as well as to knowledge on social
conflicts and their resolution.

When looking on aspects dealing with skills education, however, the answers
given for the history curricula show a different picture. Not so much importance
is given to the training for active citizenship: the overall picture shows a rather
diversified approach to the training of such skills.

Another aspect that is strongly connected to the history of the 20" century is
also not as much represented in the history curriculum as we would probably
expect it to be: The “training for active fighting racism and xenophobia” gets not
very much attention in general.

It might be surprising that even general European values like “human rights
education” (Figure 25) and “peace education” (Figure 26) do not get very much
attention in the history curricula so far.
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Human rights education
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Figure 25. “Human rights education” as represented in the history curricula—European
survey.

Peace education
8
4
0 - D D
extremely often Very often [in Oftenlin Not so often[m Hardly[in less Not at all
[inmorethan morethan50% between 30and between10and  than 10% of
75% of courses]  of courses] 50% of courses] 30% of courses] courses]

Figure 26. “Peace education” as represented in the history curricula—European survey.

4. Conclusion

The comparative study on the initial education of teachers in the European
Higher Education Area aims at contributing to an evidence-based discussion on
the historio-political education of the next generation of European citizens, and,
in particular, of the teachers of subjects “History”, “Civic/Citizenship Educa-

» <«

tion”, “Social/Cultural Studies” and “Politics”. Teachers of these subjects are ex-
pected to give orientation and advice as concerns the political and social identity
of the next generation of European citizens.

As shown in various details, the results we have got from this survey brought
into light a rather heterogeneous picture of the structures and the organization
of education of teachers for the Civic and History Education in Europe. While
the subject oriented knowledge and skills are in the process of being adapted and

developed towards an understanding of history teaching related to the globally
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discussed concepts of “historical consciousness”, “historical thinking” and of
“historical culture”, some key competences which are expected to give orienta-
tion on the political and social dimensions of the European society like dealing
with gender issues, dealing with diversity, dealing with human rights are partly
missing a clearer theoretical basement as well as a clear representation in the
curricula of teacher education.

New conceptions for the Education for democratic citizenship have been de-
veloped for the 21* century in the framework of the European Commission and
in the framework of the Council of Europe.

The Annual Conference of The Steering Committee for Educational Policy
and Practice (CDPPE)'® at the Council of Europe opened the floor in February
2013 to present and discuss the main results of the CHE-Study in the framework
of the European educational politics. The results presented at the confe-
rence—and published in this paper—have thus been reflected and committed at
the level of educational politics by all the 47 member states of the Council of
Europe, being actually the largest intergovernmental organization of Europe.
The findings of the CHE-Study have become subject of further discussion and
had strong influence on the Council of Europe’s new project on “Educating for
Diversity and Democracy: teaching history in contemporary Europe”
(2016-2019).

The European Association of Teacher Educators, Euroclio’, and the Interna-
tional Institute of Textbook Research, the Georg-Eckert-Institute, were involved
in the CHE-study as partners as well so that the results of the CHE-Study are
subject of reflection and new project initiatives also in the framework of these
influencing international NGOs.

First results of the CHE-Study are now available on the web-portal of the
project (CHE, 2012), and the full study will be published by the Council of Eu-
rope.

However, when looking in the more recent teacher education programs,
common standards as concerns the goals, the content and the methodology in
teaching the CHE-subjects and in acquiring the necessary skills to educate for an
“active citizenship” are not that much visible so far.

The European Higher Education Area offers a unique framework for further
developing the concepts for teacher education in the CHE-subjects in the sense
of a European identity. Asking whether the actual curricula for teacher educa-
tion in the CHE-subjects are written to promote knowledge, skills and values for
the education of the European and global citizens of the 21" century, we observe
valuable progress on both the level of content and the level of methodolo-
gy/didactics. There might be stronger emphasis on the development of skills and
competences for acting as active, critical and responsible citizens, and there

might be stronger debate on the values, the goals, the scientific basement as well

1See the website of the Steering Committee for Educational Policy and Practice (CDPPE) at the
Council of Europe, URL (last checked 22 July 2018) https://www.coe.int/en/web/education/cdppe.
17See the website of Euroclio, URL (last checked 22 July 2018) http://www.euroclio.eu/new/index.php.
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as the content and the methodology of a historio-political education for the 21*
century.

Having in mind the actual demographic turn of secondary school teachers,
right now is a good moment to invest in the upcoming generation of young
teachers in the CHE-subjects.
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