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Education level is an important predictor of whether people are
open or closed to globalisation in Western Europe. While those
with higher education levels support immigration and further
European unification, those with less education are wary of the
inflow of foreigners and tranferring national sovereignty to the
European Union. Although this association is well-established,
we currently lack a clear understanding of what the exact
role of education is in crystallising these orientations. In this
dissertation, I open this ‘black box’, and examine to what extent,
and how, education shapes openness towards globalisation.
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Chapter 1

1.1 Introduction
Under the umbrella of globalisation, the rise of international organisations such as the
European Union (EU), the removal of trade barriers, and the mixing of cultural backgrounds
have fundamentally changed the lives of people in Western societies (De Beer & Koster, 2009).
For a long time, a ‘permissive consensus’, i.e., a passive approval, among citizens surrounded
issues related to the lowering of national borders and international cooperation in Western
Europe (Hooghe & Marks, 2009). However, this no longer applies, as the consequences of
globalisation have become heavily politicised in recent years (Walter, 2021). For instance, the
Brexit referendum and the electoral success of nationalist and anti-immigration parties in
many Western European countries demonstrate the public backlash against institutions that
allow for cross-border political, cultural, and economic interactions (Hobolt, 2016; Norris &
Inglehart, 2019).
Following the seminal work by Kriesi et al. (2008), a growing body of research argues that
globalisation polarises societies into distinct social groups that have opposing views on
the opening of the national community to international influences (De Wilde et al., 2019;
Hooghe & Marks, 2018; Teney et al., 2014). In general, citizens who embrace globalisation
perceive opportunities that accompany the increased mobility across borders, hold universal
(liberal) values, and feel part of a European community. In contrast, those who reject these
developments feel that their economic security and way of living are under threat by the
inflow of foreigners into the country, identify exclusively with the nation state, and are wary of
transferring national sovereignty to transnational institutions such as the EU (see for detailed
discussion Zürn & De Wilde, 2016).
Consequently, scholars argue that Europe is experiencing the emergence of a new line of
social and political contestation that pits the proponents of international openness and
cultural diversity against those who wish to maintain or reinstate national borders to
protect the integrity and homogeneous culture of the national community (Hooghe & Marks,
2018, p. 110). In the literature, many labels are applied to this divide: green, alternative,
libertarian (GAL) vs. traditional, authoritarian, nationalist (TAN; Hooghe et al., 2002; Hooghe
& Marks, 2018); demarcation vs. integration (Kriesi et al., 2006, 2008, 2012); parochialism vs.
cosmopolitanism (De Vries, 2018b); authoritarianism vs. libertarianism (Evans et al., 1996;
Stubager, 2008, 2010, 2013); communitarianism vs. cosmopolitanism (De Wilde et al., 2019);
and universalism vs. particularism (Bornschier et al., 2021). One important building block
of these different conceptualisations is the observation that the issues of immigration and
European unification are especially central to this dimension (Jackson & Jolly, 2021; Van
der Brug & Van Spanje, 2009).

10
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Along this continuum, education serves as an important socio-structural determinant in
Western Europe (Bovens & Wille, 2017; Häusermann & Kriesi, 2015; Kriesi et al., 2008). A large
body of work shows that education is strongly and positively correlated with attitudes that
are central to this new line of conflict, such as European unification (Hakhverdian et al.,

1

2013; Kuhn et al., 2016; Lubbers & Jaspers, 2011) and immigration (Cavaillé & Marshall, 2019;
Hainmueller & Hiscox, 2007; Hainmueller & Hopkins, 2014). Although the positive association
between education and these attitudes is well established, previous work tends to treat
education as a ‘black box’ explanation for differences in political preferences (Hillygus, 2005;
Surridge, 2016). Hence, we currently lack a clear understanding of what the exact role of
education is in crystallising these orientations. In this dissertation, I open this ‘black box’
and assess the importance of education in weakening people’s exclusive attachment to the
national community and its homogeneous culture and institutions, i.e., support for European
unification and immigration, or what I label ‘openness towards globalisation’.
The central question of this dissertation is therefore the following:
To what extent and how does education contribute to shaping openness towards globalisation,
i.e., support for European unification and immigration, among Western European citizens?
This chapter provides an overview of the rationale, theoretical framework, and main findings
of the dissertation. I begin by contextualising the educational divide and describe the
conventional ‘education-as-cause’ model, which posits that education confers important
values and skills that (causally) enhance openness towards globalisation (Kriesi et al., 2008).
However, I critique this model on the basis that it fails to take into account that students do not
enter the education system as a tabula rasa (Bourdieu & Passeron, 1977; Neundorf et al., 2016;
Neundorf & Smets, 2017). Building on the existing literature, I discuss the ‘education-as-proxy’
model as an alternative explanation (Kam & Palmer, 2008; Persson, 2015; Persson et al., 2016);
it states that important differences between education levels are already in place prior to the
beginning of education due to pre-adult factors, most notably parental socialisation. Moreover,
the same factors that help shape political attitudes also impact educational attainment, thus
masking the importance of people’s social origins (Persson, 2012; Sieben & De Graaf, 2004).
In what follows, I discuss the research strategy of this dissertation and the main conclusions
from the theoretical-empirical chapters. In short, I find empirical evidence which questions
the education-as-cause model and that corresponds more to the education-as-proxy model
(Chapter 2 and Chapter 3). Thus, I add to a growing field of research that challenges the widely
held belief that education has a causal impact on attitudes central to this new dimension
(Finseraas et al., 2018; Kuhn et al., 2021; Lancee & Sarrasin, 2015; Weber, 2020). In the absence
of a conclusive causal effect regarding education in Chapter 2 and Chapter 3, I expand on the
11
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education-as-proxy model and demonstrate that the attitudes of intergenerational, socially
mobile individuals partly reflect the social milieu of origin (Chapter 4). Finally, I show that the
impact of social origins on openness towards globalisation is potentially perpetuated by the
social segregation of secondary schools (Chapter 5). In brief, I demonstrate in this dissertation
that education cannot be conclusively causally linked with openness towards globalisation,
and thus, that this educational divide is likely to be partly intergenerational in nature, as
predicted by the education-as-proxy model. I conclude this chapter with a discussion of the
broader implications of this dissertation and suggest possible pathways for future research.

1.2 Education and the new ‘globalisation’ dimension
The point of departure for this dissertation is the assumption in the existing literature that
educational attainment provides the social basis of a new political conflict dimension in
Western European societies that revolves around the consequences of globalisation (Hooghe
& Marks, 2018; Kriesi et al., 2006, 2008). Historically, most countries in Western Europe were
especially divided by a socio-economic left-right dimension and a religious-secular dimension
(Bornschier, 2009; Deegan-Krause, 2009). These conflicts were fuelled by large macro-social
changes that affected social groups differently, which led to contestation within societies
regarding how to respond to these changes (Stubager, 2010, p. 507). For instance, Lipset and
Rokkan (1967) have demonstrated how fundamental societal transformations, such as the
‘National Revolution’, i.e., the separation of church and state, and the ‘Industrial Revolution’,
pitted the religious against secularists and workers against business owners. Consequently,
citizens’ position along these lines of conflict could largely be determined on the basis of their
social class and religious denomination.
Since the 1990s, the transformative processes of globalisation and European unification have
again dramatically changed the structure of political conflict in Western European societies
(Hooghe & Marks, 2018). In addition to the traditional political dimensions, under pressure
from the transfer of national authority to the EU and the inflow of non-Western immigrants,
these existing lines of conflict are overlaid by an independent ‘globalisation’ dimension that
divides societies into groups that are open to globalisation, as they perceive possible benefits
through the lowering of national borders, are comfortable in a multicultural society, and feel
part of a European community, versus citizens who are suspicious of international influences
and feel exclusively attached to the national community, its homogeneous culture, and
political institutions (De Wilde et al., 2019; Hooghe & Marks, 2018; Kriesi et al., 2006, 2008, 2012)
This new structure in Western Europe is depicted in Table 1.1. I use the European Parliament
Election Study (EES) of 2019 (Schmitt et al., 2020), a cross-national representative survey of the
12
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Table 1.1. Structure of citizens’ attitudes using principal-component factor analysis
Control of the economy
Redistribution of wealth
Same-sex marriage
Civil liberties
Immigration
Environment
European unification
Eigenvalue
R2

Factor 1
0.602
0.728
0.551
0.551
0.031
0.701
-0.017

Factor 2
0.113
0.101
-0.237
-0.153
0.778
-0.018
0.770

2.00
0.286

1.92
0.185

1

Note: Calculation based on EES 2019. Varimax rotation. Factor loadings above 0.50 are printed in bold.
Countries included: Austria, Belgium, Denmark, Germany, Finland, France, Greece, Ireland, Italy, Luxembourg, Netherlands, Portugal, Spain, Sweden, and the United Kingdom. N = 11,473. Data is weighted by
sex, age, region, urbanity, and education.

populations of the 28 member states of the EU that was administered after the 2019 elections
for European Parliament. I apply exploratory principal-component factor analysis with varimax
rotation1 to show the dimensionality of citizens’ political attitudes on seven salient issues in
European politics that are available in the EES: state regulation and control of the economy,
redistribution of wealth, same-sex marriage, civil liberties, the environment, immigration,
and European unification.2 As Table 1.1 shows, a clear two-dimensional structure is visible in
Western Europe. On the one hand, a left-right dimension is defined by redistributive issues
and the environment, and to a lesser extent ethical issues, such as same-sex marriage and civil
liberties. In addition, an independent, second dimension is characterised by issues that tap into
the consequences of globalisation for the national community, namely European unification and
immigration (De Vries, 2018b; Jackson & Jolly, 2021; Van der Brug & Van Spanje, 2009).
Although electoral competition in Europe always predominantly occurred on the socioeconomic left-right divide, it has also been argued that this increasingly occurs along the ‘second’
dimension (Abou-Chadi & Hix, 2021; Kitschelt, 1994; Kriesi et al., 2008). Research has found that,
today, people’s political identities are defined by electorally salient issues, such as immigration
and the EU, rather than traditional redistributive issues (Bornschier et al., 2021; De Vries et al.,
2013). Simultaneously, we see the electoral growth of social-liberal and Green parties at the
internationalist end of this divide; these advocate for cultural diversity and strong international
institutions (Ford & Jennings, 2020; Rooduijn et al., 2017). On the nationalist end, we see the rise

1 Varimax rotation was used because it is theoretically assumed that these dimensions are orthogonal.
The results remain identical when a correlation between factors is assumed.
2 For the specific wording of each item and the answering options, see Appendix A.
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Figure 1.1. Support for European unification and immigration by education level in 15 Western European
countries
Note: Calculations were based on the ESS 2018 (Round 9). Education levels were classified as low (ESISCED I + ES-ISCED II), middle (ES-ISCED IIIb + ES-ISCED IIIa + ES-ISCED IV), and high (ES-ISCED V1 +
ES-ISCED V2).3

of the populist radical right, which shares a nativist party platform that wants to preserve the
national community and halt immigration (Bornschier, 2010).
Where one stands along this divide is strongly correlated with educational attainment (Bovens
& Wille, 2017; Hooghe & Marks, 2018; Stubager, 2010). Using the European Social Survey (ESS)
of 2018, Figure 1.1. shows the attitudes towards European unification and immigration among
lower-, middle-, and higher-educated citizens in 15 Western European countries, both non-EU
and EU members. Support for European unification is measured with the question, ‘Some
people think European unification has gone too far; others believe it should go further. What
is your position?’
Support for immigration is measured with a composite index from zero to 10 consisting of
three statements: (1) immigration is bad or good for the economy, (2) the country’s cultural
3 ES-ISCED-I (less than secondary), ES-ISCED-II (lower secondary), ES-ISCED-IIIa + ES-ISCED-IIIb (upper
secondary education), ES-ISCED-IV (advanced vocational training), ES-ISCED-V1 (lower tertiary), and
ES-ISCED-V2 (higher tertiary).

14
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life is undermined or enriched by immigration, and (3) immigration makes countries a worse or
better place to live.4 All three items have an original scale from zero to ten, with higher scores
indicating a more favourable opinion towards immigration.

1

Figure 1.1. shows that, although there are some minor differences between countries, the
larger pattern demonstrates that the group with the most years of education is more likely
to support further European unification and immigration. This pattern is especially visible
in the Northern and Western EU member states (Bovens & Wille, 2017; De Vries, 2018a).
Moreover, we see that the gap between lower- and higher-educated people who support
European unification is basically non-existent in Portugal, while the gap is especially wide in
Denmark (for detailed discussion on the educational divide in Denmark see Stubager, 2010).
For immigration attitudes, the gap is smallest in Switzerland and widest in Finland. In sum,
across Western Europe, to varying degrees, we see that educational attainment stratifies
citizens’ openness towards globalisation.
In this dissertation, I aim to show what the educational gradient in openness towards
globalisation is and how it occurs. In the following sections, I provide a baseline of the existing
theories linking education to the attitudes central to this line of conflict. In general, we can
differentiate between theories that argue that educational disparities in openness towards
globalisation are a direct consequence of education itself and contrasting perspectives that
argue that these differences are the result of people who are pre-disposed to be open towards
globalisation selecting into higher educational trajectories. These different theories are further
developed in the individual theoretical-empirical chapters.

1.3 Education as cause: cognition, socialisation, and
human capital
The (implicit) assumption within the literature is that education has a causal effect on these
preferences (Hooghe & Marks, 2018; Kriesi et al., 2008; Stubager, 2008, 2013). Existing research
generally lists three mechanisms that causally connect education with openness towards
globalisation, namely via the improvement of cognitive sophistication, the transmission
of universal liberal values, and by enhancing people’s human capital, which increases the
likelihood of benefitting from the lowering of national borders (Cavaillé & Marshall, 2019; Kuhn
et al., 2021; Lancee & Sarrasin, 2015). Together, I label these explanations the ‘education-ascause’ model. I provide an outline of the three mechanisms below.

4

The scale has a Cronbach’s alpha of 0.87, indicating a reliable measure.
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1.3.1 Cognitive sophistication
The first proposed mechanism to connect time spent in education with more openness
towards globalisation states that education ‘frees’ students from intolerant and nationalist
thought by improving their cognitive sophistication (Bobo & Licari, 1989; Meeusen et al., 2013).
The underlying assumption is that education stimulates rational thinking, which makes people
better equipped to cope with ambiguity and social change. Consequently, citizens with lower
cognitive skills are attracted to right-wing ideologies that minimise the complexity of social
reality and adhere to the status quo (Hodson & Busseri, 2012). Thus, it has been argued that
improved cognition reduces stereotyping and oversimplifying people with a different ethnic
or cultural background (Dhont & Hodson, 2014). Hence, through the improvement of rational
thinking, education leads to less anti-immigration sentiment and a less exclusive national
identity, which are important factors in explaining why people tolerate transnational political
projects such as the EU (De Vreese & Boomgaarden, 2005; Hobolt & De Vries, 2016; Hooghe &
Marks, 2005). In addition, Inglehart (1970) has proposed that the mass expansion of education
would bring about ‘cognitive mobilisation’, which would provide people with the necessary
cognitive capabilities to participate in a European community.

1.3.2 Socialisation into universal liberal values
One of the most common explanations of why education is associated with political
orientations is school socialisation theory (Hyman & Wright, 1979; Selznick & Steinberg, 1969).
Most education systems in European societies are based on core universal liberal values and
principles such as tolerance, democracy, and equal treatment (Coenders & Scheepers, 2003;
Hello et al., 2002). Education is assumed to transmit these universal values and principles to its
students in the process, creating an inner shift towards a liberal worldview (Hello et al., 2004;
Surridge, 2016; Thomsen & Olsen, 2017). The education system is therefore seen as pivotal in
socialising students into the official democratic culture and in stimulating tolerance for people
with a different way of life or worldview (Phelan et al., 1995; Vogt, 1997). Citizens who value
understanding, empathy, and tolerance for others have been shown to be less hostile towards
foreigners and have a higher probability of supporting transnational political projects such
as the EU (Davidov et al., 2008; Dennison et al., 2020, 2021).
Socialisation in education is assumed to take place via normative and informational influences
(Hastie, 2007b). According to the normative mechanism, the peer networks and school
environment in which pupils are embedded shape their attitudes. As educational institutions
endorse liberal values and principles in established democracies, pupils could feel pressure
to shift their attitudes in a liberal direction to be accepted in their broader environment. Thus,
the (liberal) norms and values that are propagated within the school can work as an important
benchmark for students in order to avoid social exclusion by peers (Mendelberg et al., 2017) or
punishment by teachers (Thomsen & Olsen, 2017). Finally, it has been argued that schools bring
16
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together a diverse group of students, exposing adolescents to a variety of social backgrounds
and worldviews, thus breaking down stereotypes and inducing democratic values such as
tolerance and equality (Hess, 2009; Parker, 2003).

1

According to the informational mechanism, students could experience attitude change
because specific courses and textbooks convey values and principles that alter students’
views (Stubager, 2008; Van de Werfhorst & De Graaf, 2004). For example, students from socially
oriented fields of study that stress human understanding are more likely to support liberal
positions (Surridge, 2016; Van de Werfhorst & Kraaykamp, 2001). Moreover, education policies
in Europe increasingly emphasise a post-national model of society in school curricula that
aims “to bind Europeans in a broad but common framework of values and in the political
project of promoting and protecting respect for democracy, human rights, equality, and other
universal values” (Keating, 2009, p. 146). In sum, while pupils are in the education system,
openness towards globalisation will increase as a consequence of longer exposure to liberal
values and principles.

1.3.3 Human capital
The final mechanism emphasises the implications of education when people leave the
educational system and enter the labour market. The less and more educated do not benefit
equally in economic terms from the lowering of national borders (Colantone & Stanig, 2018;
Kriesi et al., 2008; Teney et al., 2014). Studies have argued that those with more education
have ‘mobile’ knowledge and skills that are not bounded by the borders of the nation state
(Bornschier, 2010; De Wilde et al., 2019; Kriesi et al., 2008). Therefore, they are more supportive
of European unification, as it provides them with the opportunity to work, study, or live abroad
in other European countries (Gabel, 1998; Gabel & Palmer, 1995; Kuhn, 2015). Moreover,
because their skills are highly sought after by employers, they face less competition from
immigrants on the international labour market, reducing the perceptions of ethnic threat and
thus anti-immigration sentiment (Lancee & Pardos-Prado, 2013).

1.4 Education as proxy: the importance of family
socialisation
Scholars and policymakers widely believe that the education-as-cause model drives the
differences between less and more educated people in their openness towards globalisation.
However, the idea that schooling has a causal impact has been questioned (Kam & Palmer,
2008). The most problematic aspect is that the education-as-cause model fails to acknowledge
that education is not a ‘choice’ per se. That is, educational attainment is to a large extent an
inherited characteristic that is transmitted from parent to child (Goldthorpe, 1996). Since
17
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educational attainment is intergenerational, i.e., transmitted from parent to child, the type
of diploma obtained also reflects the social milieu in which people are raised and socialised
(Bourdieu & Passeron, 1977). This has important implications for how we interpret the positive
correlation between citizens’ educational attainment and openness to globalisation.
According to the education-as-proxy model, the parental educational milieu and pre-adult
socialisation in the family in particular are important in explaining differences in political
orientations between those with less and more education (Kam & Palmer, 2008; Persson, 2012,
2015).5 Since these background factors are also vital in determining education level, this masks
the importance of social origins and inflates the relevance of schooling (Sieben & De Graaf,
2004). Moreover, since statistical analyses often omit these background factors, some have
argued that the importance of education is overestimated in the existing literature (Persson
et al., 2016). In the first half of this dissertation (Chapters 2 and 3), I delve deeper into the
question of whether openness towards globalisation actually changes as students progress
through education levels. This necessitates moving beyond cross-sectional research designs
in order to fully understand the dynamics of political orientations.
The assumed importance of the family for determining not only people’s education level, but
also the content of their political preferences is central to the education-as-proxy model. In
the second half of the dissertation (Chapters 4 and 5), I zoom in on the importance of social
origins in shaping lasting political orientations. Early studies considered the family as one of
the prime agents of political socialisation (Jennings & Niemi, 1968; Langton & Jennings, 1968).
According to this body of literature, many political dispositions are acquired at a young age,
as preferences are still malleable; later, in adulthood, they are largely fixed (Kiley & Vaisey,
2020; Neundorf & Smets, 2017; Van Deth et al., 2011). During this period, children spend a
large amount of time in the home environment. Therefore, it is widely argued that parents
play a critical role in crystallising their children’s political orientations (Dalton, 1980; Glass et
al., 1986; Langsæther et al., 2020).
Various mechanisms have been proposed through which parental background continues to
influence the thinking of their offspring. First, through social status inheritance (Glass et al.,
1986) or parental socioeconomic status (SES; Beck & Jennings, 1982; Neundorf et al., 2013),
structural characteristics of the family spill over into children’s political preferences. For
example, adolescents from families with a higher SES are more likely to engage in transnational

5 ‘Education as proxy’ is not an ideal label for this model, as a proxy presupposes an indirect, perfect
measure of something else. In this case, that would imply that, since we cannot directly measure
social origin, we use education. This label thus fails to account for the causality issue, which is the
focal point of this theoretical model. However, the label is widely used in the literature on the effects
of education for political attitudes; hence, I also use it in the absence of other options.

18
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interactions, which are positively associated with feeling European (Kuhn, 2011, 2016).
Moreover, parental SES also helps form class-specific political attitudes (Langsæther et al.,
2020; Lipset, 1959). In addition to structural factors, cultural or dynamic factors can also play
a role; these stress the explicit characteristics of the family that form people’s opinions (Beck

1

& Jennings, 1982; Jennings et al., 2009). To illustrate, discussions about political and social
issues between children and parents provide the former with cues regarding where their family
stands ideologically, which makes it more likely that they will adopt their parents’ attitudes
(Quintelier et al., 2014). In sum, via social learning, imitation, and potentially biased exposure
to specific political ideas and principles, parents can pass on their political preferences to
their children.

1.5 Education and openness towards globalisation:
research approach
Synthesising the education-as-cause and education-as-proxy models, Figure 1.2. visually
represents the mechanisms this dissertation tests. The solid lines indicate the education-ascause model, through which education impacts cognitive sophistication, values, and human
capital, which in turn enhance openness towards globalisation. The dashed lines indicate
the education-as-proxy model. Here, social origins are expected to affect educational choice
while also shaping political attitudes.

Figure 1.2. Visual representation of the education-as-cause and education-as-proxy models as empirically tested in the dissertation.
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Considering the educational gradient in openness towards globalisation, I assess the extent to
which these attitudes are the result of differences in educational experience or are part of an
intergenerational transmission of orientations across generations. I do so across four chapters.
In Chapter 2 and Chapter 3, I analyse the relevance of the education-as-cause and educationas-proxy models by moving beyond mere cross-sectional correlations and assessing whether
attitudes change as a consequence of education using quasi-experimental (Chapter 2) and
panel research designs (Chapter 3) in combination with high-quality survey data. In brief, I find
inconclusive evidence in these chapters to describe education as a causal force.
In the absence of a clear and robust causal effect in Chapter 2 and Chapter 3, I shift attention
in Chapter 4 and Chapter 5 to the extent to which and how social origins impede the effects of
education in shaping openness towards globalisation. In Chapter 4, I build on insights from the
education-as-proxy model and test the extent to which socially mobile individuals’ political
orientations are influenced by both parental and their own education levels and whether
this relative importance is context dependent. In Chapter 5, I assess whether the influence of
parents’ backgrounds on their offspring’s attitudes towards globalisation can be perpetuated
within the school environment via school segregation. These two chapters suggest that social
origins are important for shaping views towards European unification and immigration, and
the influence of parental background on political preferences can potentially be sustained via
school segregation. A detailed overview of the four chapters is provided in Table 1.2.

1.5.1 A note on the data and measures used for openness towards globalisation
The overarching outcome of interest of this dissertation is people’s position on the new
‘globalisation’ dimension in Western European politics, or what I have labelled openness
towards globalisation. Along this continuum, those who are ‘open’ to globalisation support
strong international institutions and feel comfortable in a diverse and multicultural society
(De Vries, 2018b; De Wilde et al., 2019; Hooghe & Marks, 2018). On the other hand, citizens who
are more ‘closed’ to globalisation feel exclusively attached to the national community and are
wary of the mixing of cultures and transnational political institutions such as the EU. As I have
demonstrated throughout this chapter, these two opposing positions are especially formed by
and reflected in the issues of immigration and European unification (De Vries, 2018b; Jackson
& Jolly, 2021; Maxwell, 2020; Van der Brug & Van Spanje, 2009).
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European Social
Survey (ESS)

Does spending more
time in secondary
education lower
hostility towards
European unification?

To what extent do
fields of study differ
in enhancing people’s
openness towards
globalisation?

How does
intergenerational
educational mobility
affect people’s
openness towards
globalisation?

To what extent is the
social segregation of
schools associated
with the existence of
‘bubbles’?

2

3

4

5

International Civic
and Citizenship
Education Study
(ICCS)

European Social
Survey (ESS)

Longitudinal
Internet Studies
for the Social
Sciences (LISS)

Data source

Chapter Research question

Table 1.2. Overview of theoretical-empirical chapters

Belgium, Denmark,
Finland, The
Netherlands, Norway,
and Sweden (2016)

26 European
countries (2008–
2018)

The Netherlands
(2007–2020)

Denmark, Great
Britain, the
Netherlands, and
Sweden

Context

European identity,
support European
cooperation,
support for equal
rights for ethnic
minorities

Support for
European
unification,
support for
immigration

Support for
immigration

Dependent
variable(s)
Support for
European
unification
Main findings

Around the cut-off, birth cohorts affected
by compulsory schooling reforms did not
significantly report less Euroscepticism
than birth cohorts not affected by the
reform. Thus, extended time spent in
secondary school does not conclusively
reduce Euroscepticism.
Pooled OLS +
Graduates from socially oriented fields of
linear growth
study are more open to immigration than
curve models
students from business or STEM fields.
However, these disparities do not seem
to occur while students progress through
education, as attitudes remain largely static.
Diagonal
Openness towards globalisation is
reference models influenced by both parental education
+ weighted OLS
level and one’s own educational
(meta-regression) attainment. For immigration attitudes,
citizens who obtain a lower degree than
their parents remain more attached to the
parental milieu.
Multilevel
Parental SES is associated with openness
models +
towards globalisation. Schools that
variance function are more homogeneous in student
regressions
backgrounds are also more likely to ‘think
alike’ on these issues, i.e., constitute a
bubble.

Fuzzy regression
discontinuity
design using
compulsory
schooling reforms

Methods

Synthesis
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Chapters 2, 4, and 5 focus on support for European unification. In Chapters 2 and 4, I use
the ESS between 2002 and 2018; it is a bi-annual, cross-national survey in many European
countries. The advantage of this survey is that it asks many of the same questions every
two years, which enables me to pool the available data. In the ESS, support for European
unification is measured with a widely used single item that asks respondents whether they
believe European unification has already gone too far or should go further. In Chapter 2, I also
include trust in the European parliament as a dependent variable, as it has been argued that
this measures the perceived institutional performance of the EU (De Vries, 2018a). In Chapter
5, I use the International Civic and Citizenship Education Study (ICCS) of 2016, a cross-national
survey of adolescents in the eighth grade (approximately 14 years old) that studies their civic
knowledge, attitudes, and perceptions towards citizenship. It includes pre-constructed
indexes about adolescents’ sense of a European identity (e.g., their feeling of attachment to
Europe) and endorsement of European cooperation (e.g., a common army). These multi-item
scales are designed to be comparable across country contexts. In sum, I utilise a broad set of
measures to tap into support for becoming part of a larger European community.
Chapters 3, 4, and 5 analyse support for immigration. In Chapter 3, I use the Dutch Longitudinal
Internet Survey for the Social Sciences (LISS), which includes a battery of six questions that
address people’s evaluation of “immigrants, asylum seekers, and national outgroups more
generally” (Gidron & Mijs, 2019, p. 642). I combine these six items to create a composite scale
that measures support for immigration. Using the ESS in Chapter 4, I use a combined scale of
three items to measure support for immigration, namely whether (1) immigration is bad or
good for the economy, (2) a country’s cultural life is undermined or enriched by immigration,
and (3) immigration makes countries a worse or better place to live. According to Paskov et
al. (2021), these items assess (1) people’s sense of economic threat, (2) cultural threat, (3) and
general opinions on immigrants. In Chapter 5, I use the ICCS and ask adolescents whether
they support equal rights and opportunities for ethnic minorities. This is a pre-constructed
composite index that consists of five items, such as whether ethnic minorities should have
the same rights and responsibilities as natives or whether people should be taught respect for
ethnic minorities. Overall, for immigration, I can bypass single-item measures, thus enhancing
the measurement validity and reliability of the dependent variable in each chapter.

1.6 Four theoretical-empirical chapters
1.6.1 Chapter 2: Does education decrease Euroscepticism? A regression discontinuity
design using compulsory schooling reforms in four European countries.
In Chapter 2, I re-examine the relationship between education and one core aspect of openness
towards globalisation, namely, support for European unification. On the basis of the education22
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as-cause model, I expect that, via the improvement of cognitive skills, the transfer of universal
liberal values, and the strengthening of people’s position on the labour market, staying in
education longer reduces hostility to further European unification. However, building on
insights from the education-as-proxy model, it is possible that the strong association between
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education and Euroscepticism is confounded by other (unobserved) variables, most notably
parental socialisation and parental background. Hence, this could mean that conventional
regression models have overestimated the importance of education.
I utilise the same research design that Cavaillé and Marshall (2019) have used to study the
impact of education for immigration attitudes. They found that education causally lowers
anti-immigration sentiments. Following Cavaillé and Marshall (2019), I use a ‘fuzzy’ regression
discontinuity (RD) design in combination with five compulsory schooling reforms in the
Netherlands, Denmark, Sweden, and Great Britain that raised the minimum age of leaving
secondary school. The compulsory schooling reforms function as an exogeneous instrument
that allows an examination of whether the level of Euroscepticism differs for birth cohort just
below the treatment cut-off (i.e., those not exposed to a compulsory schooling reform) and
just above the cut-off (i.e., those exposed to a compulsory schooling reform). Moreover, these
birth-cohorts around the cut-off are likely to be similar on all other (unobserved) background
characteristics, allowing the researcher to control for variables that confound the relationship
between education and Euroscepticism. Thus, as these cohorts around the cut-off are highly
comparable except for the time spent in education, it is possible to estimate causal effects.
Using seven rounds of data from the ESS (2002–2014), I find that five reforms in the Netherlands
(1974), Denmark (1958), Great Britain (1947, 1972), and Sweden (1965) significantly raised the
number of years that the ‘treated’ group spent in education by around 0.3 years. However, I do
not find conclusive evidence that, after controlling for unobserved confounders, there remains
a causal relationship between education and Euroscepticism. An additional year of secondary
education did not make people significantly more supportive of European unification, while
regarding trust in the European Parliament, I find a borderline significant coefficient that
is not robust after additional testing. In sum, I find inconclusive evidence to support the
education-as-cause model. This is in contrast to the results by Cavaillé and Marshall (2019)
and d’Hombres and Nunziata (2016); those studies used an identical design and in fact found
that education causally lowers hostility towards immigration. I elaborate on potential reasons
for this difference in the conclusion and discussion (see section 2.5).

23

binnenwerk_sander_productie.indd 23

09/12/2021 20:24

Chapter 1

1.6.2 Chapter 3: Learning to love immigration? Testing the socialisation effect of
educational field of study on lowering anti-immigration sentiment in the
Netherlands.
In Chapter 3, I zoom in further on the education-as-cause model and test one of the
most common explanations for educational differences in political orientations, namely
socialisation theory. The school environment is assumed to transfer universal liberal values
to its students via normative and informational mechanisms, creating an inner shift towards a
liberal worldview. I test this hypothesis specifically for anti-immigration attitudes, as we would
particularly expect to observe an effect of the school environment for these orientations. In
order to test the school socialisation model, I propose using field of study to discriminate
between the values and principles to which students are exposed while in education. Based
on the field-resources theory of Van de Werfhorst and Kraaykamp (2001), students in socially
oriented fields of study that emphasise communicative skills and human understanding are
expected to report less anti-immigration sentiment because these fields stress tolerance,
acceptance, and empathy for different ways of life in the process. In contrast, students from
fields of study that stress economic or technical knowledge are expected to display higher
levels of anti-immigration attitudes, as in these fields, there is less emphasis on human
understanding or considering others’ needs.
To test these expectations, I use 12 waves of the Dutch LISS panel (2007–2020). I create
three groups of fields of study, namely (1) the socially oriented fields (CTSS) that emphasise
communicative skills; (2) business, law, and services (BLS), which stress economic knowledge;
and (3) science, technology, engineering, and mathematics (STEM), which predominantly focus
on technical skills. First, with pooled OLS models, I establish whether there are cross-sectional
differences between graduates of the three different fields of study regarding support for
immigration. Second, the panel structure of the LISS allowed me to test whether differences
in political orientations between fields of study originate and crystallise while students move
through education, as we would expect on the basis of the socialisation mechanism. I use
linear growth models to estimate whether changes towards support for immigration differ
across fields of study.
The results indicate that there are differences in anti-immigrant sentiment between fields
of study. Specifically, graduates from socially oriented fields of study are more open to
immigration than students in technical or business fields. These differences exist while
controlling for the level of education and occupation. Second, the question remains as to
whether these differences originate in education. The results of the linear growth curve models
over a span of five years indicate that. in the years before finishing the diploma, there is no
divergence between the different fields of study. Moreover, prior to or at the beginning of each
specialisation, students in socially oriented fields are already more supportive of immigration
24
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than peers in other fields of study. This indicates that people may choose fields of study that
match their pre-existing values and principles. Much like in Chapter 2, I fail to find robust
evidence for the education-as-cause model.

1

1.6.3 Chapter 4: As the twig is bent, the tree is inclined? Intergenerational
educational mobility and openness towards globalisation in 26 European
countries.
Given that the preceding chapters find no causal effect of education, in Chapter 4, I shift
attention to the education-as-proxy model and study the attitudes of individuals who achieve
a lower or higher education level than their parents, i.e., intergenerational social mobility.
Based on the education-as-proxy model, I expect that the attitudes of the socially mobile
remain partly attached to their social origins, even though they have left this social milieu. I
also hypothesise that the importance of parental background is higher for the downwardly
mobile as a way of maintaining social status. Second, I expect that the relative importance
of social origins for openness towards globalisation is higher in societies with more social
mobility between education levels, as this reduces the socialisation influence of different
classes by lowering the presence of education-specific attitudes.
To analyse the micro-level hypotheses, I apply diagonal reference models using the ESS (2008–
2018) for 26 European countries. I analyse the hypotheses separately for support for European
unification and immigration. Diagonal reference models are specifically designed to study
the impact of parental education, one’s own education level, and the transition between the
two for socially mobile individuals. The model calculates a weight parameter between 0 and
1 that indicates the relative importance of parental (p) and one’s own education level (1-p)
in shaping political orientations. Next, to study the macro-level hypothesis, I use weighted
OLS models, sometimes referred to as meta-regressions, to establish whether there is an
association between macro-level social mobility and the relative importance of parental
education in shaping openness towards globalisation in the sample countries.
First, the results for the micro-level hypotheses show that the openness towards globalisation
of socially mobile individuals is shaped by both parental education and one’s own education
level. To a large extent, the socially mobile adjust their attitudes to their newly acquired
social position. However, these preferences also remain partly attached to their parental
milieu. There is a difference in the relative importance of parental education for upwardly
and downwardly mobile individuals. That is, for immigration preferences, the downwardly
mobile remain attitudinally more attached to their parental milieu than the upward mobile.
For preferences regarding European unification, the upwardly and downwardly mobile do not
differ in the attachment to their social origins. In sum, this demonstrates that social origins can
work both as a buffer and a boundary to fully acculturate people to their new social position.
25
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Finally, the macro hypothesis is not corroborated for either outcome. In countries with more
social mobility, the importance of parental background for socially mobile individuals is not
found to be weaker.

1.6.4 Chapter 5: Bubble trouble? School segregation and the dispersion of openness
towards globalisation in secondary schools in six European countries.
Finally, in Chapter 5, I examine the relationship between adolescents’ parental background
and openness towards globalisation. Specifically, in combination with the trend of school
segregation in many European countries, the question is what this means for the socialisation
role of secondary schools. Building on insights from the education-as-proxy model that
parental background is an important predictor of political orientations, the clustering of similar
parental backgrounds in schools due to segregation could be associated with the existence
of a homogeneous value and opinion climate. This is expected to hamper the normative
socialisation role of educational institutions, as they are assumed to bring together a diverse
group of students, providing pupils with opportunities to play, interact with, and learn from
others with different social backgrounds or worldviews. Considering the hypothesised link
between pupils’ social backgrounds and openness towards globalisation in the educationas-proxy model, the social segregation of secondary schools could be associated with the
existence of ‘bubbles’ that perpetuate the influence of parental background.
In order to test whether this is the case, I use data from the ICCS 2016 for six European countries
with a similar political, economic, and social context: Belgium (Flanders), Denmark, Finland,
the Netherlands, Norway, and Sweden. First, I run a two-level multilevel model, i.e., students
nested in schools (including country fixed effects), to test whether there is an association
between students’ parental SES (measured as a composite of parental occupation, education,
and books at home) and openness towards globalisation. Second, I use the squared withinschool residuals of these models to estimate with a variance function regression to establish
whether a more homogeneous school (i.e., a school with a lower standard deviation in student
SES) is also associated with less variation in the political opinions of the student body.
The results show that, in general, students from families with a higher SES are more likely to
be open towards globalisation (European identity, support for European cooperation, and
equal rights for ethnic minorities). More importantly, for two of the three outcomes (European
identity and equal rights for ethnic minorities), I find that a homogeneous school in terms
of student SES is also more likely to ‘think alike’. This shows that the relative influence of
parental background can potentially be prolonged through school segregation. Most troubling,
however, is that this could harm the role of schools in socialising students into developing
tolerance, understanding, and empathy for those from different backgrounds.
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1.7 Lessons learned
The four theoretical-empirical chapters of this dissertation add to our knowledge of the
processes that occur within the ‘black box’ and that link education with openness towards
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globalisation. More generally, they add to our knowledge of the role of education in European
societies for the formation of socio-political orientations. Overall, this dissertation offers four
key insights.
First, due to the strong association between education and openness towards globalisation,
researchers have been quick to conclude that this strong correlation must imply a causal effect.
In this dissertation, I question this dominant notion. By moving away from cross-sectional
designs and applying quasi-experimental and panel research strategies, my results cast doubt
on the usefulness of education in changing in people’s political orientations. This finding
aligns with recent studies on the link between education and attitudes towards immigration
(Finseraas et al., 2018; Lancee & Sarrasin, 2015; Weber, 2020) and European unification (Kuhn
et al., 2021) that also show no impact of additional schooling. Consequently, the findings of
this dissertation show that the educational gradient in openness towards globalisation does
not completely flow from holding different educational credentials.
Second, this dissertation demonstrates the usefulness of the education-as-proxy model to
understand the educational divide regarding the consequences of globalisation in Western
democracies. I show that people’s attitudes partially reflect the transmission of inequality
across generations, which education cannot completely override. This is not to say that
political attitudes can be completely reduced to family socialisation. Previous work has
already warned us that we should not fall into the trap of generational determinism, i.e.,
the assumption that children inevitably duplicate their parents’ orientations (Dinas, 2013).
However, these findings demonstrate that parents matter, and that the family has a formative
influence on the political orientations of their offspring. Hence, although we should not
conform to generational determinism, the results suggest that education may not be a ‘great
equaliser’ that can fully erase the impact of people’s social origins.
Third, the findings of this dissertation therefore also question what we should expect by
expanding education to lower anti-immigration and Eurosceptic sentiments in Europe (Thijs et
al., 2018). Although education could still have an effect (d׳Hombres & Nunziata, 2016; Hebbelstrup
et al., 2021; Margaryan et al., 2021), in this dissertation, I fail to find robust support for the
education-as-cause model. The lack of evidence for education as a causal force is important
for policymakers, as educational opportunities are commonly seen as an ‘emancipatory cure’
for the persistent support for populism and radical political ideologies (Sant & Brown, 2021).
However, since these attitudes are ‘sticky’, education is likely unable to drastically strengthen
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openness towards globalisation in the short run. Hence, the expectations regarding education
as a remedy for persistent political inequalities must be adjusted.
Fourth, the findings of this dissertation have consequences for our understanding of the role of
education in fostering democratic equality in the age of globalisation and European unification.
A core task of contemporary educational institutions is to socialise students into a hybrid form
of national and European citizenship that enables adolescents to embrace cultural diversity
and feel connected to a community that transcends the nation-state (Keating, 2009, 2015).
Given the lack of a causal effect of education, the social segregation of schools (see Chapter
5) can foster an unequal socialisation experience into European citizenship. As parental
background is an important predictor of openness towards globalisation, the segregation
of schools into like-minded ‘bubbles’ creates different environments in which adolescents
learn and develop an important disposition to participate in an increasingly diverse cultural,
linguistic, and ethnic society (see also Rohde-Liebenau, 2020).
Hence, while students from advantaged backgrounds are surrounded by others who feel
cosmopolitan and are subsequently more exposed to these principles, adolescents from
disadvantaged backgrounds lack these opportunities and stimuli. School segregation
perpetuates existing inequalities in openness towards globalisation between students from
different social origins. Therefore, to safeguard the social cohesion within societies and across
Europe, it would be necessary to focus especially on how students from lower-class families can
‘experience’ European citizenship (Kuhn, 2012, 2015). This is discussed further in the next section.

1.8 Future research
This dissertation focusses on gaining a better understanding of the mechanisms that connect
education with openness towards globalisation. Although this has provided new insights into
the educational ‘black box’, it has also generated new questions. Based on the conclusions of
the empirical chapters, four substantive fields for future research can be identified.
First, it is necessary to further examine whether education causally affects openness towards
globalisation. Chapter 2 merely estimates the local average treatment effect (LATE) and only
analyses Euroscepticism, and Chapter 3 only considers broader fields of study. Thus, it is
still highly possible that education can change people’s political orientations. For example,
the effects of education could take place in other parts of the educational cycle that are not
studied here (e.g., primary school).
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In a similar vein, it would be worthwhile to further consider the possibility of heterogeneous
causal effects (Lindgren et al., 2017, 2019). A major issue in studying the effects of education
on political orientations and behaviour is the lack of high-quality longitudinal student-level
survey data. The field could benefit greatly if repeated measures of children in secondary
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and tertiary education were available to study how parental background and education
level interact with each other. For example, Neundorf et al. (2016) and Robinson (2020) have
demonstrated the usefulness of this type of data, showing that, although students from
disadvantaged families are initially less politically engaged and knowledgeable than students
from more advantaged families, civics education can compensate for the former group’s lack
of home socialisation. In other words, the effects of education can be concentrated at the lower
end of the distribution. In this vein, Kuhn (2012) for example, has shown that those with less
education would particularly benefit from exchange programs, such as the European Action
Scheme for the Mobility of University Students (ERASMUS), to grow into European citizenship.
Second, in this dissertation, I have largely ignored the differences in education systems in Europe.
Future research could investigate whether specific characteristics of the education system can
widen or narrow the educational divide in openness towards globalisation (Witschge et al.,
2019). For example, countries with a higher degree of tracking could intensify the differences
in attitudes between children of less and more educated parents in political orientations and
behaviour (Van de Werfhorst, 2017). This is also important in relation to the development of
democratic backsliding that occurs in advanced industrialised countries. The idea that schooling
enhances openness to other cultures and ethnicities is linked to the ‘official’ democratic culture in
which these institutions are situated (Coenders & Scheepers, 2003; Phelan et al., 1995; Thomsen
& Olsen, 2017). Therefore, research could focus on whether the backsliding of democracy in
advanced industrialised countries changes the impact of education.
Third, this dissertation predominantly focusses on Western Europe (except for Chapter 4). This
is primarily due to the fact that the structure of divisions in Central and Eastern European (CEE)
countries is different than in Western Europe (Coman, 2017). For example, in comparison to
the West, post-communist countries historically lack a politicised socio-economic left-right
divide as described by Lipset and Rokkan (1967). At the same time, these countries exhibit
more visible cleavages based on ethnicity, region, and urbanity. In a practical sense, as well,
data limitations make it far more difficult to study the effects of education in CEE. Hence,
future research could expand on these findings and examine whether similar results are found
in CEE. Considering the authoritarian legacies of these countries and the current democratic
backsliding in, for example, Poland and Hungary, the role of educational systems in shaping
political attitudes could differ substantially. In similar vein, it would be worthwhile to expand
the scope outside of Europe; in other advanced industrialised countries, such as the United
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States, issues related to trade, international cooperation, and immigration have also polarised
the electorate (Mutz, 2018).
Fourth, I have argued that parental socialisation is potentially a key factor to understand
differences in political orientations. However, the mechanisms through which this process
occurs remain vague. I have described how this could occur via structural and cultural factors
(Neundorf et al., 2013), but their relative importance remains unclear. Moreover, a growing
body of literature demonstrates that genetics could also play a crucial role in the formation
of political orientations (Alford et al., 2005). Therefore, more research is needed to uncover
how parents shape the social and political preferences of their offspring.
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Abstract
Previous research shows a strong and consistent relationship between educational attainment
and Euroscepticism. As a result, education is a powerful predictor of attitudes towards
European unification. However, these findings are predominantly found using cross-sectional
research designs, therefore leaving open the possibility of strong selection effects due to preadult experiences and dispositions which explain both educational attainment and political
attitudes. To test whether schooling causally reduces Euroscepticism, this chapter combines
data on the compulsory schooling age with seven rounds of pooled ESS data (2002–2014).
Using compulsory schooling reforms in a ‘fuzzy’ regression discontinuity design, the results
of this study indicate no clear effect of education for Euroscepticism, calling the impact of
additional schooling into question. Consequently, this chapter provides novel insight into
the much-debated divide in support for European unification between those with lower and
higher levels of education.
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Does education decrease Euroscepticism?

2.1 Introduction
On June 23rd, 2016, in a historic ballot about the future of the United Kingdom in the European
Union (EU), a small majority of 51.9% voted to leave the European Union. Analyses of the
Brexit referendum reveal that the outcome was strongly polarised along educational lines: a
significant portion of those with a lower level of education voted to leave the European Union,
while citizens with the highest educational credentials voted predominantly to remain (Hobolt,
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2016). This divide with regards to Euroscepticism is not only visible in the United Kingdom.
Across Europe, those with less education are consistently found to be more Eurosceptic than
those with higher education levels (Hakhverdian et al., 2013; Hooghe & Marks, 2005; Lubbers
& Scheepers, 2010). Moreover, this gap has also significantly widened over time (Hakhverdian
et al., 2013; Lubbers & Jaspers, 2011).
In the literature on Euroscepticism, many theories have been advanced which causally
link education with support for European unification (for an overview see Hakhverdian et
al., 2013). Briefly, the literature argues that those with more education are less Eurosceptic
because education has improved their cognitive sophistication; they have been exposed
to universal liberal values within the school environment over a longer period; and, due to
their ‘mobile’ specialised knowledge and skills, they are more likely to economically benefit
from the opportunities that European unification offers (Kuhn et al., 2021). Regardless of the
mechanism, what these explanations all have in common is the implicit assumption that more
education leads to a change in attitudes towards the EU.
The association between education and Euroscepticism is most often estimated using a
cross-sectional research design. This is problematic, however, since it is possible that the
relationship between education and political attitudes such as Euroscepticism is confounded
by other factors which explain both the cause and the consequence (Persson, 2015). If so,
education could be a proxy for factors such as “family socio-economic status, the political
socialisation in the home environment, and individual differences in cognitive ability and
personality traits” (Persson et al., 2016, p. 183) rather than directly affecting people’s level of
Euroscepticism (see also Kam & Palmer, 2008). Therefore, although it is evident that there is
a strong association between education and Euroscepticism, it remains unclear whether we
can also speak of a causal relation.
This chapter moves beyond the well-established association between education and
Euroscepticism and tests the implicit assumption that more years of schooling lead to a change
in attitudes towards Europe. To overcome the above-described problem of endogeneity, this
study uses a quasi-experimental ‘fuzzy’ regression discontinuity design in combination with
five compulsory schooling reforms in four European countries which raised the minimum
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secondary school leaving age. By combining compulsory schooling reforms as an exogenous
instrument with seven rounds of pooled data from the European Social Survey (2002–2014), it is
possible to observe whether additional years of education result in a decline in Euroscepticism.
This specific approach has already proven successful in studies by d’Hombres and Nunziata
(2016) and Cavaillé and Marshall (2019), who have found that additional years of schooling
reduce hostility towards immigrants.
The results of this chapter indicate no clear and evident effect of additional years of schooling
for both our measures of Euroscepticism. Consequently, our results challenge the predominant
view that education in itself has an impact on Euroscepticism. Contrary to the strong and
robust effects this particular approach yields for anti-immigration attitudes (Cavaillé &
Marshall, 2019; d׳Hombres & Nunziata, 2016), Euroscepticism is largely unaffected by an
increase in years of schooling. Therefore, this study calls for more research on the mechanisms
linking education to Euroscepticism.

2.2 Theoretical framework
2.2.1 Education and Euroscepticism
Much scholarly attention has already been devoted to explaining Euroscepticism (Hobolt &
De Vries, 2016). One of the most consistent findings in this literature is that Euroscepticism is
stratified along educational lines (Hakhverdian et al., 2013). More specifically, those with less
education are systematically found to be more Eurosceptic than those with more education.
Using the Mannheim Eurobarometer trend file (1970–2002) and adding to it the most recent
waves of the Eurobarometer, Figure 2.1 shows the percentage of Eurosceptics among people
with low, middle and high levels of education in 12 European countries between 1973 and 2018
(Schmitt et al., 2008). In this case, Euroscepticism is measured by asking respondents whether
they believe their country’s membership in the EU is good, bad, or neither. Lubbers and
Scheepers (2005) have labelled this instrumental Euroscepticism. As Figure 2.1 shows, since
the beginning of the 1970s, those with less education are consistently more Eurosceptic than
more educated citizens. Moreover, as the trend lines illustrate, the differences between less
and more educated people regarding Euroscepticism have intensified over time (Hakhverdian
et al., 2013).
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2

Figure 2.1. Trend in Euroscepticism by education level, 1973–2018
Note: Euroscepticism is measured by whether the respondent believes the country’s membership in the
EU is bad/neither (1) vs. good (0). Data consists of the Mannheim Trend File (1970–2002), plus EBs 58.1,
59.1, 60.1, 61.0, 62.0, 62.2, 63.4, 64.2, 65.1, 65.2, 66.1, 67.2, 68.1, 69.2, 70.1, 71.1, 71.3, 72.4, 73.4, 75.3, 77.4,
79.5, 82.4, 84.1, 86.1, 87.1, 88.1, 89.2, and 90.1. Countries included: France, Belgium, The Netherlands,
Germany, Italy, Luxembourg, Denmark, Ireland, Great Britain, Greece, Spain, and Portugal.

The divide in Euroscepticism between lower and higher educated ties into a wider, educationbased divide in Western Europe (Bovens & Wille, 2017; Hooghe & Marks, 2018). Globalisation is
argued to polarise societies into groups of ‘winners’ and ‘losers’ who have diametrical attitudes
towards opening national borders to increase political, economic and cultural interactions
(Kriesi et al., 2008). In general, the ‘losers’ are considered to be those with less education, who
feel strongly attached to the nation-state, and who see their security and social status reduced.
In contrast, the ‘winners’ are the well-educated who hold universal values and see benefits in
the opportunities globalisation offers. In the literature, many concepts are used to describe
this divide: GAL vs. TAN (Hooghe & Marks, 2018), cosmopolitans vs. communitarians (Teney et
al., 2014), cosmopolitan vs. parochial (De Vries, 2018b), and demarcation vs. integration (Kriesi
et al., 2006, 2008). The common denominator among these definitions is the observation that
more and less educated people are strongly polarised regarding issues related to immigration
and European unification (Van der Brug & Van Spanje, 2009).
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2.2.2 The association between education and Euroscepticism
Although it is well established that those with lower and higher levels of education differ
significantly in their views on the European Union, does this association imply causality? Put
differently, is education a causal force that changes people’s views on European unification?
Based on the current state of the literature on Euroscepticism, we would expect this to be
the case. Research on the sources of Euroscepticism usually lists three mechanisms through
which additional education affects attitudes towards the European Union: improved cognition,
socialisation into universal liberal values taught at school, and utilitarian cost-benefit
calculations (Hakhverdian et al., 2013; Hooghe & Marks, 2005; Lubbers & Jaspers, 2011).
The first two mechanisms point to the idea that education fosters an internationalist outlook
on the world, which results in more support for further European unification. Previous work
demonstrates that cultural intolerance and feelings of an exclusive national identity are
strong predictors of Euroscepticism (De Vreese & Boomgaarden, 2005; Hooghe & Marks, 2005;
Luedtke, 2005; McLaren, 2002). Additional schooling is linked with adhering to more liberal
values and principles. People with more years of education are consistently found to be more
open to and accepting of people with different ethnic and cultural backgrounds, and they
hold a less exclusive national identity. According to the cognitive sophistication argument,
education enhances people’s cognition, which ‘liberalises’ students and moves them away
from intolerant and nationalist thoughts and beliefs (Bobo & Licari, 1989; Hyman & Wright,
1979; Jackman, 1978). Due to their improved cognitive sophistication, people are likely to
more be open to globalisation.
Related to this argument, some have argued that education not only ‘enlightens’ students, but
also socialises them into a set of political values (Stubager, 2008; Van de Werfhorst & De Graaf,
2004). Accordingly, education creates an inner cultural shift towards universal liberal values.
In school, students are taught ideas such as pluralism, democracy, and individual freedom,
which help foster a more open and tolerant outlook on the world. Moreover, since the 1970s,
there has been an increasing emphasis on promoting European values and, more recently, even
European citizenship within school curricula (Busemeyer & Trampusch, 2011; Keating, 2009).
Besides enhancing students’ cognition and socialising them into universal liberal values,
education also provides them with a stronger position on the labour market. The utilitarian
cost-benefit calculations argument points to Euroscepticism as a consequence of self-interest,
or more specifically, whether people profit economically from European unification (Anderson
& Reichert, 1995; Gabel, 1998; Gabel & Palmer, 1995). Due to their better skills and mobility,
those with higher levels of education support European unification more because they reap the
benefits of more cooperation on the European level. In sum, we would expect additional years
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of education to reduce Euroscepticism if (1) cognitive sophistication is successfully improved,
(2) universal liberal values are transmitted, or (3) the labour market position is strengthened.

2.2.3 Disputing the causal link?
Although previous studies have demonstrated a strong association between education and
Euroscepticism, and different mechanisms have been proposed, the predominant use of crosssectional research designs makes it difficult to equate association with causation. It is possible

2

that the relationship between education and political attitudes such as Euroscepticism is
confounded by other factors that explain both the cause and consequence (Persson, 2015).
According to the education-as-proxy model, people’s level of education could be a proxy for
background characteristics such as personality, the degree of socialisation within the family
environment, and pre-existing differences in cognitive capabilities (Kam & Palmer, 2008;
Persson et al., 2016). Since such factors are often missing in statistical analyses, previous
studies have most likely overestimated the effect of education on Euroscepticism.
This view of education-as-proxy is already influential in the literature on political participation
(Persson, 2015). Previous work on the link between education and political acts such as voting or
joining a political party has found that using more sophisticated statistical or quasi-experimental
methods to control for omitted variable-bias leads to the disappearance of the relationship
between the two variables (Berinsky & Lenz, 2011; Kam & Palmer, 2008; Persson, 2012; Persson
et al., 2016). These methods are also increasingly used in the literature on the link between
education and anti-immigration attitudes, with mixed results. Although d’Hombres and Nunziata
(2016) and Cavaillé and Marshall (2019) have found that additional years of schooling causally
reduce hostile feelings towards immigrants, Lancee and Sarrasin (2015) and Finseraas et al.
(2018) have found no effect of schooling on reducing anti-immigrant sentiments.
In the case of Euroscepticism, there is also evidence that pre-adult factors are important in
explaining differences. For example, Kuhn et al. (2021) have found that pupils in Switzerland
do not change their Euroscepticism as they progress through education. They have found
that parental socialisation is particularly important for young people’s opinions towards
the EU. In a similar vein, Fox et al. (2019) have found that opposition to the EU in the United
Kingdom is transmitted from parent to child, providing evidence that Euroscepticism is an
intergenerational trait. Therefore, the effects of education for Euroscepticism may have been
overestimated. To move beyond estimating associations and to approximate causality, we use
a quasi-experimental ‘fuzzy’ regression discontinuity design. The next section provides a more
detailed description of the method, data, and operationalisation of the variables.
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2.3 Data, methods, and measurements
2.3.1 Methods
In this chapter, we analyse compulsory schooling reforms within a regression discontinuity
design. Compulsory schooling reforms are laws which change the upper age limit through
which students are obliged to stay in secondary education. The goal of the design is that the
probability of receiving the treatment (additional years of schooling) is discontinuous upon the
value of the running variable (year of birth; (Lee & Lemieux, 2010). This allows us to estimate
the causal effect of schooling by comparing the dependent variable (Euroscepticism) for birth
cohorts just below and just above the treatment cut-off. The key identifying assumption of the
regression discontinuity design is that Euroscepticism shows no discontinuity around the cutoff across all other variables except for years of schooling (Hahn et al., 2001). This means that
(1) no discontinuities are visible in other variables at the treatment cut-off except for years of
schooling and (2) students cannot ‘sort’ themselves into the treatment group by manipulating
their year of birth (Marshall, 2016, p. 386).
In this case, we use a ‘fuzzy’ regression discontinuity design, in which the probability of staying
in school longer changes at the cut-off but does not involve a 0-to-1 change. We list the birth
cohorts the reforms affected first, as they had an incentive to stay in secondary school (see
Table B.1). The treatment in our case is not deterministically assigned on the basis of year
of birth, since these reforms could not force people to stay in school. It is highly likely that,
before the compulsory schooling age was raised, students already stayed in school longer
than was minimally required. On the other hand, some students still left school earlier than
the age defined in the compulsory schooling law. Moreover, since we assign treatment on
the basis of year of birth1 and not month of birth, it is uncertain whether everyone in the
specific birth cohorts affected first also experienced the reforms. It is therefore necessary to
utilise a ‘fuzzy’ regression discontinuity design because only the probability of receiving an
additional year of education changes for those specific birth cohorts on the cut-off and later
(Lee & Lemieux, 2010).

1

Ideally, we would have liked to use month-of-birth data. However, the ESS does not provide data
on respondents’ birth month. Therefore, we assigned treatment on the basis of year of birth, which
has also been used in other RD designs to estimate the LATE utilizing compulsory schooling reforms
(Cavaillé & Marshall, 2019; Marshall, 2016; Oreopoulos, 2006; Parinduri, 2014; Yang, 2019). Moreover,
one issues with the RD design is that it requires a substantial number of observations around the
cut-off. Since we do not have a very large sample, spreading out the respondents over month of birth
would mean fewer observations around the cut-off than assigning treatment based on year of birth.
Therefore, using year of birth as the running variable grants more statistical power to reject the null
hypothesis than assigning treatment on the basis of month of birth.
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Using the ‘fuzzy’ approach, we can estimate the treatment effect, conditional on the running
variable equalling the cut-off and only for compliers, i.e., students who are induced to remain
in school longer due to the reforms (Imbens & Angrist, 1994; Lee & Lemieux, 2010). This is
called the LATE; to estimate it, we must adhere not only to the key RD assumption laid out
above, but also to the assumption of monotonicity (the reforms do not lead some students to
shorten their education, i.e., there are no defiers) and the exclusion restriction (the reforms
only have an effect on Euroscepticism through years of schooling; (Imbens & Angrist, 1994;

2

Lee & Lemieux, 2010).

2.3.2 Data
We used seven rounds of pooled data from the ESS between 2002 and 2014. The ESS is a
high-quality biennial cross-national survey of attitudes and behaviour that uses probability
samples of individuals of 15 years and older which are representative of the population in
each participating country. For each survey round, approximately 1,000 respondents per
participating country were surveyed. This study focusses on the western member states of
the EU. We limited our sample to respondents who are older than 30 and were born after 1915.
As noted above, we used the ESS in combination with compulsory schooling reform data,
which was obtained from previous studies that also use these reforms to estimate the effects
of additional education (Cavaillé & Marshall, 2019).2

2.3.3 Measurements
The main dependent variable was Euroscepticism. Most studies traditionally operationalise
Euroscepticism using a single-item measure. For example, this may entail asking respondents
whether they believe their countries’ membership in the EU is beneficial or whether they believe
European integration should go further. However, studies have shown that Euroscepticism
is not a single construct but a multidimensional one (Boomgaarden et al., 2011; Lubbers &
Scheepers, 2005; Stoeckel, 2013).3 To take this into account, we used two different measures of
Euroscepticism. First, we considered people’s stance towards European unification by asking
whether respondents believe that European integration has gone too far (= 0) or should go
further (= 10). Prior research has argued that this addresses people’s policy evaluations of
the EU, i.e., how they assess the content of collective decisions made on the European level
(De Vries, 2018a). Second, we examined people’s trust in the European parliament by asking
respondents how much trust they have in the EP, ranging from no trust at all (= 0) to complete
trust (= 10). This has been argued to address people’s regime evaluations of the EU, i.e., how

2

For an overview of the reforms, see Table B.1. Cavaillé and Marshall (2019) provide sources for determining the year of each reform and a detailed summary their content.
3 For a contrasting view, see Anderson and Hecht (2018), who argue that Euroscepticism contains one
dominant, underlying dimension.
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they assess the way democratic procedures and rules operate and function on the European
level (De Vries, 2018a). To ensure comparability, both dependent variables were standardised.

2.4 Results
2.4.1 Which reforms were effective in increasing years of schooling?
We first determined which reforms have the intended effect of raising the average years of
schooling to rule out the possibility that our results might be spurious (Cavaillé & Marshall, 2019).
It is possible that some reforms merely reaffirm the status quo given that students stayed in
school beyond the compulsory schooling age in some contexts. In such cases, the change in
the law does not impact people’s years of education. In total, we list 13 different compulsory
schooling reforms in 12 countries (including two reforms in Great Britain). The earliest occurred
in 1947 in Great Britain, while the most recent was in Belgium in 1983. The indicator of whether
a respondent is in the treatment or control group is our treatment variable (T):
T = 1 if Year of Birth – Year of Birth First Cohort Affected ≥ 0
T = 0 if Year of Birth – Year of Birth First Cohort Affected < 0
We estimate the impact of the reforms for years of education with the following equation:
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝛽𝛽𝛽𝛽𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝛽𝛽𝛽𝛽𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖

𝑆𝑆 =  + 𝛽𝛽𝛽𝛽(1)
𝑗𝑗𝑗𝑗 + )𝑓𝑓(𝑅𝑅
𝑗𝑗𝑗𝑗 ) + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 = 𝑖𝑖𝑖𝑖𝑖𝑖
 + 𝛽𝛽𝛽𝛽𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅
𝑗𝑗𝑗𝑗 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖

𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖
where the subscripts i, j, and c refer
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 to individuals, cohorts, and country reform. 𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 denotes
4
𝑇𝑇𝑗𝑗𝑗𝑗
the dependent variable, namely years of schooling
(with an upper limit of 13 years).
𝑇𝑇𝑗𝑗𝑗𝑗 is a
𝑇𝑇

𝑇𝑇𝑗𝑗𝑗𝑗

𝑗𝑗𝑗𝑗

binary indicator that takes the value 1 if the𝑓𝑓(𝑅𝑅
cohort
is exposed to a compulsory schooling
)
𝑗𝑗𝑗𝑗

𝑓𝑓(𝑅𝑅 )

𝑗𝑗𝑗𝑗
𝑗𝑗𝑗𝑗 )running
the
reform and 0 if not. Finally, 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) denotes a first-order polynomial function of𝑓𝑓(𝑅𝑅

𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝜃𝜃𝜃𝜃𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑆𝑆 affected
=  + 𝜃𝜃𝜃𝜃𝑗𝑗𝑗𝑗(2)
+ 𝑓𝑓(𝑅𝑅 &) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
variable (R), which
is specified
here as Year of birth – Year of birth
first
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 (2)
= 𝑖𝑖𝑖𝑖𝑖𝑖
 + 𝜃𝜃𝜃𝜃𝑗𝑗𝑗𝑗 + (Cavaillé
𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝑗𝑗𝑗𝑗
𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑆𝑆 =  + 𝜃𝜃𝜃𝜃 + 𝑓𝑓(𝑅𝑅 ) +  + 𝜀𝜀

(

(3)+(1947,
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 =
+ 𝛾𝛾𝑆𝑆â𝑖𝑖𝑖𝑖𝑖𝑖
+ 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) +increase
𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖(p < 0.1):
𝑌𝑌 Great
=  +Britain
𝛾𝛾𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖
𝑓𝑓(𝑅𝑅 ) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
For five reforms in four countries,
we find
significant
𝑌𝑌 = 𝑖𝑖𝑖𝑖𝑖𝑖
 + 𝛾𝛾𝑆𝑆̂ + 𝑓𝑓(𝑅𝑅
) + 𝑗𝑗𝑗𝑗
 + 𝜀𝜀
̂

(

𝑖𝑖𝑖𝑖𝑖𝑖

𝑗𝑗𝑗𝑗

𝑗𝑗𝑗𝑗

𝑐𝑐

𝑖𝑖𝑖𝑖𝑖𝑖

Marshall, 2019; Marshall, 2016). This ensures that
𝑐𝑐 we control for cohort trends around the
 cut

𝑐𝑐

𝑐𝑐
off. In addition, we used an optimal
bandwidth and a triangular kernel (Calonico et𝑐𝑐al., 2017).
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝛾𝛾𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖

𝑖𝑖𝑖𝑖𝑖𝑖 (3)

𝑖𝑖𝑖𝑖𝑖𝑖

𝑗𝑗𝑗𝑗

1972), the Netherlands (1974), Denmark (1958),𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖
and Sweden (1965). We find that, especially in
𝑌𝑌

𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖

𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 the reforms have a far-reaching impact on years of
𝑖𝑖𝑖𝑖𝑖𝑖
Denmark and Great Britain (1947),
schooling

𝑐𝑐

𝑖𝑖𝑖𝑖𝑖𝑖

of around 0.5 years. For the other reforms, the effects are somewhat smaller (around 0.3 years).
𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖

𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖

𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖

𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖

4 This roughly captures the end of secondary education (Cavaillé & Marshall, 2019).
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𝛽𝛽3.2−3.9
𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜
= 𝛽𝛽0 + 𝑖𝑖𝑖𝑖𝛽𝛽+
𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓
𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠 𝑖𝑖𝑖𝑖 + 𝛽𝛽
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𝛽𝛽1.2−1.31.2−1.3
𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓
𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑖𝑖𝑖𝑖 + 𝛽𝛽𝑖𝑖𝑖𝑖2.2−2.62.2−2.6
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Does education decrease Euroscepticism?

2

Figure 2.2. Effect of compulsory schooling reforms on years of schooling
Note: Pooled from reforms in Great Britain (two), the Netherlands, Sweden, and Denmark. The bars display
95% confidence intervals.

Once we pooled the five reforms together and included country-reform dummies, the
results indicated that years of education significantly (p < 0.00) increase by around 0.3 years
in our sample due to the compulsory schooling reforms. This result is robust for different
bandwidths (see Figure B.1). Figure 2.2 presents the trend of 10 cohorts before and after
the cut-off, indicating a clear discontinuity at the cut-off (for full results, see Table B.2).
To use these effective reforms and estimate the LATE of an additional year of education for
Euroscepticism in a ‘fuzzy’ RD approach, we had to meet the assumptions of continuity at the
cut-off, monotonicity, and exclusion restriction.5 First, we demonstrated that the continuity
assumption was plausible by showing (1) that the cohorts just below and above the cut- off
are highly similar in terms of key background variables (see Table B.3) and, (2) with the help of
a McCrary density graph, that no ‘sorting’ occurs around the cut-off (see Figure B.2).

5

We are aware that the assumptions of the ‘fuzzy’ RD design are largely empirically untestable. Although we provide tests and theoretical arguments to explain why we believe our design meets these
assumptions, we cannot completely rule out the possibility that our design violates one of these
assumptions.

43

binnenwerk_sander_productie.indd 43

09/12/2021 20:24

Chapter 2

Second, in this case, the assumption of monotonicity means that the increase in the
compulsory schooling age should induce some people exposed to the reforms to stay in school
longer, but it also should not prompt anyone to shorten their education, i.e., there should be
no defiers (Imbens & Angrist, 1994; Lee & Lemieux, 2010). This is important because, if the
reforms increase the years of education for some and decrease them for others, our estimation
would be meaningless. The assumption of monotonicity is plausible in this case, as there are
no logical reasons why being exposed to a reform which increases the compulsory schooling
age would lead to a decrease in years of education.
Third, the exclusion restriction means that the instrument only has an effect on the outcome
variable through our main independent variable (Imbens & Angrist, 1994; Lee & Lemieux, 2010).
If this is not the case, then our estimates are likely to be biased. Since compulsory schooling
reforms are so closely aligned with years of schooling, we believe it is unlikely to expect that
the instrument would work through another mechanism. Moreover, we believe that external
events, such as a country’s entrance into the European Economic Community (EEC) or broad
shifts in the political climate which coincide with the reforms and possibly affect EU-attitudes
can be discarded, since it is unlikely to expect these events to affect cohorts just below and
just above the cut-off in different ways.
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Figure 2.3. Visualisation of the effect of education on Euroscepticism
Note: Pooled from reforms in Great Britain (two), the Netherlands, Sweden, and Denmark. The bars display
a 95% confidence interval.

discontinuity at the cut-off. For trust in the European Parliament, we see some evidence
of a small discontinuity at the cut-off. Overall, these initial visual results do not indicate
a clear effect of education on attitudes towards European unification and trust in
the European parliament. We estimated the effect of education for Euroscepticism
using ‘fuzzy’ RDs, and we ran both country-specific models and pooled models.6
The results for the pooled models can be found in Table 2.1. We confirm a strong and significant
first-stage effect of the reforms for years of education. As is clear in Table 2.1, the ‘fuzzy’ RD
estimates largely confirm the visual results in Figure 2.3. For European unification, we do not
find a significant effect of education. However, for trust in the European parliament, we find
an initial significant result: at the cut-off, an additional year of education increases trust in the
European parliament for reform compliers.

6 The results for the individual country reforms can be found in Table B.4. The results largely mirror the
pooled findings. We do not find any strong significant effects, but we do see that trust in European
parliament is higher for cohorts at the cut-off who complied with the reforms in the Netherlands (1974)
and Great Britain (1972) at p < 0.1. The sizes of both effects are quite large, but they are also accompanied by rather large standard errors. Since our individual country-reform models lack statistical power
due to the low number of observations at the cut-off, we emphasise the results of the pooled models.
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Table 2.1. ‘Fuzzy’ RD estimates for Euroscepticism
Estimate
Optimal bandwidth
N
First stage

European unification
0.164
(0.106)
8.452
12,016
0.388***
(0.088)

Trust in European parliament
0.199*
(0.098)
9.324
18,269
0.337***
(0.068)

Note: Conventional estimates were used. Standard errors are indicated in parentheses. The character +
denotes p < 0.1, * denotes p < 0.05, ** denotes p < 0.01, and *** denotes p < 0.001. All calculations used
local linear regression with an optimal bandwidth and a triangular kernel. These models include country-reform fixed effects.

Figure 2.4. ‘Fuzzy’ RD estimates for different bandwidths
Note: Conventional estimates were used. Dotted lines indicate a 95% confidence interval. All calculations
used local linear regression with an optimal bandwidth and a triangular kernel. These models include
country-reform fixed effects.
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We tested the robustness of the pooled results by running ‘fuzzy’ RDs for different bandwidths,
ranging from four to 20. The results of these models are shown in Figure 2.4. The effect of
education for European unification remains consistently insignificant. For trust in the European
parliament, the evidence is more mixed. For a limited number of bandwidths, the result
remains borderline significant (p < 0.05). Therefore, it is difficult to draw strong conclusions
about the effect of an additional year of education on trust in European parliament. Taken
together, the resulting impression is that additional time spent in secondary education does

2

not lead to clear and obvious effects for Euroscepticism. For European unification, we find
an insignificant effect, while for trust in European parliament, we find only a non-robust
borderline significant effect. In contrast to the clear education effect for Euroscepticism
observed in cross-sectional studies, these results point to a mixed picture with less obvious
evidence of a causal link between education and Euroscepticism.7 This is in stark contrast to
what we would expect to find based on the literature

2.5 Conclusion and discussion
One of the most consistent findings in the literature on Euroscepticism is that those with
less education are more Eurosceptic than those with more (Hakhverdian et al., 2013; Lubbers
& Jaspers, 2011). It has been argued that education reduces Euroscepticism by enhancing
cognitive skills, increasing socialisation into liberal values, and improving one’s position on
the (international) labour market. However, the education effect has only been tested using
cross-sectional research designs, leaving open the possibility of unobserved confounders.
This study moves beyond this well-established association to approximate the causal effect of
education using a ‘fuzzy’ regression discontinuity design. In this design, we analysed the effect
of education for two different measurements of Euroscepticism in the Netherlands (1974),
Great Britain (1947, 1972), Sweden (1965), and Denmark (1958) using compulsory schooling
reforms which were effective in raising the average years of schooling. Since our individual
country-reform models lack statistical power, we emphasise the results of our pooled models.
Our pooled results indicate insignificant to mixed effects of education on Euroscepticism. An
additional year of secondary education did not affect people’s opinion towards European
unification, while regarding trust in the European parliament, we find a borderline significant
result which is not robust after additional testing.

7 As an additional robustness check, we also ran reduced-form RDs, but these models yielded identical
results (see Table B.5).

47

binnenwerk_sander_productie.indd 47

09/12/2021 20:24

Chapter 2

Although both European unification and immigration concern a wider, education-based divide
in Western Europe (Bovens & Wille, 2017), evidence of a direct link between education and
these attitudes is mixed. Although d’Hombres and Nunziata (2016) and Cavaillé and Marshall
(2019) have found that additional years of education reduce hostility towards immigration,
Lancee and Sarrasin (2015) and Finseraas et al. (2018) have found no effect of schooling on
lowering anti-immigrant sentiments. The findings of our study add to the literature that
explains the origins of Euroscepticism. Recent studies using longitudinal data have found that
Euroscepticism does not change when students progress through education (Kuhn et al., 2021)
and that parental socialisation is a crucial factor in explaining differences in Euroscepticism
(Fox et al., 2019). Although we do not test the parental socialisation mechanism here, our
results are in line with the idea that education might be less important than previously thought.
It is important to be careful with the generalizability of our results because the external
validity of our study is limited. One crucial limitation of our study is that the ‘fuzzy’ design only
estimates the LATE. Since our estimates only apply to the specific subpopulation of compliers
at the cut-off, we cannot exclude the possibility that education has an effect for the average
person in the population. However, considering the robustness of findings regarding the
association between education and Euroscepticism in many cross-sectional studies, these
results are still surprising.
Some might argue that we simply lack the statistical power to validate these hypotheses or
that the first-stage increase of 0.3 years in years of education in our sample is too small to see
any effects for Euroscepticism. It is indeed true that we introduced measurement error by
assigning treatment based on the year of birth instead of the month of birth. This weakens the
first-stage effect sizes and consequently impacts our main results. However, both d’Hombres
and Nunziata (2016) and Cavaillé and Marshall (2019) have reported strong and robust findings
for the effect of additional years of schooling on anti-immigration attitudes using data from
the ESS and similar first-stage effect sizes, which makes us confident that our non-results are
not due to measurement error.
There are several possible explanations for these deviating findings. First, they may result
from the fact that educational reforms mainly took place between the 1950s and the 1970s.
As many of these reforms occurred long before European unification became a salient issue,
those affected were already well beyond their impressionable years when it became politicised
(Rekker, 2018). That makes our estimates quite conservative; as younger generations grow
up in a more globalised society and have more direct experiences with European unification,
they have been found to be more positive about the EU than older generations (Rekker, 2018).
This is also evident in school curricula, as schools today focus more on teaching pupils about
European unification and citizenship than in the decades in which the compulsory schooling
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reforms were passed (Keating, 2009). This may be in contrast to the values which are important
for attitudes towards immigrants, such as tolerance towards outgroups and respect for
different cultures, which are likely to have featured prominently in school curricula when the
compulsory schooling reforms were passed.
Second, the exogeneous variation in schooling in our study is limited to the secondary
school level. Hence, it is possible that, in contrast to anti-immigration attitudes, the effects
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of schooling for Euroscepticism mainly occur at another education level. The most prominent
of these is university education, since especially large differences in Euroscepticism have
been observed between university and non-university graduates (Bovens & Wille, 2017).
Research has suggested that the adoption of liberal values might also occur while students
are in university (Hastie, 2007b). Moreover, university education is associated with more
transnational interactions via exchange programs such as ERASMUS, which some have
argued strengthen EU support (Fligstein, 2008; Mitchell, 2012, 2015).8 Therefore, it would be
worthwhile to study the specific consequences of students progressing through university
education for Euroscepticism.
In a similar vein, the economic consequences of university education for Euroscepticism should
be studied in more detail, as well. The utilitarian cost-benefit calculations argument posits
that more education is positively associated with EU support because of the positive economic
benefits that additional education brings, such as the skills, mobility, and knowledge necessary
to compete in a globalised labour market (Kriesi et al., 2008). The positive consequences of
compulsory schooling reforms for the economic returns on education are well documented
(Brunello et al., 2009). However, since we find no effects of additional years of secondary
education for Euroscepticism, the utilitarian cost-benefit mechanism is not substantiated
here. Of course, it is possible that the important economic gains mentioned in the literature
regarding the relationship between education and EU support (i.e., the skills, mobility, and
knowledge necessary to compete in a globalised labour market) are mostly obtained via
university education. Ultimately, since we cannot currently make any far-reaching conclusions
about the mechanisms, future research should expand on the links between education and
Euroscepticism. To conclude, this study hopes to stimulate future research to further unravel
the underlying causes of the educational divide in Euroscepticism.

8

For a skeptical view of the effects of the ERASMUS exchange program, see Kuhn (2012) and Sigalas
(2010).
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An earlier version of this chapter can be found in SocArxiv as Kunst, S. (2020). Learning to love cosmopolitanism? Testing the socialisation effect of educational field of study on cosmopolitan attitudes
in the Netherlands. https://doi.org/10.31235/osf.io/d9sjr. A slightly different version of this chapter is
submitted to an international peer reviewed journal as Kunst, S. Learning to love immigration? Testing
the socialisation effect of educational field of study on anti-immigration sentiment in the Netherlands.
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Abstract
Education is consistently found to be one of the most important predictors of openness
towards globalisation. However, there is still debate regarding which mechanism actually
drives this relationship. In this chapter, I examine anti-immigration attitudes exclusively, as
schools are considered to be especially vital in generating tolerance for different ways of life.
According to school socialisation theory, the school environment lowers anti-immigration
sentiment by exposing students to liberal values, which stimulates an open, tolerant outlook.
To test the importance of the school environment in lowering hostility towards immigration,
I propose the use of educational field of study to leverage variation in students’ socialisation
experience. Using 12 waves of high-quality panel data in the Netherlands (2007–2020), I show
that, although there are cross-sectional differences between fields of study in anti-immigration
attitudes, these disparities remain largely stable as students progress through education. The
findings hint that these attitudes are ‘sticky’ and might be formed early in life.
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3.1 Introduction
The issue of immigration has become heavily politicised in recent years in Western Europe,
sparking intense political debate about how welcome foreigners are and the consequences
of immigration for the social cohesion of society (Hutter & Kriesi, 2021; Kriesi et al., 2008;
Maxwell, 2019). A large body of work has examined the individual- and country-level factors
that shape people’s views towards immigration (Ceobanu & Escandell, 2010; Hainmueller &
Hopkins, 2014). At the individual level, education is considered one of the most important
predictors of anti-immigration attitudes. It is well established that citizens with less education
are more likely to feel threatened by and display hostility towards immigrants than the better
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educated (Cavaillé & Marshall, 2019; d׳Hombres & Nunziata, 2016; Hainmueller & Hiscox, 2007;
Hjerm, 2001; Mayda, 2006; Quillian, 1995). This relationship has been found to be robust across
national contexts, although more so in countries with a longer democratic tradition (Coenders
& Scheepers, 2003; Hello et al., 2002; Thomsen & Olsen, 2017).
Considering the strong association between educational attainment and anti-immigration
attitudes, the school environment is therefore seen as pivotal in shaping openness to different
cultures and ways of living (Hello et al., 2004; Hyman & Wright, 1979; Selznick & Steinberg,
1969). According to school socialisation theory, educational institutions in established
democratic countries instil a set of universal liberal values that continue to influence how
students think long after they have left the education system (Hello et al., 2002, 2004; Thomsen
& Olsen, 2017). During their education, adolescents are exposed to the dominant social
values and principles of a liberal democratic society, such as tolerance, equal treatment, and
pluralism (Coenders & Scheepers, 2003; Phelan et al., 1995; Selznick & Steinberg, 1969). It is
subsequently expected that longer exposure and the internalisation of these values lead to an
open, tolerant worldview, which in return lowers anti-foreigner sentiment (see also Davidov
et al., 2020; Davidov & Meuleman, 2012).
However, the relevance of the school environment for reducing anti-immigration attitudes is
disputed, as recent scholarship has demonstrated conflicting results regarding whether attitudes
actually change as a result of attending education. While some (quasi-experimental) studies
have found an effect of remaining in education longer on lowering anti-immigration sentiment
(Cavaillé & Marshall, 2019; d׳Hombres & Nunziata, 2016; Margaryan et al., 2021), others have
found no evidence that education reduces hostility towards foreigners (Finseraas et al., 2018;
Lancee & Sarrasin, 2015; Weber, 2020). These authors argue that attitudes towards foreigners
are largely determined by pre-adult factors, such as personality traits or family socialisation
in the home environment, and that adolescents subsequently sort into different educational
trajectories. Therefore, it remains an unresolved question within the literature whether people
become more tolerant towards immigrants while progressing through education.
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Building on these inconclusive findings, I analyse the extent to which education directly
influences lowering anti-immigration sentiment. Specifically, I propose the use of educational
field of study to leverage variation in the socialisation experience of students while in
education. Fields of study teach different subject matter and ways of thinking that may be
related to socio-political orientations (Guimond et al., 1989; Guimond & Palmer, 1990, 1996;
Hastie, 2007a, 2007b). In brief, socialisation is expected to occur when the knowledge and skills
taught within fields of study are congruent with specific political and social values (Fischer et
al., 2017; Surridge, 2016; Van de Werfhorst & De Graaf, 2004; Van de Werfhorst & Kraaykamp,
2001). Since ‘not all education is equally liberal’ (Ma-Kellams et al., 2014), the relevance of the
educational environment for lowering anti-foreigner attitudes could be heterogeneous, i.e.,
depend on the field of study. Consequently, scholars may have overlooked important withingroup variation in the effects of education.
I expect that students in fields of study that stress communicative skills and prepare them
for socially oriented professions are less hostile towards immigrants than students in fields
that emphasise business or technical skills. According to Van de Werfhorst and Kraaykamp
(2001), students in socially oriented fields such as care, social studies, and education are more
likely to espouse liberal values, as acquiring communicative skills enables them to broaden
their perspective and to become aware of others’ motives and points of view. Students’
familiarity with the rationale for other people’s choices and actions is assumed to stimulate
understanding of and appreciation for those with a different way of life. In contrast, fields
such as economics, law, or physics are more likely to train students for professions in which
human understanding is not a priority or in which more self-centred views are promoted
(Guimond & Palmer, 1990, 1996; Hastie, 2007b). This does not imply that these students have
anti-immigrant views. The key hypothesis here is that attending socially oriented fields is more
negatively associated with anti-foreigner sentiment.
Studies that have examined the impact of fields of study on political orientations have done so
primarily using cross-sectional designs with small, convenient samples of students or following
only adolescents in tertiary education (see for overview Chatard & Selimbegovic, 2007; Hastie,
2007b). Therefore, to overcome these limitations and test the field socialisation hypothesis
for anti-immigration attitudes, I used 12 waves of high-quality panel data from the Dutch LISS
(2007–2020) to test whether students’ attitudes change as they progress through education
(Scherpenzeel & Das, 2018). Moreover, the Netherlands is an ideal case to test the influence
of fields of study, as specialisation into different fields takes place starting in secondary
education, which makes it possible to examine a larger part of the population than only those
in the highest levels of education.

54

binnenwerk_sander_productie.indd 54

09/12/2021 20:24

Learning to love immigration?

I proceeded in two steps. First, I used pooled OLS regression models to estimate whether
there are durable cross-sectional differences between fields of study in the degree of antiimmigration sentiment among the Dutch population. Second, as respondents as young as 15
participate in the LISS, I could capture a substantial part of students’ educational trajectory.
I applied linear growth curve models to test whether the gap between fields of study in
immigration attitudes widened over time while students progressed through education.
My findings indicate that there are cross-sectional differences between fields of study in
anti-immigration attitudes. However, I do not find support that these gaps become more
pronounced as adolescents move through education. It is more likely that students who are
open to immigration sort into socially oriented fields.

3

This chapter contributes to the existing literature in two ways. First, the findings demonstrate
that fields of study provide an additional source of stratification for anti-immigration attitudes,
which are central to the new ‘globalisation’ line of political conflict in the Netherlands and
in many other Western European countries (De Vries, 2018b). While controlling for other
relevant background factors, graduates from socially oriented fields are more likely than their
counterparts in other fields to have a pro-immigration stance. Second, this study contributes
to our understanding of the relevance of the school environment for shaping attitudes towards
immigration. It adds to the growing literature which questions the view that education is a
causal force that lowers anti-foreigner sentiment (Finseraas et al., 2018; Lancee & Sarrasin,
2015; Weber, 2020). Students’ attitudes towards immigration change only marginally, and,
years before graduating, those in socially oriented fields of study are already less hostile
towards foreigners than their peers in other fields. This aligns with the view in the literature
that people select into fields of study that match pre-existing values and attitudes (Elchardus
& Spruyt, 2009; Hastie, 2007a). Therefore, the results suggest that these attitudes may partially
be sticky dispositions that are formed early in life under the influence of pre-adult factors,
such as parental socialisation (Persson, 2012).

3.2 Theoretical framework
While fields of study do not openly adhere to a specific political ideology or point of view,
they differ with regards to the socio-political message that is transmitted (Kemmelmeier et
al., 2005). These differences in messaging can be attributed to the specific focus of each field
of study. Fields of study offer students diverse curricula that emphasise different types of
knowledge and skills (Van de Werfhorst, 2010; Van de Werfhorst & Kraaykamp, 2001). These
contrasts originate in the ways fields prepare students for occupations that require specific
ways of thinking and working (Van de Werfhorst, 2002). However, the resources that fields
of study provide affect not only labour market opportunities, but also social and political
55

binnenwerk_sander_productie.indd 55

09/12/2021 20:24

Chapter 3

orientations (Van de Werfhorst & Kraaykamp, 2001). Briefly, socio-political socialisation in
fields of study is expected to occur when the content of the curriculum overlaps with specific
social and political values (Fischer et al., 2017; Van de Werfhorst & De Graaf, 2004).
A crucial pillar of socialisation theory is that the changes that fields of study produce are
assumed to be durable (Coenders & Scheepers, 2003; Hyman & Wright, 1979). The lasting
impact of education arises because it is part of people’s broader socialisation experiences
in life. Research indicates that political values and attitudes tend to develop during the
‘impressionable years’, between the ages of 13 and 25, and remain fairly stable after this period
(Kiley & Vaisey, 2020; Kustov et al., 2019; Neundorf & Smets, 2017). As most people spend this
phase of their life in school, education is presumed to have a lasting influence on students’
socio-political orientations.
According to the literature, students in fields of study that teach communicative skills and
competencies become more tolerant and egalitarian (Stubager, 2008; Surridge, 2016; Van
de Werfhorst & De Graaf, 2004). These skills and competencies are especially prominent in
socially oriented fields of study that emphasise human understanding and/or improving
others’ welfare, such as social studies, humanities, care, or teacher training. These skills “make
students aware of other people’s standpoints and motives, thereby broadening students’
horizons and socializing them to value and accept divergent standpoints” (Van de Werfhorst
& Kraaykamp, 2001, p. 313). In turn, this is expected to enhance students’ awareness of other
people’s needs and experiences, which is vital for empathising with and tolerating those with a
different way of life. Therefore, in the psychology literature, it has been argued that these fields
are hierarchy attenuating (Sidanius et al., 2003). In contrast, students in fields such as STEM
or business and law are taught abstract and mathematical reasoning or, in the latter case,
the enhancement of one’s own self-interest through the emphasis on skills such as managing
and commercial thinking.
These socialisation influences can be further amplified by peers and teachers within each
field (Mendelberg et al., 2017; Pascarella & Terenzini, 1991; Woessner & Kelly-Woessner, 2020).
Interactions with peers who follow the same study program and who are thus socialised into
the same social and political values might solidify an in-group identity with congruent social
and political orientations. In addition, as teachers are likely to have obtained a degree in the
same field of study, educational staff is also sometimes thought to politically ‘indoctrinate’
their students. However, evidence to support this claim is scarce (Mariani & Hewitt, 2008;
Woessner & Kelly-Woessner, 2009).
In addition to cross-sectional differences between fields of study in political orientations,
such as authoritarianism (Carnevale et al., 2020; Stubager, 2008; Surridge, 2016), and political
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engagement (Hillygus, 2005), the socialisation influence of fields of study has also been
documented in the literature (Chatard & Selimbegovic, 2007; Hastie, 2007b). For example,
as students progress through their field of study, those in the social sciences are more likely
to blame the political and economic system for societal problems such as unemployment,
inequality, and poverty, while business majors tend to lay the blame on the poor and jobless
themselves (Guimond et al., 1989; Guimond & Palmer, 1990, 1996). In a similar vein, economics
and business students become more pro-market over the course of study than students in
other fields of study (Fischer et al., 2017; Goossens & Méon, 2015; Haucap & Just, 2010; Surridge,
2016; Whaples, 1995).

3

I extend this line of reasoning to anti-immigration attitudes. Previous work has found that
those who place value on “understanding, appreciation, tolerance, and protection for the
welfare of all people” (Davidov & Meuleman, 2012, p. 759) are more likely to be open towards
immigration (Davidov et al., 2008, 2020; Davidov & Meuleman, 2012). Therefore, I expect that
graduates of socially oriented fields of study that emphasise communicative skills, i.e., social
studies, the humanities, teacher training, and care, are more likely to be pro-immigration,
as their field of study has enabled them to be tolerant and accepting of different ways of
living. This is not to say that graduates of other fields are nativists. However, students in fields
of study that emphasise the welfare of others and human understanding by teaching social
skills and communicative competencies are more likely to be socialised in the values that are
important for being open and tolerant towards foreigners. Thus,
H1: Graduates from socially oriented fields of study are less likely to be opposed to immigration
than people with a specialisation in other fields.
Socialisation implies that students’ attitudes should change as they progress through education
(Elchardus & Spruyt, 2009). A well-known debate within the literature concerns the question
of whether differences between fields of study in socio-political orientations are due to
socialisation or whether students are predisposed to sort into fields that match pre-existing
values and interests (Hastie, 2007b). A large body of work argues that people select into fields of
study that they perceive as corresponding to their social and political orientations (Elchardus &
Spruyt, 2009; Feldman & Newcomb, 1969; Hastie, 2007a; Jacobsen, 2001; Sidanius et al., 2003).
Students have even been shown to perform better academically if their attitudes are congruent
with a field of study (Kemmelmeier et al., 2005; Sidanius et al., 2003). However, this does not
necessarily imply that no socialisation occurs. Although differences may already exist prior
to or at the beginning of each specialisation, these differences could be further exacerbated
by what happens within education (Goossens & Méon, 2015). Hastie (2007a, p. 212) labels this
type of process as ‘accentuation’. Therefore, if socialisation occurs, we should observe the
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gap between students in socially oriented fields of study and other fields in anti-immigration
attitudes widening over time as adolescents move through the education system. Thus,
H2: The gap in anti-immigration sentiment between students in socially oriented fields of study
and other fields widens over time prior to completing a degree.

3.3 Data, methods, and measurements
3.3.1 Data
To test the hypotheses, I used the 12 available waves of the LISS panel administered between
2007 and 2020 by CentERdata (Tilburg University, The Netherlands; (Scherpenzeel & Das, 2018).
The LISS panel is a representative sample of Dutch individuals who participate in monthly
Internet surveys. The panel is based on a true probability sample of households drawn from
the population register of Statistics Netherlands (Scherpenzeel, 2011). A longitudinal survey
is fielded in the panel every year and covers many domains including health, work, education,
income, housing, time use, political views, values, and personality. A major advantage of the
LISS is that extra attention is given to increasing participation in the panel. For example,
people are provided a computer and internet connection if necessary and a 10 euro payment
as a reward for participation.
According to the LISS administrators, the response rate in 2019 was on average 80%, while
the respondent attrition averages 12% with every wave. Although the LISS does not contain
weights, Scherpenzeel and Bethlehem (2018) have shown that the representation the panel
provides of the Dutch population is equal to other national face-to-face surveys. However,
although the LISS has taken additional measures to stimulate participation, younger citizens,
the less educated, minorities, and single households are slightly underrepresented in its
dataset. Therefore, I am confident that, overall, the data provides a sufficiently representative
sample. I combine data from the ‘Politics and Values’ surveys with the ‘Work and Schooling’
questionnaires to obtain a complete overview of respondents’ educational attainment, field
of study, and political attitudes.

3.3.2 Empirical strategy
The main dependent variable was attitudes towards immigration. The LISS contains a battery
of six questions that address people’s perceptions about “foreigners, asylum seekers, and
national outgroups more generally” (Gidron & Mijs, 2019, p. 642). The list of items can be
found in Table 3.1. All items have an answering scale ranging from 1 to 5, and they were
recoded in order to ensure that higher scores indicated more hostility towards immigration.
The six items together have a Cronbach’s alpha of 0.82 across all 12 waves, which indicates
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Table 3.1. Overview of items to measure attitudes towards immigration
1

2
3
4
5
6

𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝛽𝛽𝛽𝛽𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖

Some people believe that immigrants are entitled to live here while retaining their culture. Others
feel that they should adapt entirely to Dutch culture. Where would you place yourself on a scale
of 1 to 5, where 1 means that immigrants𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖
can retain their own culture and 5 means that they
should adapt entirely?
It is good if society consists of people from𝑇𝑇𝑗𝑗𝑗𝑗different cultures (reverse coded).
It should be made easier to obtain asylum in the Netherlands (reverse coded).
𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) to the same social security as Dutch citizens
Legally residing foreigners should be entitled
(reverse coded).
(2)
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝜃𝜃𝜃𝜃𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
There are too many people
of foreign origin or descent in the Netherlands.
It does not help a neighbourhood if many people of foreign origin or descent move in.

Note: Based on the LISS panel.

𝑐𝑐

3

a reliable scale. The average over these six items was calculated for each respondent and
(3)
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝛾𝛾𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
subsequently recoded to provide
a scale between 0 and 1, with higher scores indicating more
anti-immigration sentiment.

𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖

To test the first hypothesis, whether there are durable differences between fields of study in
anti-immigration attitudes, I restricted the sample
to include only respondents up to the age
𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖
of 70. After 70, non-random panel attrition poses a threat to the representativeness of the

data (De Vos, 2009). In total, this analysis used a sample of 36,628 observations from 8,703
respondents (for descriptive statistics, see Table C.1). I used pooled OLS regression models

with robust standard errors clustered by respondent. The following equation was estimated
for individual i = 1…, N who was observed at several time points t: 1…, T:

𝑦𝑦𝑖𝑖𝑖𝑖 = 𝛽𝛽0 + 𝛽𝛽1.2−1.3 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑖𝑖𝑖𝑖 + 𝛽𝛽2.2−2.6𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑖𝑖𝑖𝑖 + 𝛽𝛽3.2−3.9𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑖𝑖𝑖𝑖

(1)

+ 𝛽𝛽4 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑖𝑖𝑖𝑖 + 𝛽𝛽5 𝑦𝑦𝑦𝑦𝑦𝑦𝑦𝑦 𝑜𝑜𝑜𝑜 𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏ℎ𝑖𝑖𝑖𝑖 + 𝛽𝛽6.2−6.6𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖 𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑖𝑖𝑖𝑖
+ 𝛽𝛽7.2−7.12 𝑤𝑤𝑤𝑤𝑤𝑤𝑤𝑤𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖

The𝑦𝑦most
crucial independent variable in this equation is field of study. I constructed three
𝑖𝑖𝑖𝑖 = 𝛽𝛽0 + 𝛽𝛽1 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖 + 𝛽𝛽2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑗𝑗 + 𝛽𝛽3 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖 𝑋𝑋 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑗𝑗 + 𝛽𝛽4 𝛿𝛿𝑖𝑖𝑖𝑖 + 𝑢𝑢0𝑗𝑗
broad groups of fields of study; an overview is provided in Table 3.2. The central thesis of
+ 𝑢𝑢 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡 + 𝜀𝜀

1𝑗𝑗
𝑖𝑖𝑖𝑖
this chapter is the idea
that𝑖𝑖𝑖𝑖students
in socially oriented fields of study that focus on human

understanding and promoting the welfare of others by teaching communicative skills are more
pro-immigration. First, following Stubager (2008), I therefore classified the socially oriented
𝑢𝑢 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡

𝑖𝑖𝑖𝑖
fields as a combination of education and1𝑗𝑗teacher
training, social and behavioural studies,

arts and humanities, and health and welfare (labelled together as CTSS). The last category,

however, is less than ideal, as it includes, for example, social work, nursing, and caring for the
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Chapter 3

Table 3.2. Categorisation of fields of study
Category
Care, education, and social studies (CTSS)

Fields
Education and teacher training
Arts and humanities
Social and behavioural studies
Health and welfare

Business, law, and services (BLS)

Economics and business
Law
Services

Science, technology, engineering, and
mathematics (STEM)

Engineering, manufacturing, and Construction
Agriculture
Science
Telecommunication

elderly, but also more technical fields, such as dental studies and medicine. Therefore, the
estimates of the socially oriented fields of study could be somewhat conservative.
Second, I created a specific category for fields of study that focus on furthering one’s own selfinterest or commercial thinking (labelled together as BLS). This includes economics, business
administration, and accountancy; law; and services (personal care, catering, transport, and
security). Finally, I clustered together fields that emphasise technical skills and capabilities,
namely, science fields such as mathematics; engineering, manufacturing, and construction;
agriculture; and telecommunications (labelled together as STEM).
In addition, I controlled for sex, year of birth, immigration background, education level,
occupation, and survey wave. Sex was a dummy variable with male (0) and female (1).
Immigration background consisted of six categories, namely Dutch background (1), firstgeneration, western (2); first-generation, non-western (3); second-generation, western
(4); second-generation, non-western (5); and unknown (6).1 The highest level of education
completed was measured using six answering categories: (1) primary school (PO), (2)
intermediate secondary education (VMBO), (3) higher secondary education (HAVO/VWO),
(4) intermediate vocational education (MBO), (5) higher vocational education (HBO), or (6)
university education (WO). Occupation was divided into nine categories: (1) higher academic
or independent profession, (2) higher supervisory profession, (3) intermediate academic or
independent profession, (4) intermediate supervisory profession, (5) other mental work,

1 Since LISS only began soliciting respondents’ immigration background in wave 4, this would exclude
people who only participated in previous waves. Therefore, I included a separate option, ‘unknown’.
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𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝛽𝛽𝛽𝛽𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖

(6) skilled and supervisory manual work, (7) semi-skilled manual work, (8) unskilled and
trained manual work, and (9) agrarian profession.
To control for time trends, I included
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖
survey wave dummies.

𝑇𝑇𝑗𝑗𝑗𝑗

Next, I tested whether attitudes change
as students
progress through education, which is
𝑓𝑓(𝑅𝑅
𝑗𝑗𝑗𝑗 )
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖
 + of
𝛽𝛽𝛽𝛽the
𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) hypothesis.
+ 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑗𝑗𝑗𝑗 +
the=focus
second
An issue with the LISS panel is that people’s field of study
(2)
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖they
= have
+ 𝜃𝜃𝜃𝜃
+ 𝑐𝑐 + This
𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖 creates problems for
𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗a) degree.
refers to the field in which
completed
students

still in school,
𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖as the field of study in which
 they obtain their degree is not clear until after
𝑐𝑐

they complete it. Similarly, it is impossible for many respondents to know when they began
𝑇𝑇

𝑗𝑗𝑗𝑗
their specialisation.

𝑆𝑆𝑖𝑖𝑖𝑖𝑖𝑖

3

𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 )
(3)
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 =  + 𝛾𝛾𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
I address these issues as follows. First, due to the panel structure of the data, I know when
(2)
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖
=  + 𝜃𝜃𝜃𝜃𝑗𝑗𝑗𝑗 + 𝑓𝑓(𝑅𝑅𝑗𝑗𝑗𝑗 ) + 𝑐𝑐 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
people completed a level of education. I used
this knowledge and calculated the years before

completing the
𝑐𝑐 highest degree obtained. I restricted the LISS to respondents who achieved

their highest diploma at age 30 or younger in order to ensure a balance between a sufficiently
𝑆𝑆̂

𝑖𝑖𝑖𝑖𝑖𝑖
large analytical sample and to include people
in their impressionable years, when attitudes are

still likely
susceptible
to 𝜀𝜀change
(Neundorf et al.,(3)
2013). Moreover, after the age of 30, the
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 =
+ 𝛾𝛾𝑆𝑆̂to
+ 𝑓𝑓(𝑅𝑅
𝑖𝑖𝑖𝑖𝑖𝑖 be
𝑗𝑗𝑗𝑗 ) + 𝑐𝑐 +
𝑖𝑖𝑖𝑖𝑖𝑖
number of people who complete a degree is quite low. Second, in the analyses, I considered
𝑌𝑌

a time span of𝑖𝑖𝑖𝑖𝑖𝑖five years before completing the degree, as most educational programs in the
Netherlands take up to four or five years to complete (see for detailed description of Dutch

education system Eurydice, 2007). For all degrees combined, this yielded a sample of 2,392
𝑆𝑆̂𝑖𝑖𝑖𝑖𝑖𝑖

observations from 759 respondents. Thus, on average, I have more than three repeated
𝑦𝑦𝑖𝑖𝑖𝑖 = 𝛽𝛽0 + 𝛽𝛽1.2−1.3
𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠
𝛽𝛽2.2−2.6
𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒
observations
per respondent
(3.15).
descriptive
statistics,
see𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜
Table C.2. 𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖 +For
𝑖𝑖𝑖𝑖 + 𝛽𝛽3.2−3.9

+ 𝛽𝛽4 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑖𝑖𝑖𝑖 + 𝛽𝛽5 𝑦𝑦𝑦𝑦𝑦𝑦𝑦𝑦 𝑜𝑜𝑜𝑜 𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏ℎ𝑖𝑖𝑖𝑖 + 𝛽𝛽6.2−6.6𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖 𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑖𝑖𝑖𝑖

I applied linear growth curve models to test whether attitudes change over the five years prior
+ 𝜀𝜀𝑖𝑖𝑖𝑖
to completing +
the𝛽𝛽7.2−7.12
degree.𝑤𝑤𝑤𝑤𝑤𝑤𝑤𝑤
The𝑖𝑖𝑖𝑖estimation
for observation i of respondent j can be written as:

𝑦𝑦𝑖𝑖𝑖𝑖 = +𝛽𝛽0𝛽𝛽+ 𝛽𝛽1 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡
𝑖𝑖𝑖𝑖 + 𝛽𝛽2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑗𝑗 + 𝛽𝛽3 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖 𝑋𝑋 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑗𝑗 + 𝛽𝛽4 𝛿𝛿𝑖𝑖𝑖𝑖 + 𝑢𝑢0𝑗𝑗
𝑦𝑦𝑖𝑖𝑖𝑖 = 𝛽𝛽0 + 𝛽𝛽1.2−1.3 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠
𝑖𝑖𝑖𝑖
2.2−2.6 𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑒𝑖𝑖𝑖𝑖 + 𝛽𝛽3.2−3.9 𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑜𝑖𝑖𝑖𝑖

(2)

+ 𝑢𝑢𝑖𝑖𝑖𝑖1𝑗𝑗+𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡
𝜀𝜀𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖 + 𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖
+ 𝛽𝛽4 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑖𝑖𝑖𝑖 + 𝛽𝛽5 𝑦𝑦𝑦𝑦𝑦𝑦𝑦𝑦 𝑜𝑜𝑜𝑜 𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏ℎ
𝛽𝛽6.2−6.6
𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑏𝑖𝑖𝑖𝑖
+ 𝛽𝛽7.2−7.12 𝑤𝑤𝑤𝑤𝑤𝑤𝑤𝑤𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖

Since the technical field of study in particular
𝑢𝑢1𝑗𝑗 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖lacked a substantial number of observations,
this variable was recoded and combined with the field of business, law, and services to create a

𝑦𝑦𝑖𝑖𝑖𝑖 = 𝛽𝛽0 + 𝛽𝛽1 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖 + 𝛽𝛽2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑗𝑗 + 𝛽𝛽3 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖 𝑋𝑋 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓 𝑜𝑜𝑜𝑜 𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑠𝑗𝑗 + 𝛽𝛽4 𝛿𝛿𝑖𝑖𝑖𝑖 + 𝑢𝑢0𝑗𝑗

dichotomous variable differentiating between (1) CTSS and (2) BLS or STEM. Field of study was

with the variable for time to examine whether the gap between the two categories
+ 𝑢𝑢1𝑗𝑗 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖 +interacted
𝜀𝜀𝑖𝑖𝑖𝑖
in our dependent variables widened over the five-year period prior to completing the degree.
For this cross-level interaction, I followed standard practice and incorporated a random slope

for time ( 𝑢𝑢1𝑗𝑗 𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑡𝑖𝑖𝑖𝑖 ; Heisig & Schaeffer, 2019). Finally, 𝛿𝛿𝑖𝑖𝑖𝑖 encompasses a vector of control
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = 𝑝𝑝𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − 𝑝𝑝)𝜇𝜇𝑗𝑗𝑗𝑗 + 𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
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variables, namely sex, year of birth, immigration background, highest level of education
attended, and survey wave dummies. Robust standard errors are reported.

3.4 Results
3.4.1 Lasting differences between fields of study in attitudes towards immigration?
The first step is to examine whether there are differences between socially oriented fields of
study and ‘other’ fields regarding anti-immigration sentiment. Based on field socialisation
theory, it is expected that people with a background in a socially oriented field of study are
more likely to be pro-immigration. The pooled OLS models included controls for year of birth,
sex, immigration background, highest completed level of education, occupation, and survey
wave. The results can be found in Table 3.3.

Table 3.3. Pooled OLS regression models predicting anti-immigration attitudes
(1)
Full sample
CTSS (ref.)
BLS
STEM

(2)
(3)
(4)
Dutch natives Non-post-secondary Post-secondary

0.05***
(0.01)
0.04***
(0.01)

0.05***
(0.01)
0.04***
(0.01)

0.05***
(0.01)
0.05***
(0.01)

0.05***
(0.01)
-0.04**
(0.01)
0.01
(0.01)
-0.04***
(0.01)
-0.08***
(0.01)
-1.23***
(0.29)
36628
0.142

0.05***
(0.01)
-0.04**
(0.01)
0.01
(0.01)
-0.04**
(0.01)
-0.09***
(0.01)
-1.72***
(0.32)
30283
0.129

0.04***
(0.01)
-0.03**
(0.01)

0.05***
(0.01)
0.04***
(0.01)

Primary school (ref.)
Intermediate secondary
Higher secondary
Intermediate vocational
Higher vocational
University
Constant
Observations
Adjusted R2

ref.

-0.55
(0.43)
10683
0.116

-0.05***
(0.01)
-0.10***
(0.01)
-1.61***
(0.37)
25945
0.126

Note: Robust standard errors are in parentheses. All models included controls for year of birth, sex,
immigration background, occupation, and survey wave.
+
p < 0.1, * p < 0.05, ** p < 0.01, *** p < 0.001.
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While controlling for a wide range of demographic background variables, it became clear
that, compared to people with a background in socially oriented fields (CTSS), being trained
in BLS and STEM is associated with significantly more anti-immigration sentiment. The effect
sizes are also quite substantial, matching the coefficients of education level. Considering that
education level is also strongly correlated with all outcomes, other attributes of education,
such as enhancing cognitive skills, strengthening the position on the labour market, or the
broader normative influences of the school environment, could also still be important here.
Additional robustness checks reveal that this relationship between field of study and antiimmigration attitudes is robust (a) when selecting only known Dutch natives in the sample
and (b) dividing the sample into those with and without post-secondary degrees. In sum, I

3

find support for H1.

3.4.2 Different attitudes as a consequence of field of study?
A critical aspect of the socialisation model is that it argues that these observed differences
between fields of study crystallise as students progress through education. Specifically, this
means that we should observe students’ attitudes towards immigration changing over time
while attending education. Therefore, I used linear growth curve models to analyse how the
gap between fields of study develops over time while in education. I combined the BLS and
STEM fields in order to maximise the number of observations in each category. This means
that, although CTSS consists of people who only completed a degree in one or more socially
oriented fields, the new BLS/STEM category consists of people who completed a degree in BLS
and/or STEM field(s). First, I examined all different education levels at the same time; these
ranged from intermediate secondary through university education. The results are in Table 3.4.
The time variable indicates the slope for students in socially oriented fields (= 0). This indicates
that hardly any change occurs in immigration attitudes over the course of study in CTSS. The
BLS/STEM variable indicates that, at the time of completing the degree (t = 0), a gap remains
between fields of study for anti-immigration attitudes. Students in CTSS fields are less hostile
towards immigration than students in BLS/STEM. The negative value for BLS/STEM x Time
indicates that, over time, the different fields begin to approach each other. The marginal effects
shown in Figure 3.1 provide better insight into these dynamics.
Figure 3.1 shows that students’ opinions remain largely static over the course of study. Most
importantly, it provides tentative evidence that the gap between fields of study in political
orientations already exists years before completing the degree. Taken together, this refutes
the idea of the socialisation model, as people already appear to be different prior to or at
the start of each specialisation, and moreover, these existing differences change little. Of
course, it could be argued that pooling all levels of education together produces an incorrect
comparison due to the
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Table 3.4. Linear growth curve models for all degrees predicting anti-immigration attitudes
Time
CTSS (ref.)
BLS/STEM
BLS/STEM x Time
University (ref.)
Intermediate secondary
Higher secondary
Intermediate vocational
Higher vocational
Observations
Respondents
Log pseudolikelihood

All degrees
-0.002
(0.004)
0.043**
(0.014)
-0.002
(0.003)
0.057*
(0.028)
0.034
(0.023)
0.101***
(0.020)
0.041**
(0.016)
2392
759
1621.671

Note: Robust standard errors are in parentheses. All models included controls for year of birth, sex,
immigration background, and survey wave.
+
p < 0.1, * p < 0.05, ** p < 0.01, *** p < 0.001.

Figure 3.1. Marginal effects graph of different fields of study using all degrees
Note: Calculations are based on the estimations in Table 3.4.
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potentially large within-group heterogeneity. Therefore, I performed the same analyses again
specifically for post-secondary degrees (MBO, HBO, and WO) and tertiary degrees (HBO and
WO). The results for post-secondary and tertiary degree holders are provided in Table 3.5.
The results in both tables confirm what is reported in Table 3.4. There is a gap between fields
of study at the time of completing the degree. However, this gap seems to remain largely
stable as students progress through education. Hence, in all three contexts, there is no
robust evidence that fields of study create considerable changes in students’ opinions about
immigration. Figure 3.1 hinted at the possibility of selection playing a role. Figure 3.2 shows
the marginal effect plots for post-secondary and tertiary degrees. Similar to Figure 3.1, a gap

3

between fields of study in immigration attitudes is already present years prior to completing
a degree. This provides tentative support for the argument that these attitudes are partially
sticky dispositions formed earlier in life.
Table 3.5. Linear growth curve models for post-secondary and tertiary degrees predicting antiimmigration attitudes

Time
CTSS (ref.)
BLS/STEM
BLS/STEM x Time
University (ref.)
Intermediate vocational
Higher vocational
Observations
Respondents
Log pseudolikelihood

(1)
Post-secondary
-0.003
(0.004)

(2)
Tertiary
-0.004
(0.005)

0.038*
(0.017)
-0.003
(0.004)

0.060**
(0.019)
-0.002
(0.004)

0.101***
(0.020)
0.039*
(0.016)
1870
528
1326.361

0.042**
(0.016)
1434
392
1073.671

Note: Robust standard errors are in parentheses. All models included controls for year of birth, sex,
immigration background, and survey wave.
+

p < 0.1, * p < 0.05, ** p < 0.01, *** p < 0.001.
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3.4.3 Robustness checks
I performed five robustness checks. First, I added a quadratic term for time to the model to
determine whether the relationship was curvilinear. However, all estimates remained small and
statistically non-significant. Second, I selected only students with a known Dutch background,
as the children of immigrants have more positive views of immigration and globalisation in
general (Kuhn, 2016). The related findings can be found in Figure C.1. Third, I expanded the
time window of analysis from five years prior to five years after completing the degree (11
years in total), as attitudes might develop over a longer period. The results are reported in
Figure C.2. Fourth, I excluded the category ‘health and welfare’ from the analyses to assess
whether the results differed, as this category could make the results more conservative (see
Figure C.3). In all cases, the overall patterns as reported in the main text remained the same.
Finally, I tested whether the relationship between fields of study and support for European
unification differed. On the one hand, we would expect that students from socially oriented
fields of study would become more supportive of the EU, as tolerance for other cultures
and religious backgrounds is an important attenuator of Euroscepticism (De Vreese &
Boomgaarden, 2005; Hobolt et al., 2011). On the other hand, since a cornerstone of European
unification is the free movement of goods and services, we could expect that students in fields
that stress economic knowledge would in fact be more supportive of European unification
(Hainmueller & Hiscox, 2006). The results can be found in Figure C.4. There is little difference
between fields of study in support for European unification. However, as with immigration
attitudes, support for European unification seems to remain largely stable over time.
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Figure 3.2. Marginal effects graph of different fields of study using post-secondary (top panel) and tertiary
degrees (bottom panel)
Note: Calculations are based on the estimations in Table 3.5.
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3.5 Conclusion and discussion
The increase in non-Western immigration has ignited fierce social and political conflict in
European societies. Although lower education has been found to be a key predictor of antiimmigration attitudes, it remains unclear what drives this relationship. In this chapter, I
highlighted a dominant explanation for educational differences in anti-foreigner sentiment,
namely school socialisation theory. According to this line of thought, the school environment
exposes students to universal liberal values such as tolerance, egalitarianism, and pluralism
(Coenders & Scheepers, 2003; Hello et al., 2004; Thomsen & Olsen, 2017). Consequently, it
has been argued that longer exposure to and internalisation of these values translates into a
durable reduction of anti-immigration sentiment.
In this study, I argued that, to leverage variation in the socialisation experience in school, it is
important to examine educational field of study. I expected that students in socially oriented
fields of study that emphasise communicative competencies and human understanding in
particular would be more open to immigration, as acquiring these skills “makes students
aware of other people’s standpoints and motives, thereby broadening students’ horizons and
socializing them to value and accept divergent standpoints” (Van de Werfhorst & Kraaykamp,
2001, p. 313). Some studies have found that those who place a higher value on “understanding,
appreciation, tolerance, and protection for the welfare of all people” (Davidov & Meuleman,
2012, p. 759) are more likely to take an open and internationalist position regarding immigration
(Davidov et al., 2008, 2020; Davidov & Meuleman, 2012).
Using high-quality data from the Dutch LISS panel between 2007 and 2020, I studied the
consequences of different fields of study for anti-immigration attitudes. First, the results
provided cross-sectional evidence that, among the Dutch population, a background in a
socially oriented field of study, i.e., care, education, and social studies, is associated with
lower anti-foreigner sentiment. However, a longitudinal approach focussed on the dynamics
of anti-immigration attitudes during one’s education demonstrated that, at the very beginning
of different specialisations or even before, students in socially oriented fields are already
more open to foreigners than their peers in other fields of study. Furthermore, contrary to
the expectations based on the socialisation model, no significant divergence occurs between
socially oriented and other fields of study. Taken together, I find support for H1, but I fail to
provide support for H2.
This chapter makes three important contributions to the existing literature. First, it shows
that, in addition to education level, field of study also stratifies citizens’ attitudes towards new
cultural issues, in this case, immigration (Stubager, 2008; Surridge, 2016; Van de Werfhorst & De
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Graaf, 2004). This indicates that field of study is a valuable variable for researchers to consider
when studying differences in people’s views towards globalisation.
Second, this study adds to the growing literature on the causal relationship between education
and anti-immigration attitudes. Although cross-sectional studies consistently find a negative
correlation between time spent in education and anti-immigration attitudes (Hainmueller &
Hiscox, 2007; Mayda, 2006; Quillian, 1995; Thomsen & Olsen, 2017), recent studies that utilise
quasi-experimental and panel data research designs cast doubt on the causality of this
relationship (Finseraas et al., 2018; Lancee & Sarrasin, 2015; Weber, 2020). In a similar vein, I
find that field of study does not account for large changes in anti-immigration sentiment. Those
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that do occur are marginal and do not point to the clear socialisation influence of schooling.
Third, the findings of this study add to the perceived importance of childhood socialisation for
political values and attitudes (Kam & Palmer, 2008; Kuhn et al., 2021; Persson, 2012; Persson et
al., 2016). The analyses provide tentative evidence that the gap in political preferences between
students in different fields of study is already present years prior to completing a degree. This
shows that immigration preferences are sticky and potentially crystallise earlier in life.
Several remarks regarding the limitations and implications of this study are necessary. First,
although I do not find that immigration attitudes change over the course of study, this does not
mean that education has no impact at all. Several studies have found that more time spent in
education lowers anti-foreigner sentiment (Cavaillé & Marshall, 2019; d׳Hombres & Nunziata,
2016; Margaryan et al., 2021). Therefore, this examination should not be seen as a complete
rejection of education as a potential force for attitudinal change, as it is possible that different
parts or contexts of the educational cycle have an effect. In addition, due to data limitations, I
had to cluster different fields of study together. Future research could apply additional nuance
to these findings and examine a more fine-grained set of fields to determine whether there is
an effect within the categories I created. In a similar vein, the sample size is quite small in my
study. Future research using larger samples could potentially find patterns that are currently
not observable due to the lack of statistical power.
Second, it remains unclear what exactly happens within these fields of study. Specifically, in
this chapter, I have especially focussed on the different curricula of fields of study, which led to
a different value emphasis. However, it is possible that what matters most is not what is taught,
but rather the peer networks and normative political climate in which students are embedded
during their education. For example, Mendelberg et al. (2017) has shown that the type of social
class milieu in which people are embedded within American colleges fosters distinct values,
beliefs, and attitudes. Through exposure to dominant social norms and the desire to fit in with
peers, people can change in their political orientations to rally around the norms and values
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shared by the majority of the perceived in-group. More work is needed to establish how the
normative environment and the social norms promulgated within education in general, and
fields of study specifically, influence adolescents (see also Woessner & Kelly-Woessner, 2020).
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Abstract
Citizens with higher levels of education are consistently found to be more open to globalisation
than those with less education. However, the literature has thus far neglected the issue of
whether educational divides in anti-globalisation sentiment result from people’s own
educational attainment or whether they are a consequence of deep-rooted positions
of disadvantage across generations. In this chapter, we address the question of how
intergenerational social mobility, i.e., obtaining a different educational outcome than one’s
parents, affects people’s openness towards globalisation. We apply diagonal reference models
to study the influence of one’s own and parental education levels on shaping attitudes to
globalisation in 26 European countries using the ESS between 2008 and 2018. Our results
indicate that, although both parental and one’s own education levels play a role, ‘mobile’
citizens largely adapt to the attitudes of their own education level. Moreover, the importance of
one’s own and parental educational attainment does not depend on the social fluidity between
education levels within countries. Consequently, this study has important implications for
studying political socialisation and the formation of attitudes.
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4.1 Introduction
The politicisation of issues such as European unification and immigration has revealed severe
grievances among the public about the opening of national communities to international
economic, cultural, and political influences (Hobolt, 2016; Maxwell, 2020; Norris & Inglehart,
2019). The United Kingdom’s exit from the EU and the growing backlash against transnational
institutions that facilitate international cooperation shows that these anti-globalisation
sentiments can have important political and social implications (De Vries et al., 2021; Walter,
2021). Whether one embraces or rejects the consequences of globalisation is strongly
correlated with educational attainment (Kriesi et al., 2008). For example, it is well established
that more educated individuals are more likely to support (or at least condone) immigration
and further European unification than those with less education (Cavaillé & Marshall, 2019;
Hakhverdian et al., 2013; Mayda, 2006).

4

However, the literature has thus far neglected the question of whether educational divides in
anti-globalisation sentiments are formed by citizens’ own educational attainment or whether
these result from deep-rooted positions of disadvantage across generations (Hooghe & Marks,
2018, pp. 115–116). Educational divides can differ greatly depending on parental educational
attainment. To shed light on this issue, we address the question of how intergenerational social
mobility, i.e., obtaining a different educational outcome than one’s parents, affects people’s
openness towards globalisation. Since socially mobile individuals achieve a lower or higher
educational level than their parents, they are connected to both their parental and their own
educational milieu. Consequently, these citizens are shown to form their political opinions in
a different fashion than those who remain in the same social environment throughout their
lives (De Graaf et al., 1995; Tolsma et al., 2009).
Therefore, in this chapter, we begin with the premise that both parental education and
one’s own level of education shape attitudes towards globalisation. However, there is still
debate about which of the two contexts has the most profound impact on openness towards
globalisation. One perspective argues that ‘mobile’ people’s own education level is most
important in shaping attitudes towards globalisation. Specifically, people’s own education
matters most because, in the educational system, students’ cognition is improved, they are
socialised into universal liberal values, and their own level of education strongly influences
their position in the international labour market (Hooghe & Marks, 2018; Kriesi et al., 2006,
2008, 2012). Hence, it assumes that people’s attitudes are dynamic and adapt to the utility
functions that result from holding different educational credentials (De Graaf & Ultee, 1990).
In contrast, an alternative perspective argues that parental socialisation is key in developing
lasting values, beliefs, and attitudes (Glass et al., 1986; Jennings et al., 2009; Jennings &
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Niemi, 1968; Kam & Palmer, 2008; Quintelier, 2015). For example, the more educated parents
are, in general, the more they support immigration and the EU, and they can transmit these
preferences to their children via family socialisation (Fox et al., 2019; Langsæther et al., 2020).
From this perspective, parental socialisation is ‘sticky’, and attitudes change little despite
educational re-socialisation or the position obtained in the labour market (Kam & Palmer,
2008; Kuhn et al., 2021; Lancee & Sarrasin, 2015; Persson, 2012, 2014, 2015; Weber, 2020).
Thus, while both parental background and one’s own education level are considered vital,
the exact balance between the two is currently understudied and deserves further attention.
To study socially mobile citizens’ attitudes towards globalisation, we employ diagonal
reference models (DRMs) in 26 European countries using data from the ESS between 2008
and 2018. DRMs are statistical models which allow the researcher to disentangle the separate
influence of parental education, one’s own education level, and the difference between the
two (Sobel, 1981). Although rarely used in political science research, they are an established
method in sociology, including studies about the role of social mobility for health (Gugushvili
et al., 2019; Schuck & Steiber, 2018), voting behaviour (Daenekindt et al., 2020; De Graaf et al.,
1995; Nieuwbeerta et al., 2000), and political attitudes (Jaime-Castillo & Marqués-Perales,
2019; Paskov et al., 2021).
Building on the existing literature on social mobility, we test four micro-level hypotheses.
First, we expect that, for socially mobile individuals, both parental and one’s own education
level influence and shape support for globalisation. Next, we can hypothesise which context
is most important in shaping these preferences. The second hypothesis states that openness
towards globalisation is predominantly determined by people’s own education level (i.e.,
the social destination hypothesis). According to the third and competing hypothesis, support
for globalisation is mainly a consequence of parental education level (i.e., the social origin
hypothesis). Fourth, people adjust their preferences regarding globalisation to the education
level that yields the highest social status (i.e., the status-maximisation hypothesis). Finally, we
extend our analysis to the country level and explore whether a national context of high social
mobility implies that parental background plays a less prominent role in shaping attitudes
towards globalisation for socially mobile citizens (i.e., the societal mobility hypothesis).
Our study makes two important contributions. First, studying attitudes towards globalisation
among socially mobile individuals adds to a larger theoretical debate on whether parental or
educational socialisation is more important in political attitude formation (e.g. Hebbelstrup
et al., 2021; Kam & Palmer, 2008; Kuhn et al., 2021; Lindgren et al., 2019; Persson, 2015; Sieben
& De Graaf, 2004). Second, the degree to which attitudes are ‘sticky’ concerns the broader
discussion in the literature on the extent to which falling or climbing on the social ladder
alters people’s openness towards globalisation. Understanding the public backlash against
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globalisation reveals the idea that these sentiments are driven by perceptions of economic
or cultural deprivation and social status loss (Burgoon et al., 2019; Gidron & Hall, 2017, 2020;
Hochschild, 2018). In this regard, our study illuminates whether attitudes indeed adjust to
people’s position in the societal hierarchy or whether their social origins can function as a
buffer against the consequences of social status loss for attitudes towards globalisation.

4.2 Theoretical framework
Studying the consequences of social mobility has a long tradition within the social sciences
(Lipset & Bendix, 1959). Intergenerational educational mobility concerns the process by which
people obtain a lower or higher education level than their parents (Breen, 2010). As ‘mobile’
individuals climb or fall on the social ladder, they are exposed to two different social contexts,
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namely their social origin and social destination. However, they experience both contexts at
different points over the course of their life. The parental environment is especially important
during early childhood, as children reside with their parents and discuss politics with them.
In contrast, the social destination is likely to be salient during and after leaving education, as
students enter the labour market and spend less time within the family environment. Previous
studies on the relationship between social mobility and political attitudes have found that the
political preferences of the socially mobile are influenced by both their parental and their own
social milieu (e.g. Daenekindt et al., 2018; Jaime-Castillo & Marqués-Perales, 2019; Tolsma et
al., 2009). Thus, the attitudes of socially mobile people are distinct from those of the socially
immobile, i.e., those who spend their entire lives in the same social class or education level
(Ares, 2020; De Graaf et al., 1995; Van Ditmars, 2020). Consequently, our first hypothesis states
that both parental and one’s own education level shape socially mobile people’s openness
towards globalisation. Thus,
H1: In addition to one’s own educational attainment, parental education level also shapes the
openness towards globalisation of the socially mobile.
However, the relative importance of both contexts depends on the relevance of early childhood
socialisation through one’s parents versus the reshaping of values and interests that occurs
within the newly obtained social position. Therefore, on the micro level, we further test three
different hypotheses, labelled the social destination hypothesis, the social origin hypothesis,
and the status-maximisation hypothesis.

4.2.1 Social destination hypothesis
According to the social destination hypothesis, we should expect the attitudes of ‘mobile’
individuals towards globalisation to resemble their social destination more than their social
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origin (De Graaf & Ultee, 1990; Nieuwbeerta et al., 2000; Tolsma et al., 2009). The socially
mobile are assumed to adapt their attitudes to the new social position, as an important body
of research argues that more educated individuals are more open towards globalisation
as a direct consequence of socialisation in education and because education gives them
a stronger position oi the labour market. First, more educated individuals are more open
to globalisation, as their cognitive skills have been improved, and they have been exposed
to liberal values in education, such as tolerance and post-national models of society, for a
longer period (Keating, 2009; Stubager, 2008; Van de Werfhorst & De Graaf, 2004). Second,
and also because of economic benefits, those with more education are more supportive of
globalisation, as a higher education level makes it more likely that one will be a ‘winner’ of
globalisation and profit from increased mobility across borders (Colantone & Stanig, 2018;
Kriesi et al., 2008). Finally, we can expect ‘mobile’ individuals to largely adapt their views to
the new social position because of group dynamics. As people acquire a new social position,
they become embedded in networks that uphold certain identities and attitudes. Hence,
individuals feel social pressure to adjust their attitudes to those dominant in the new in-group
to maintain their psychological well-being (Hogg & Smith, 2007). Hence, we expect,
H2a: The relative weight of one’s own education for openness towards globalisation is higher
than the relative weight of parental education on openness towards globalisation.

4.2.2 Social origin hypothesis
In contrast, based on the social origin hypothesis, we should expect that the attitudes of
‘mobile’ individuals are closer to their social origin than their social destination (Jaime-Castillo
& Marqués-Perales, 2019; Tolsma et al., 2009). According to this hypothesis, what people
learn and experience in early childhood is especially important for crystallising their political
preferences (Kam & Palmer, 2008). In this regard, the family is considered the key political
socialisation agent in youth (Neundorf & Smets, 2017). Ample literature has shown that parents
transmit their ideology to their offspring through various mechanisms (Jennings et al., 2009;
Jennings & Niemi, 1968). As more educated parents are more open towards globalisation,
their children are likely to adopt similar views. The implication is that, while these attitudes
are still malleable in childhood, they remain fairly stable later in life (Kiley & Vaisey, 2020). In
addition, research on social mobility shows that social origin is also important for shaping
labour market position. Specifically, while obtaining the same degree, students from lower
social strata are more likely to earn less and have less prestigious occupations than students
from higher-status social backgrounds (Friedman & Laurison, 2020; Torche, 2011). Therefore,
we would expect that attitudes towards globalisation predominantly depend on parental
education level (see also Fox et al., 2019; Kuhn et al., 2021). Consequently, this means that

78

binnenwerk_sander_productie.indd 78

09/12/2021 20:24

As the twig is bent, the tree is inclined?

upbringing is ‘sticky’ and that the attitudes of ‘mobile’ individuals should largely resemble
those of their parental education level.1 Thus,
H2b: The relative weight of one’s own education on attitudes towards globalisation is lower than
the relative weight of parental education on openness towards globalisation.

4.2.3 Status-maximisation hypothesis
While the social origin hypothesis argues that political attitudes resemble those of one’s
parental education, the social destination hypothesis assumes that ‘mobile’ individuals
largely adjust their attitudes to their new social position. That is, irrespective of whether one
moves up or down on the social ladder, the social networks, values, and material interests
that result from different educational credentials override most parental influences. However,
one can question whether this is actually the case. The consequences of downward mobility

4

are assumed to be rather different than those that stem from upward mobility. Specifically,
research has connected downward mobility with fuelling feelings of anger, frustration,
and social marginalisation (Daenekindt, 2017). In response to this difference, the statusmaximisation hypothesis has been proposed.
According to this hypothesis, it is assumed that the downwardly mobile respond to their
decline by anchoring their point of social reference in the most prestigious education level
(De Graaf et al., 1995; De Graaf & Ultee, 1990). The underlying assumption is that people prefer
to adopt the most prestigious identity and thus maximise their social status (Daenekindt &
Roose, 2013, 2014). Hence, while the upwardly mobile are open to influences from their new
social position and adjust their preferences accordingly, the downwardly mobile, in search
of a positive self-image, are hesitant to change and are less open to social influences from
their new in-group (Clifford & Heath, 1993; Van Ditmars, 2020). In our case, this implies that
the upwardly mobile become more supportive of globalisation, while the downwardly mobile
resist becoming more opposed to globalisation, as this conflicts with their more prestigious
social identity. In sum, we expect:
H3: The relative weight of one’s own education compared to the relative weight of parental
education on openness towards globalisation is higher for the upwardly mobile than for the
downwardly mobile.

1

See also the work of Pierre Bourdieu and the formation of a habitus in early childhood due to family
socialisation that subsequently shapes political orientations (Bourdieu, 1984).
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4.2.4 Societal mobility hypothesis
Finally, there are good reasons to expect that the relative weight of parental and one’s own
education level on openness towards globalisation differs across countries. We explore one
possible source of cross-country variation, namely the degree of social mobility between
education levels within countries. Here, social mobility is conceptualised as the strength of the
association between the parental education level and the child’s. A society is characterised by
more social mobility if parental education is less important for determining the educational
attainment of their offspring. Consequently, low social mobility implies that there is limited
in- and outflow from different education levels. We expect that the relative weight of parental
education is higher for the socially mobile in countries with a stronger association between
the levels of education of parents and children, i.e., less social mobility on the country level.
Lower social mobility, and subsequently the limited in- and outflow from different education
levels, makes it more likely that enduring traditions, norms, and values are present in each
educational milieu (Bourdieu, 1984). Based on expectations from the class mobility literature,
the homogeneity within each educational stratum increases the socialisation influence of the
educational milieu of origin during people’s youth, as strong class-specific traditions are likely
to be present (Curtis, 2016, p. 111; Nieuwbeerta et al., 2000, p. 328).
In contrast, high social mobility implies that educational milieus become more heterogeneous
due to the growing diversity of social backgrounds within each stratum (Notten et al., 2015).
Moreover, newcomers are likely to retain part of their social origin (Tolsma et al., 2009). As a
result, it is less likely that children are socialised into strongly stratified values, norms, and
attitudes. Consequently, we expect that low social mobility within societies increases the early
childhood socialisation influence of each educational milieu, which would make the parental
background of the socially mobile more important for shaping political preferences (see also
Jaime-Castillo & Marqués-Perales, 2019). Therefore, we hypothesise,
H4: The relative weight of parental education for openness towards globalisation is lower in
societies with higher social mobility.

4.3 Data, methods, and measurements
4.3.1 Data
To test our hypotheses, we used data from five rounds of the ESS (2008, 2012, 2014, 2016, and
2018). The ESS is a high-quality, biennial, cross-national survey of attitudes and behaviour
that uses probability samples of individuals of 15 years and older which are representative
of the population in each participating country. For each survey round, approximately 1,000
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respondents per participating country are surveyed. For this study, we selected respondents
between the ages of 25 and 64. This is common in studies of social mobility in order to ensure
that only respondents who have left school and are active in the labour market are included.
Moreover, we dropped respondents born abroad or who did not have at least one parent
born in the country of the survey. This was necessary because the educational credentials
of immigrants are not easily compared to those of natives. We used data from 26 European
countries, which included post-communist nations and two non-EU member states: Austria,
Belgium, Bulgaria, Croatia, Cyprus, the Czech Republic, Denmark, Estonia, Finland, France,
Germany, Hungary, Ireland, Italy, Latvia, Lithuania, the Netherlands, Norway, Poland, Portugal,
the Slovak Republic, Slovenia, Spain, Sweden, Switzerland, and the United Kingdom. After the
listwise deletion of missing values, a total analytical sample of 90,647 respondents remained.

4

4.3.2 Dependent variables
The main outcome of interest is people’s openness towards globalisation. Previous work has
identified European unification and immigration as the core topics of this larger construct (De
Vries, 2018b; Hooghe & Marks, 2018; Maxwell, 2020). Therefore, we used two dependent variables.
Support for European unification was measured with the item ‘Some people think European
unification has gone too far; others believe it should go further. What is your position?’. People
could indicate that European unification has already gone too far (0) or should go further (10).
Support for immigration was measured with a composite index consisting of three statements:
(1) immigration good or bad for economy; (2) a country’s cultural life is undermined or enriched
by immigration; and (3) immigration makes countries a worse or better place to live. All items had
a scale from zero to 10, with higher scores indicating more support for immigration. Together,
these items measure people’s sense of a realistic threat (item 1), symbolic threat (item 2), and
opinions of immigrants more generally (item 3; Paskov et al., 2021). The Cronbach’s alpha of this
scale is 0.85, which indicates a reliable measure.

4.3.3 Independent variables
The main independent variables were respondents’ own educational attainment and that of
their parents. We used a reduced form of the International Standard Classification of Education
(ISCED), which is designed specifically for cross-country comparative analyses (Schneider,
2010). We distinguished between three educational levels: lower than secondary (ES-ISCED-I)
and lower secondary education (ES-ISCED-II) together comprised the least educated group;
lower-tier (ES-ISCED-IIIb) and upper-tier (ES-ISCED-IIIa) secondary and advanced vocational
sub-degrees (ES-ISCED-IV) formed the group with a medium education level; and lower (ESISCED V1) and higher (ES-ISCED-V2) tertiary education constituted the most educated group.
Parents’ highest educational attainment was assessed by combining information about the
father and mother. We used the highest education level of the two possible options. If a
respondent had a missing value for one parent, we used the available information regarding
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the other parent. In addition, we controlled on the micro level for sex, age, and domicile.
Summary statistics of the analytical sample can be found in Table 4.1.
In the second part of the analysis, we sought to explain cross-country differences in the relative
weight of parental education by societal social mobility. We calculated the degree of social
mobility within a country by running an OLS regression for each individual state to predict
respondents’ educational attainment by his or her parental education level for respondents
aged 25 to 64 (Hertz et al., 2007; Notten et al., 2015). We included age, sex, and survey round
dummies as control variables. We then saved the b coefficient of parental education level;
we reversed and standardised it to ease interpretation. Consequently, a higher coefficient on
this measure indicates a national context of greater societal mobility.2 For an overview of the
weight parameters and social mobility by country, see Table C.1.
Table 4.1. Descriptive statistics of analytical sample (N = 90,647)
Support immigration
Support European unification
Education of respondent
Low
Middle
High
Education of respondent’s parents
Low
Middle
High
Sex
Male
Female
Age
Domicile
Big city
Outskirts/suburbs
Town
Village
Countryside

Mean
5.23
5.041

Min.
0
0

Max.
10
10

.166
.544
.289

0
0
0

1
1
1

.392
.453
.155

0
0
0

1
1
1

.481
.519
45.601

0
0
25

1
1
64

0
0
0
0
0

1
1
1
1
1

.192
.108
.308
.327
.065

St. Dev.
2.145
2.608

11.299

Note: Calculations based on the European Social Survey.

2 Ideally, we would have tested H4 using a measure of social mobility for each country cohort. However,
due to the low number of observations in some countries and/or cohorts, this was not possible, as
the DRM necessary to estimate the weight parameter of parental education requires sufficient observations to produce a meaningful coefficient. Therefore, we chose to calculate one country-specific
measure.
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4.3.4 Methods
To study the relative importance of social origin and of social destination for socially mobile
individuals in relation to openness towards globalisation, we utilised diagonal reference
models DRMs. These models are specifically designed to study the effects of social mobility
(De Graaf & Ultee, 1990; Sobel, 1981). The rationale behind the DRM is that the ‘immobile’,
i.e., those who are born and remain in the same social milieu, from each category represent
the dominant attitudes of each stratum (Tolsma et al., 2009, p. 266; Van der Waal et al., 2017,
p. 1032). In our study, the ‘immobile’ are those who have achieved the same absolute level of
educational attainment as their parents. These groups have formed their attitudes without
experiencing social mobility. In short, the DRM estimates whether the attitudes of the socially
mobile are closer to the ‘immobile’ members of their origin or destination education level.
For example, if a person grows up in a less educated family but achieves a higher level of
education, then their attitudes are modelled as a function of the attitudes of the ‘immobile’

4

lower educated (origin) and higher educated (destination). The formal baseline model
(including covariates) can be written
𝛿𝛿𝑖𝑖𝑖𝑖 as:

𝛿𝛿𝑖𝑖𝑖𝑖
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𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = 𝑝𝑝𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − 𝑝𝑝)𝜇𝜇𝑗𝑗𝑗𝑗 + 𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑌𝑌
𝑖𝑖𝑖𝑖𝑖𝑖 = 𝑝𝑝𝜇𝜇𝑖𝑖𝑖𝑖𝛿𝛿+
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Here, Yijk is the dependent variable for cell ij, which contains individuals from social origin
i who move to social destination j,𝜇𝜇𝑗𝑗𝑗𝑗which has k values. Next, 𝜇𝜇𝑖𝑖𝑖𝑖 and 𝜇𝜇𝑗𝑗𝑗𝑗 reflect the values
of the dependent variable of ‘immobile’ people from social origin i and social destination j.
𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖

𝑚𝑚
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social destination has a greater
𝜇𝜇 impact on the attitudes of ‘mobile’ individuals than social origin.
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Chapter 4

standard error. Second, we ran meta-regression models to estimate whether there was an
association between macro social mobility and the relative importance of parental education
(Harbord & Higgins, 2008). The advantage of these models is that they take the standard errors
of the estimated weight parameters into account.

4.4 Results
4.4.1 Descriptive statistics
Before testing the hypotheses, we first present descriptive statistics of our sample. Table 4.2
presents a contingency table on the distribution of one’s own and parental education levels.
The grey diagonal represents the socially ‘immobile’, i.e., respondents who obtained the same
education level as their parents. The white cells are the socially ‘mobile’, as there is a discrepancy
between the education level achieved and the highest educational attainment of the parents.
The highest rate of educational reproduction is visible among the medium-educated group
(66.29%), closely followed by the highest-educated group (66.12%). The lowest reproduction
was found among the least educated (34.64%), which is likely a consequence of educational
expansion in many European countries in the 20th century (Breen, 2010). Finally, it becomes
clear that upward mobility is still much more common in our sample than downward mobility.
Next, we estimated the different means for each combination of parental and one’s own
education level. The results are shown in Figure 4.1. The values on the diagonals indicate
that those who are raised and remain in a less educated milieu are less supportive of European
unification and immigration than those who reproduce their high parental education level.

Parental education level

Table 4.2. Absolute mobility table of analytical sample (N = 90,647)

Low
Middle
High
Total

Low
12,303
34.64%
2,409
5.86%
364
2.59%
15,076
16.62%

Respondent education level
Middle
High
17,721
5,496
49.89%
15.47%
27,246
11,445
66.29%
27.85%
4,389
9,274
31.29%
66.12%
49,356
26,215
54.46%
28.91%

Total
35,520
100%
41,100
100%
14,027
100%
90,647
100%
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Furthermore, even though respondents share the same education level, a clear difference
is visible in parental education. For example, those raised in a less educated milieu but who
achieve a high level of education themselves are significantly less open towards the EU (5.85–
6.17) and immigration (6.16–6.55) than those who are born and remain in their parents’ high
level of education. These differences are larger for immigration attitudes than for attitudes
towards European integration. Thus, this demonstrates that the educational divide may look
very different when parental education is taken into account.

4.4.2 Results of DRMs
We proceed with the results of the DRMs for support for European unification (Table 4.3) and
immigration (Table 4.4). In all models, we included country dummies to remove observed
heterogeneity between countries. Moreover, we used cluster robust standard errors by country
to correct for heteroscedasticity. Finally, since we used data from several rounds of the ESS,

4

we included survey-round dummies to control for variation over time. All models controlled for
sex, age, and domicile. In addition to the full sample, we divided the analyses between Western
European and post-communist countries, as these have fundamentally different histories in
relation to educational mobility. In contrast to the West, there was an active policy in postcommunist countries to ensure upward mobility opportunities for children from workingclass backgrounds and to break the ‘educational privilege’ of the middle and upper classes
(Betthäuser, 2019).

Figure 4.1. Mean support for European unification (left) and immigration (right) by respondents’ highest
level of education and that of their parents
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4.4.3 Support for European unification
Table 4.3 shows the results of the DRMs for support for European unification. Models 1, 3, and
5 present the baseline specification, while Models 2, 4, and 6 test the status-maximisation
hypothesis. The top of the table, which includes the support of ‘immobile’ people from
each education level, a strong educational divide is clear. Those with less education are less
supportive of the EU than those with more. Moreover, this divide is more profound in Western
Europe than in post-communist countries. To determine which models fit best, we followed
standard practice and examined the Bayesian information criterion (BIC; (Jaime-Castillo &
Marqués-Perales, 2019; Tolsma et al., 2009). A lower BIC indicates a better model fit.
For the full sample, we find that the baseline model fits best (Model 1). That is, the importance
of social origin is equally important for upwardly and downwardly mobile citizens. We find that
the weight of parental education is 0.27, 95% CI [0.21; 0.33]. This means that the importance of
one’s own education level for attitudes towards the EU is 1–0.27 = 0.73, 95% CI [0.67; 0.79]. This
provides three valuable insights. First, the weight parameter p is significantly different from 0,
which confirms H1. Thus, for socially mobile citizens, support for European unification is not
only shaped by their own education level, but it also reflects their social origins. Second, as the
weight is significantly different from 0.5, one’s own education is more important for shaping
support for European unification than parental education. Third, as the status-maximisation
model does not yield a better model fit than then baseline model, we must reject the statusmaximisation hypothesis (H3).
By analysing the separate results for post-communist countries and Western Europe, we find
that the baseline model fits best for both. The intercepts show that support for European
unification is much higher in the post-communist countries compared to the West. Moreover,
those with the middle level of education are most opposed to the EU in Central and Eastern
Europe, deviating from the standard pattern that is usually found in Western Europe. The
weight of parental education is higher in former communist countries (= 0.41, 95% CI [0.25;
0.57]) than in Western Europe (= 0.27, 95% CI [0.23; 0.31]). In sum, although both parental
education and one’s own shape the attitudes of upwardly and downwardly mobile individuals,
people’s own education level is more important for both categories.
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Table 4.3. Results of diagonal reference models for support for European unification
All
(3)
Baseline

(4)
S-M

-0.52***
(0.07)
-0.21***
(0.04)
0.73***
(0.08)
0.27***
(0.03)

-0.66***
(0.07)
-0.21***
(0.05)
0.87***
(0.09)
0.27***
(0.02)

-0.05
(0.06)

-0.65***
(0.07)
-0.21***
(0.05)
0.86***
(0.08)
0.33***
(0.05)
-0.10
(0.07)
-0.05
(0.06)

-0.12
(0.07)
-0.25***
(0.05)
0.38***
(0.09)
0.41***
(0.08)

-0.07
(0.04)

-0.52***
(0.07)
-0.21***
(0.04)
0.73***
(0.08)
0.32***
(0.04)
-0.06
(0.07)
-0.07
(0.04)

-0.08
(0.06)

-0.14
(0.08)
-0.26***
(0.05)
0.40***
(0.09)
0.30**
(0.10)
0.16
(0.15)
-0.08
(0.06)

-0.03
(0.08)
-0.09
(0.08)
-0.20**
(0.08)
-0.36***
(0.09)
-0.00
(0.00)
4.60***
(0.22)
Yes
Yes
90,647
424,433.6

-0.03
(0.08)
-0.09
(0.08)
-0.20**
(0.08)
-0.36***
(0.09)
-0.00
(0.00)
4.59***
(0.22)
Yes
Yes
90,647
424,443.6

-0.19**
(0.06)
-0.29***
(0.08)
-0.42***
(0.07)
-0.53***
(0.09)
0.00
(0.00)
4.26***
(0.19)
Yes
Yes
60,392
280,279.7

-0.19**
(0.06)
-0.29***
(0.08)
-0.42***
(0.07)
-0.53***
(0.09)
0.00
(0.00)
4.25***
(0.19)
Yes
Yes
60,392
280,287.1

0.09
(0.21)
0.10
(0.10)
-0.03
(0.11)
-0.08
(0.11)
-0.01*
(0.00)
7.03***
(0.29)
Yes
Yes
30,255
143,433.7

0.09
(0.21)
0.10
(0.10)
-0.03
(0.11)
-0.08
(0.11)
-0.01*
(0.00)
7.04***
(0.29)
Yes
Yes
30,255
143,432.4

Middle
High
Origin weight (p)
p * Upward mobility

Big city (ref.)
Suburbs
Town
Village
Countryside
Age
Constant
Country FE
Survey-round FE
Observations
BIC

Post-communist
(5)
(6)
Baseline
S-M

(2)
S-M

Low

Female

West

(1)
Baseline

4

Note: Robust standard errors in parentheses. S-M indicates status-maximisation model.
* p < .05, ** p < .01, *** p < .001.
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Table 4.4. Results of diagonal reference models for support for immigration
All
(1)
Baseline
Low
-0.87***
(0.06)
Middle
-0.13***
(0.03)
High
1.00***
(0.07)
Origin weight (p)
0.25***
(0.02)
p * Upward mobility
Female
Big city (ref.)
Suburbs

-0.05
(0.04)

-0.00
(0.06)
Town
-0.10
(0.07)
Village
-0.17*
(0.07)
Countryside
-0.28***
(0.06)
Age
0.00
(0.00)
Constant
4.70***
(0.13)
Country FE
Yes
Survey-round FE
Yes
Observations
90,647
BIC
378,071.0

West
(2)
S-M
-0.86***
(0.06)
-0.13***
(0.03)
0.99***
(0.07)
0.36***
(0.04)
-0.16***
(0.04)
-0.05
(0.04)

(3)
Baseline
-1.00***
(0.06)
-0.15***
(0.04)
1.14***
(0.06)
0.24***
(0.01)

-0.08
(0.05)

(4)
S-M
-0.98***
(0.06)
-0.14***
(0.03)
1.13***
(0.06)
0.35***
(0.04)
-0.15**
(0.05)
-0.08
(0.05)

-0.01
(0.06)
-0.11
(0.07)
-0.17*
(0.07)
-0.28***
(0.06)
0.00
(0.00)
4.68***
(0.12)
Yes
Yes
90,647
378,052.6

-0.18***
(0.05)
-0.31***
(0.06)
-0.38***
(0.06)
-0.42***
(0.05)
0.01***
(0.00)
4.44***
(0.12)
Yes
Yes
60,392
249,102.9

-0.18***
(0.05)
-0.31***
(0.06)
-0.38***
(0.06)
-0.43***
(0.05)
0.01***
(0.00)
4.42***
(0.11)
Yes
Yes
60,392
249,089.1

Post-communist
(5)
(6)
Baseline
S-M
-0.50***
-0.50***
(0.10)
(0.10)
-0.13***
-0.12***
(0.03)
(0.03)
0.63***
0.62***
(0.11)
(0.11)
0.32***
0.39***
(0.04)
(0.10)
-0.10
(0.13)
0.06
0.06
(0.04)
(0.04)
0.16*
(0.08)
0.11
(0.07)
0.01
(0.08)
-0.26*
(0.12)
-0.01*
(0.00)
5.18***
(0.25)
Yes
Yes
30,255
127,700.9

0.16*
(0.08)
0.10
(0.07)
0.01
(0.08)
-0.26*
(0.12)
-0.01*
(0.00)
5.17***
(0.25)
Yes
Yes
30,255
127,699.4

Note: Robust standard errors in parentheses. S-M indicates status-maximisation model.
* p < .05, ** p < .01, *** p < .001.
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4.4.4 Support for immigration
Table 4.4 shows the results of the DRMs for support for immigration. Similar to support for
European unification, immigration attitudes show a strong educational divide. That is, those
with less education are less supportive of immigration than the more highly educated. This
divide is again stronger in Western Europe. Based on the different model fits for the full sample,
we find that the status-maximisation model has a much better model fit, as indicated by the
BIC (Model 2). Hence, the effects of social mobility differ for the upwardly and downwardly
mobile. This again provides us with three important conclusions. First, the weight of social
origin is significantly different from 0; hence, we again find support for H1. Second, as the
weight is also significantly different from (and smaller than) 0.5, people’s own education is
more important for shaping immigration attitudes than parental education. This confirms
hypothesis H2a. Third, for the upwardly mobile, the parental weight is reduced by 0.16. Hence,
the weight of parental background for the downwardly mobile is 0.36, while for the upwardly
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mobile, it is 0.36 –0.16 = 0.20. In sum, we find support for H3. That is, the downwardly mobile
are more connected to their parental education level than the upwardly mobile.
We reach similar conclusions when looking solely at Western Europe, as the statusmaximisation model also yields the best model fit (Model 4). In contrast, in post-communist
countries, we find that the baseline model is the most parsimonious (Model 5). This indicates
that the importance of parental education does not significantly differ between upwardly
and downwardly mobile citizens. In the former communist states, the importance of social
origin is 0.32, 95% CI [0.24; 0.40]. Hence, while in both contexts, one’s own education is more
important for socially mobile individuals than parental education, in Western Europe, in line
with the status-maximisation hypothesis, we find that parental education is more important
for the downwardly mobile.
Finally, we analysed the cross-country difference in the relative weight of parental education.
We expected that parental education would be more important for globalisation attitudes
in a national context of low social mobility. In order to test this hypothesis, we used a metaregression analysis. The advantage of this method is that different weights are attached to
each observation based on its standard error. Specifically, a higher standard error is linked
to a smaller weight for the overall estimation. The results of the meta-regression models are
provided in Table 4.5. For the analyses, we dropped Poland and Cyprus, as the DRMs for both
countries could not convergence on a value between 0 and 1 for the weight parameter p for
European unification.3 Therefore, the analyses were executed with 24 countries.
3 For an overview of the weights and standard error for each country and dependent variable, see Table
D.1. Furthermore, in the micro-level analyses, we find that the weight for support for immigration
differs for the upwardly and downwardly mobile. However, for the macro-level analyses, we used the
parental weight of the baseline model for both outcomes.
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The results are reported in Table 4.5. For European unification, we see that, contrary to our
expectations, there is a positive coefficient for social mobility. This would imply that, as the
association between parental and child education becomes weaker, social origins become
more important for socially mobile individuals. However, a closer inspection of the results
warns us that we should not immediately accept this correlation as valid. Specifically, it is
important to examine the I2, which runs from 0% to 100% and indicates the degree to which the
observed variance is due to real differences between countries (i.e., true heterogeneity). An I2 of
0% indicates that all variance is due to chance, while a value of 100% means that all observed
variance is real between countries (Borenstein et al., 2017). The I2 of the meta-regression for
European unification is 0%, which indicates that there is no true heterogeneity between the
different countries and that all observed variance is due to chance. This could be due to the
fact that the weight parameters for European unification are surrounded by large standard
errors. Therefore, we cannot confidently reject or confirm H4 for European unification.
For immigration, we find moderate true heterogeneity between countries (50.85%), but the
coefficient for social mobility is close to zero and is non-significant. Figure 4.2 provides a
‘bubble’ plot of the relationship between macro social mobility and the weight of parental
education for immigration attitudes. The larger the size of the bubble, the more important
this observation is for the final estimation. We can clearly see that there appears to be almost
no association between the two variables. Thus, for attitudes towards immigration, we do not
find support for H4. Taken together, the importance of social origins for attitudes towards
globalisation does not conclusively depend on societal social mobility.4
Table 4.5. Results of meta-regression analyses predicting the relative weight of parental education

Social mobility

Constant
I2
N

(1)
European unification
0.0514*
(0.0197)

(2)
Immigration
0.00783
(0.0167)

0.273***
(0.0173)
0%
24

0.262***
(0.0158)
50.85%
24

Note: Standard errors are in parentheses.
*
p < 0.05, ** p < 0.01, *** p < 0.001.

4 Running the analyses separately for Western Europe and post-communist countries does not lead
to different findings.
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4.5 Conclusion and discussion
European societies face a backlash against globalisation (De Vries et al., 2021; Walter, 2021).
Previous work has demonstrated that preferences regarding globalisation are strongly
determined by educational attainment (Hainmueller & Hiscox, 2007; Hakhverdian et al., 2013;
Kriesi et al., 2008). Those with higher levels of education are, for example, more supportive of
European unification, multiculturalism, and immigration. However, recent studies also indicate
that these attitudes are ‘sticky’ and that parental socialisation should be taken into account
(Kuhn et al., 2021; Lancee & Sarrasin, 2015; Weber, 2020). Therefore, in this chapter, we tested
whether globalisation attitudes, specifically support for the EU and immigration, are formed
by citizens’ own educational attainment, or whether they result from deep-rooted positions of
disadvantage across generations. We analysed the political attitudes of the socially mobile, as
they are connected to both their own and their parents’ educational milieu. Consequently, they
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can indicate the extent to which people’s social origins continue to shape political preferences
over the course of their lives.

Figure 4.2. ‘Bubble’ chart of the association between societal fluidity and the relative weight of parental
education for support for immigration
Note: Grey dashed lines indicate 95% confidence intervals. N = 24.
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Our results indicate that, although both contexts shape political preferences, ultimately,
people’s own education levels in particular form attitudes. However, this does indicate that
the socially mobile are a distinct group and that their attitudes do not completely adjust to
the attitudes of those who are immobile (De Graaf et al., 1995). Moreover, for immigration,
we find that the relative importance of parental education differs between upwardly and
downwardly mobile individuals. Parental education is especially important for the downwardly
mobile in order to maintain a positive self-image and to respond to the loss in social status
(Daenekindt, 2017; Van Ditmars, 2020). Finally, we failed to provide robust evidence for the idea
that, in societies with more social mobility, the relative importance of parental education for
shaping political preferences is lower. This indicates that educational opportunity does not
necessarily reduce the importance of social origins for people’s perceptions on globalisation.
Our study adds to the existing literature in two important ways. First, there is a growing
discussion on the relevance of parental and one’s own education for shaping political values
and attitudes (Kam & Palmer, 2008; Lindgren et al., 2019; Neundorf et al., 2016; Persson, 2014,
2015; Persson et al., 2016). We show that, although both contexts affect political preferences,
citizens’ own education in particular emerges as the crucial factor. However, social origins do
continue to influence political preferences, which shows that attitudes towards globalisation
are partly intergenerational (Fox et al., 2019; Kuhn et al., 2021; Quintelier et al., 2014).
Consequently, this indicates that the educational divide in globalisation attitudes cannot
solely be explained by people’s own educational credentials. We demonstrate that this
relative importance of one’s own education level depends on the specific context. Primarily,
whether people move up or down on the social ladder can affect the extent to which their
new educational milieu alters them. Following the status-maximisation hypothesis, on
immigration, the downwardly mobile remain more attached to their parental milieu than the
upwardly mobile. However, the degree to which education is intergenerational within societies
does not seem to affect the importance of social origins.
Second, the literature on the backlash against globalisation highlights the importance of the
loss in social status or deprivation (Burgoon et al., 2019; Gidron & Hall, 2017, 2020). In this
chapter, we considered one possibility which can induce a sense of loss or gain in status,
namely downward and upward mobility. The results indeed show that attitudes mainly adapt
to the context of the newly acquired social position. Consequently, a trend of downward
mobility could intensify the backlash against globalisation. Many Western societies face this
reality, as upward mobility has begun to stall, and downward mobility has become more
common (Bukodi et al., 2020; Chetty et al., 2017). According to the OECD (2014), the percentage
of people in industrialised countries with a lower degree than their parents is only 9% among
those 55 to 64 years old, while this rate has nearly doubled to 16% among those aged 25 to
34. However, we find that upbringing is to a certain extent ‘sticky’, which would imply that
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the downwardly mobile are more ‘shielded’ against an immediate impact of status loss on
political attitudes.
There is one important limitation to our current study. Since the data is cross-sectional, we
cannot make any claims about causality. Therefore, we cannot exclude the possibility that
self-selection is at play. Specifically, those who are socially mobile could differ from the outset,
which could be the primary reason they have become mobile. Applying longitudinal designs in
future research could help unravel these different mechanisms further. To conclude, our results
indicate that scholars cannot see attitudes towards globalisation solely as a consequence of
one’s own educational attainment; rather, these attitudes are also intergenerational in nature.
Hence, to study the educational divide over globalisation, it is necessary to look beyond
people’s own education level and also take their social origins into account.

4
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Abstract
Schools in Europe are considered imperative in bringing diverse populations together and
stimulating mutual understanding. However, due to school segregation, children with
similar SES levels are likely to be educated together. As parental background is an important
predictor of socio-political orientations, the concentration of students from similarly
affluent or disadvantaged backgrounds in school could be associated with ‘bubbles’ of likemindedness. In this chapter, we test whether the social segregation of schools entails the
existence of ‘bubbles’ of like-mindedness for openness towards globalisation (European
identity, endorsing European cooperation, and ethnic minority rights). Using the ICCS 2016
for six European countries, we find that students from higher SES families are more likely to
be open towards globalisation. In addition, schools with a more homogeneous student body
also have a higher probability to ‘think alike’ about these issues. Consequently, this chapter
provides an important insight into the consequences of school segregation for the political
climate in European secondary schools, and how it can potentially intensify the educational
divide in openness towards globalisation in Western Europe.
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5.1 Introduction
The increasingly tribal and divisive political climate in Western Europe is a major challenge
to liberal democracy and political cohesion. First, public opinion has gradually become
more polarised over issues related to the consequences of globalisation for the national
community, such as immigration, multiculturalism, and European unification (Kriesi et al.,
2008). While citizens who are ‘open’ to globalisation embrace openness, cultural diversity,
and internationalisation, those more ‘closed’ to globalisation feel an exclusive attachment
to the national community and wish to maintain its homogeneous culture and way of life
(Maxwell, 2020). The divide has become so salient in recent years that it is considered to be
the dominant line of political conflict in Western European democracies (Hooghe & Marks,
2018). Second, some have argued that people’s positions along this divide crystallise into
distinct collective identities, which fosters an ‘us’ versus ‘them’ dynamic (Bornschier et al.,
2021; Stubager, 2009). Thus, not only do citizens disagree with each other on ideological
grounds, they have also become more hostile towards compatriots with different opinions
or political party preferences (Harteveld, 2021; Hobolt et al., 2020). This threatens to weaken
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the foundations of liberal democracy, which requires a minimum of mutual understanding
(Levitsky & Ziblatt, 2018).
In light of these developments, we are interested in the ability of schools to prepare students for
democratic citizenship in the current polarised political climate (Hoskins et al., 2017). Besides
enhancing cognitive sophistication and providing students with the necessary skills for the
labour market, a core task of Western education systems is to teach pupils the necessary skills
and knowledge to participate as capable citizens in a democratic society (Van de Werfhorst &
Mijs, 2010). Among the central virtues of civic education is the development of tolerance towards
diverse political opinions (Vogt, 1997). Schools are assumed to foster this principle by bringing
together students from various social backgrounds, providing them with opportunities to learn,
play, and discuss with peers who have different orientations (Hess, 2009; Hess & McAvoy, 2015;
Parker, 2003, 2010). Consequently, by stimulating meaningful contact between students and
exposing them to a variety of opinions that they most likely would not encounter in the home
environment, pupils learn how to cope with and listen to conflicting views and to develop a
mutual understanding of one another (Maurissen et al., 2018).
In this paper, we critically assess whether the social segregation of schools in Europe
jeopardises the role of schools in exposing students to different views and thereby promoting
political tolerance. School segregation is a matter of concern to policymakers in almost every
advanced industrialised country (OECD, 2019). Due to school segregation, children of similar
SES levels in many Western European countries are likely to be educated together (Jenkins et
al., 2008). Several studies have argued that the concentration of students from comparable SES
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families in schools leads to diverging world views (Janmaat & Mons, 2011; Van de Werfhorst,
2017). Specifically, it is well established that parental background is an important predictor of
socio-political orientations (Jennings et al., 2009; Jennings & Niemi, 1968; Neundorf & Smets,
2017). With regard to the salient political and social divide over globalisation, children from
higher SES strata are also more likely to be open towards globalisation, e.g., have a European
identity (Agirdag et al., 2012), and be more accepting of ethnic minorities and immigrants (Isac
et al., 2012; Lancee & Sarrasin, 2015).
In sum, we would expect that the clustering of children from comparable social backgrounds
fosters opinion-reinforcing school environments where there is little disagreement between
students from the same school, but where there is increasing disagreement between schools
(see also Dutch Inspectorate of Education, 2018). If this is true, it is worrisome, as, in the long
run, a homogeneous political environment is associated with intolerance of other opinions,
prejudice, and misunderstanding (Mutz, 2002). However, to our knowledge, no study has
quantitatively assessed whether school segregation fosters a homogeneous political climate.
The central research question in this paper is therefore whether the social segregation of
schools is associated with the existence of ‘bubbles’ of like-mindedness, i.e., schools with
less variation in students’ socio-political orientations. We test this relationship for students’
orientations related to the ‘globalisation’ divide, namely their sense of European identity,
endorsement of European cooperation, and support for equal rights for ethnic minorities
(Keating, 2015). We test our expectations using the high-quality data of the IEA ICCS of 2016
and its supplementary European Regional Module (Schulz et al., 2016). The study surveys
eighth-grade students (approximately 14 years old) and contains data about their civic and
political orientations and socialisation experiences. We used the data of six Western European
countries, namely Belgium (Flanders), Denmark, Finland, the Netherlands, Norway, and
Sweden. We combined mixed-effects models with variance function regressions in order to
model the heterogeneity of students’ openness towards globalisation within Western European
secondary schools. This allowed us to test whether the concentration of pupils with similar
SES in European schools leaves room for the diversity of thought.

5.2 Theoretical framework
In this context, school segregation refers to the uneven distribution of SES backgrounds across
schools (Jenkins et al., 2008). The literature identifies many driving forces behind school
segregation, including various geographical, administrative, and educational factors, such
as the degree of residential segregation or whether parents are free to choose their child’s
school (see for overview Holtmann, 2016). Since school segregation impacts the distribution
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of SES across schools, it affects both the (a) mean SES of schools and (b) the dispersion of SES
within schools. In its most extreme form, school segregation polarises schools into having
highly homogeneous student bodies consisting solely of children from similarly advantaged
or disadvantaged backgrounds (Janmaat, 2020, p. 4).
Thus far, concerns about school segregation in the literature have primarily been related
to the unequal access to learning opportunities (Bol et al., 2014; Janmaat, 2011; Van de
Werfhorst, 2018; Van de Werfhorst & Mijs, 2010). Prior research has clearly demonstrated that
the SES composition of the school influences the quality of education, as the concentration
of disadvantaged pupils within educational institutions creates a disadvantageous learning
environment (Holtmann, 2016; Van de Werfhorst & Mijs, 2010). In schools with more students
from disadvantaged backgrounds, the pace of instruction is slower, and teachers tend to have
lower expectations of their pupils (Holtmann, 2016). Furthermore, schools that are considered
to be of lower quality also have more problems attracting superior teaching staff. This can
become a vicious cycle, as parents from higher social classes are likely to avoid schools that
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are perceived to be of low status (Boterman, 2013, 2020).
Besides influencing the quality of the learning environment, another important externality of
school segregation is that students predominantly interact on a day-to-day basis with peers
from similar social backgrounds (Coldron et al., 2010). From a contact hypothesis perspective,
the lack of meaningful contact with others who differ in classrooms is troublesome, as one
of the core tasks of education is to prepare students for democratic citizenship, for which
adolescents learn how to deal with and listen to others from different social and ethnic
backgrounds (Maurissen et al., 2018). In addition, due to inequalities in resources and
socialisation experiences at home, students from different SES families also hold different
norms and values (Neundorf & Smets, 2017). As a result, it has been argued that segregation
fosters school environments with distinct subcultures, where students predominantly interact
with peers who are not only comparable in terms of social background, but also with regards
to socio-political orientations (Faas, 2007; Janmaat & Mons, 2011; Van de Werfhorst, 2017).
We expect that, with regards to issues central to the highly salient ‘globalisation’ divide, such
as European unification, cultural diversity, and multiculturalism, parental background is
also an important predictor (Keating, 2015). Previous studies have found that students from
higher-class families report a stronger sense of European identity (Agirdag et al., 2012; Kuhn,
2012; Rohde-Liebenau, 2020) and are more tolerant towards ethnic minorities and immigrants
(Isac et al., 2012; Lancee & Sarrasin, 2015). It is well established that parents have a strong
influence on the socio-political orientations of their children (Dalton, 1980; Jennings et al.,
2009; Jennings & Niemi, 1968). Specifically, parents can influence their children’s political
and social preferences in at least two ways (Neundorf et al., 2013). First, parental SES can spill
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over into class-specific norms and values. For instance, adolescents with higher SES engage
in transnational interactions more often (Kuhn, 2016). Individuals are more likely to have an
internationalist outlook on the world if they frequently travel abroad or interact with friends
or family living in other countries (Kuhn, 2015; Mau et al., 2008).
Second, parents can pass on their own political orientations by discussing political and social
affairs and exposing their children to potentially biased political information. Discussions
about political and social issues with parents inform children about where their family stands
politically, which makes it more likely that they will adopt their parents’ attitudes (Quintelier
et al., 2014). Since adults from higher social strata have been found to be more supportive of
further European unification (Hakhverdian et al., 2013; Kuhn et al., 2016) and more tolerant
towards ethnic minorities and immigrants (Cavaillé & Marshall, 2019), the preferences of parent
and child can align with each other. Finally, curriculum differences in school could amplify
these existing disparities based on parental background, as students with a high SES are more
likely to receive qualitatively different and more intensive education in citizenship and social
affairs than students with a low SES (Hoskins & Janmaat, 2016; Kahne & Middaugh, 2009; Van
de Werfhorst, 2017). In sum, this leads to the first hypothesis:
H1: Students with higher SES are more likely to be open towards globalisation.
We expect that the clustering of students from similar backgrounds within classrooms due to
school segregation is associated with the existence of opinion ‘bubbles’. In turn, this would
reproduce and perpetuate the influence of adolescents’ parental background within the
education system (Bourdieu & Passeron, 1977). We can identify at least two mechanisms
through which we would expect school segregation to be correlated with opinion ‘bubbles’.
First, these ‘bubbles’ could be a consequence of the school composition. Since having an
internationalist outlook on the world is associated with one’s SES background, a higher
concentration of students of similar SES backgrounds leads to a homogeneous attitudes,
norms, and value climates within schools (Geijsel et al., 2012).
Second, we can also expect that the community in which students are embedded influences
their orientations (Janmaat & Mons, 2011; Mendelberg et al., 2017; Van de Werfhorst, 2017).
By observing and interacting with classmates within the school environment, pupils learn
which behaviours and opinions are appropriate in order to avoid garnering peer disapproval
(Masland & Lease, 2013, p. 663). However, due to segregation, students are exposed to different
school environments that propagate different norms about what is considered acceptable.
The concentration of students from similar backgrounds fosters distinct subcultures within
schools (Janmaat & Mons, 2011), and students must adjust to these to become part of the ‘ingroup’ and be accepted by their peers within the school environment (Hogg & Smith, 2007).
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In general, the prevalence of a particular view within the school environment increases the
pressure for students to incline themselves towards this opinion (Mendelberg et al., 2017). This
prevalence is stronger when the proportion of students which shares a certain norm is larger.
On the one hand, this can reinforce or even strengthen people’s existing views if they already
conform to the majoritarian norm and wish to be part of this community (Visser & Mirabile,
2004). On the other hand, people whose orientations are not congruent with the majority
norm in a community can feel compelled to weaken or even abandon or change these views.
They adjust their orientations in order to ‘fit’ in with the group, i.e., to be liked by others in the
community and to connect socially with one’s peers (Deutsch & Gerard, 1955; Hogg & Smith,
2007). Consequently, the norms peers set within a community (such as schools) can work as
a social motivation to conform to the dominant view (Mendelberg et al., 2017). Hence, school
segregation promotes ‘intraclass similarity’ within schools while simultaneously boosting
‘interclass differences’ between schools (Van de Werfhorst, 2017, p. 114). Thus,
H2: Secondary schools with a more homogeneous SES student body are more likely to have a
lower dispersion in cosmopolitan orientations around the mean (i.e., they constitute a ‘bubble’).1

5

5.3 Data, methods, and measurements
5.3.1 Data
To test our hypotheses, we relied on the 2016 wave of the ICCS, including its supplementary
European Regional Module (Schulz, Fraillon, et al., 2018). The ICCS is a high-quality survey
conducted by the International Association for the Evaluation of Educational Achievement
(IEA), which also administers other well-known student achievement surveys, such as
the Trends in International Mathematics and Science Study (TIMSS) and the Progress in
International Reading and Literacy Study (PIRLS). The ICCS studies students’ knowledge
of civics and citizenship, as well as their perceptions of and attitudes towards civics and
citizenship education. The target student population of the ICCS is defined as all students
in eighth grade in secondary school (students are approximately 14 years old). Schools
are sampled using a stratified two-stage cluster sampling design within countries (Schulz,
Carstens, et al., 2018, p. 3). In the first stage, schools were randomly selected with probability

1

As noted above, segregation impacts both the school mean SES and the dispersion of SES backgrounds in schools. The school mean of SES could be important to predict differences in the mean
socio-political orientations across schools, as it is related to the quality of the learning environment
and the type of social interactions that occur between students. However, to identify a ‘bubble’ it is
not about the mean, but about the (lower) dispersion. Hence, irrespective of the school mean, we
expect that a lower dispersion of SES backgrounds within schools is associated with also a lower
variability in openness towards globalisation.
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proportional to size. In the second stage, one complete classroom of the target grade was
sampled (or more in some countries).2

5.3.2 Case selection
We selected six Western European countries from the ICCS that met the response requirements
set by the IEA, namely Belgium (Flanders), Denmark, Finland, Norway, the Netherlands,
and Sweden. These six countries have a highly comparable social and economic context as
indicated by the Human Development Index (HDI). The HDI is designed in the framework of the
United Nations Development Programme and offers a summary of three dimensions of human
development, namely health (life expectancy), education level (illiteracy and participation
in primary, secondary, and tertiary education) and standard of living (GNI per capita). All six
cases have an HDI score above 0.90. In addition, there is a comparable political context, as
in all cases there is a strong presence of radical right-wing parties that advocate Eurosceptic
and anti-immigration policy positions (Halikiopoulou, 2018; Stockemer & Amengay, 2020). One
important difference is the type of education system within each country. In contrast to the
Nordic states, Belgium (Flanders) and the Netherlands assign students to different education
tracks at a younger age (Bol & Van de Werfhorst, 2016). This has been argued to amplify the
degree of school segregation (Van de Werfhorst & Mijs, 2010).

5.3.3 Dependent variables
The ICCS contains a number of scales related to students’ openness towards globalisation. We
used scales consisting of multiple items by the IEA, which are calculated using item response
theory (IRT) weighed likelihood estimates (WLE) with a mean of 50 and standard deviation of
10 for equally weighted countries (Schulz, Carstens, et al., 2018). We focussed on three specific
outcomes that assess cosmopolitan orientations: (a) students’ sense of European identity, (b)
support for equal rights for ethnic minorities, and (c) endorsement of European cooperation.
First, students’ sense of European identity was measured using a scale consisting of four items:
(1) I see myself as European, (2) I am proud to be European, (3) I feel part of Europe, and (4) I
see myself first as a citizen of Europe and then as a citizen of the world. The Cronbach’s alpha
of the scale for all six countries is around 0.80, indicating a reliable scale (Schulz, Carstens,
et al., 2018, p. 186).
Second, the extent to which students support equal rights for ethnic minorities was measured
using a scale of five items: (1) All ethnic groups should have an equal chance to get a good
education in [country of test], (2) All ethnic groups should have an equal chance to get good jobs

2 For more detailed information on the sampling strategy and response rates, see the ICCS 2016 technical report (Schulz, Carstens, et al., 2018).
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in [country of test], (3) Schools should teach students to respect members of all ethnic groups,
(4) Members of all ethnic groups should be encouraged to run in elections for political office,
and (5) Members of all ethnic groups should have the same rights and responsibilities. In all six
cases, the Cronbach’s alpha of the scale was 0.79 or higher (Schulz, Carstens, et al., 2018, p. 169).
Third, the extent to which students endorse European cooperation was measured using
a scale consisting of eight items: (1) European countries should cooperate to protect the
environment (e.g., through programs to limit pollution or combat climate change), (2) European
countries should cooperate to guarantee high levels of employment, (3) European countries
should cooperate to strengthen their economies, (4) European countries should recognize all
educational qualifications achieved in any other European country, (5) European countries
should have a European army for peace-keeping missions, (6) European countries should
cooperate to prevent and combat terrorism, (7) European countries should cooperate to
combat illegal entry from non-European countries, and (8) European countries should
cooperate to provide shelter to people escaping persecution in their countries for reasons
of race, religion, or political opinions. The Cronbach’s alpha of the scale for each individual
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country was 0.77 or higher (Schulz, Carstens, et al., 2018, p. 192). Originally, all items used a
four-point scale ranging from ‘strongly disagree’ to ‘strongly agree’. This means that a higher
score on all three dependent variables indicates more openness towards globalisation.

5.3.4 Independent variables
The main independent variable in our analyses is the homogeneity in SES for each school.
This measure is based on the index of individual SES in the student survey as constructed by
the ICCS. The continuous index for SES in the ICCS consists of three items: (1) highest parental
education (ISCED), (2) highest parental occupation (ISEI), and (3) the estimated number of
books at home, which is an established measure of cultural capital (Notten et al., 2015; Schulz,
Carstens, et al., 2018, p. 151). This enhances the validity of the scale, as we drew on a broader
understanding of SES. We calculated the mean SES of each school and stored its SD in a
separate variable. The SD thus indicated the degree of a school’s homogeneity in terms of
SES; i.e., a higher SD indicated more heterogeneity in SES backgrounds in schools (Collado
et al., 2015; Spörlein, 2018). In contrast, a lower SD signalled that a school was highly similar
in terms of its students’ familial backgrounds.
At the individual level, we also controlled for age, sex, SES, and migration background. Students
who were born abroad or who had at least one parent born abroad were considered to have a
migrant background (i.e., first- and second-generation immigrants). On the school level, we
controlled for school SES (the mean of individual SES) and ethnic composition by calculating
the proportion of students with a first- or second-generation immigrant background in each
school. Descriptive statistics of the variables used can be found in Table 5.1.
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Chapter 5

Table 5.1. Descriptive statistics, ICCS 2016
European identity
Equal rights ethnic minorities
European cooperation

N
24,046
23,919
24,024

Mean
53.81
52.99
49

Std. Dev.
10.26
10.52
9.47

Min.
19.43
19.33
8.22

Max.
67.59
66.36
70.71

Individual SES
Age
Female
Migrant

24,087
24,651
24,680
23,635

.03
14.58
.5
.11

1
.54

-3.7
11.08
0
0

2.43
17.17
1
1

949
949
949

.89
.02
.11

.16
.47
.15

.27
-1.69
0

1.45
1.48
.96

School SES SD
School SES
School ethnic composition

Note: Based on ICCS 2016 for Belgium (Flanders), Denmark, Finland, the Netherlands, Norway, and
Sweden. Data is unweighted.

5.3.5 Methods and empirical strategy
𝛿𝛿𝑖𝑖𝑖𝑖

We used multilevel modelling in combination with a variance function regression. In such
regressions, the variance (i.e., the dispersion) of an outcome variable is modelled as a function
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = 𝑝𝑝𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − 𝑝𝑝)𝜇𝜇𝑗𝑗𝑗𝑗 + 𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
of covariates (Western
& Bloome, 2009; Zheng et al., 2011). To test (1) whether individual
SES is positively associated with openness
𝜇𝜇𝑖𝑖𝑖𝑖 towards globalisation and (2) whether school
segregation along SES indicates the existence of ‘bubbles’ of these orientations within schools,

we proceeded in two steps. First, we ran two-level random intercept models to predict the
𝜇𝜇𝑗𝑗𝑗𝑗

mean of our dependent variables (referred to as the mean model). A mixed-effects approach
𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 (Level 1) nested in schools (Level 2). Because of
was appropriate because we studied students

the low number of countries, we did not include a third (country) level but rather incorporated
𝑌𝑌

= (𝑝𝑝 + 𝑚𝑚

) 𝜇𝜇 + (1 − (𝑝𝑝 + 𝑚𝑚

)) 𝜇𝜇 + Σ𝛽𝛽 𝑥𝑥

+ 𝜀𝜀

𝑖𝑖𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖𝑖𝑖
𝑗𝑗𝑗𝑗
𝑖𝑖𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖𝑖𝑖
country-fixed𝑖𝑖𝑖𝑖𝑖𝑖
effects in our
models
(McNeish & Wentzel,
2017).𝑏𝑏We
applied
student- and school-

level weights. Moreover, following the ICCS 2016 technical guide, we normalised the studentlevel weights to make the sum of weights equal to the sample size. This results in the following
equation for the mixed-effects regression for individual i of school j:

𝑌𝑌𝑖𝑖𝑖𝑖 = 𝛽𝛽0 + 𝛽𝛽1 𝑎𝑎𝑎𝑎𝑎𝑎𝑖𝑖𝑖𝑖 + 𝛽𝛽2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑖𝑖𝑖𝑖 + 𝛽𝛽3 𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑖𝑖𝑖𝑖 + 𝛽𝛽4 𝑆𝑆𝑆𝑆𝑆𝑆𝑖𝑖𝑖𝑖 + 𝛽𝛽5 𝑆𝑆𝑆𝑆𝑆𝑆𝑗𝑗 + 𝛽𝛽6 𝑆𝑆𝑆𝑆𝑆𝑆 𝑆𝑆𝑆𝑆𝑗𝑗

(1)

+ 𝛽𝛽7 𝑒𝑒𝑒𝑒ℎ𝑛𝑛𝑛𝑛𝑛𝑛 𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑗𝑗 + 𝛽𝛽8.2−8.6𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑖𝑖𝑖𝑖 + 𝑢𝑢0𝑗𝑗 + 𝜖𝜖𝑖𝑖𝑖𝑖

To test the second hypothesis, we used 𝜖𝜖a𝑖𝑖𝑖𝑖variance function regression (Western & Bloome,

2009; Witschge & Van de Werfhorst, 2016; Zheng et al., 2011), which is sometimes referred to as
a location scale model (Spörlein, 2018; Spörlein & Schlueter, 2018). These models enabled us
2
to
explain
that remained
after estimating
𝑙𝑙𝑙𝑙𝑙𝑙(𝜖𝜖
𝜆𝜆0 leftover
+ 𝜆𝜆1 𝑎𝑎𝑎𝑎𝑎𝑎variance
+ mean
𝜆𝜆5 𝑆𝑆𝑆𝑆𝑆𝑆𝑗𝑗model with specific
𝑖𝑖𝑖𝑖 + 𝜆𝜆2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓
𝑖𝑖𝑖𝑖 + 𝜆𝜆3 𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚
𝑖𝑖𝑖𝑖 + 𝜆𝜆4 𝑆𝑆𝑆𝑆𝑆𝑆𝑖𝑖𝑖𝑖the
𝑖𝑖𝑖𝑖 ) =the

104

+ 𝜆𝜆6 𝑆𝑆𝑆𝑆𝑆𝑆 𝑆𝑆𝑆𝑆𝑗𝑗 + 𝜆𝜆7 𝑒𝑒𝑒𝑒ℎ𝑛𝑛𝑛𝑛𝑛𝑛 𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑗𝑗 + 𝜆𝜆8.2−8.6 𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑖𝑖𝑖𝑖 + 𝑢𝑢0𝑗𝑗 + 𝜉𝜉𝑖𝑖𝑖𝑖
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𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 ) 𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 )) 𝜇𝜇𝑗𝑗𝑗𝑗 + Σ𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝛿𝛿𝑖𝑖𝑖𝑖

𝛿𝛿𝛿𝛿𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 )) 𝜇𝜇𝑗𝑗𝑗𝑗 + Σ𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 ) 𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − (𝑝𝑝
(1 −
= 𝑝𝑝𝜇𝜇
𝑝𝑝𝜇𝜇𝑖𝑖𝑖𝑖 +
+ (1
− 𝑝𝑝)𝜇𝜇
𝑝𝑝)𝜇𝜇𝑗𝑗𝑗𝑗 +
+ 𝛽𝛽𝛽𝛽𝑏𝑏𝑥𝑥𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 +
+ 𝜀𝜀𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖𝑖𝑖 =
𝑌𝑌𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖
𝑗𝑗𝑗𝑗
𝑏𝑏 𝑖𝑖𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖𝑖𝑖

𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = 𝑝𝑝𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − 𝑝𝑝)𝜇𝜇𝑗𝑗𝑗𝑗 + 𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝜇𝜇𝑖𝑖𝑖𝑖

𝜇𝜇𝜇𝜇𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖

Bubble trouble?

𝑗𝑗𝑗𝑗 𝑆𝑆𝑆𝑆𝑗𝑗
𝛽𝛽0 + 𝛽𝛽1 𝑎𝑎𝑎𝑎𝑎𝑎𝑖𝑖𝑖𝑖 + 𝛽𝛽2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑖𝑖𝑖𝑖 + 𝛽𝛽3 𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑖𝑖𝑖𝑖 + 𝛽𝛽4 𝑆𝑆𝑆𝑆𝑆𝑆𝑖𝑖𝑖𝑖 + 𝛽𝛽5 𝑆𝑆𝑆𝑆𝑆𝑆𝑗𝑗 + 𝛽𝛽6 𝑆𝑆𝑆𝑆𝑆𝑆
𝜇𝜇𝜇𝜇𝑗𝑗𝑗𝑗

𝑌𝑌𝑖𝑖𝑖𝑖 = 𝛽𝛽𝜇𝜇0𝑗𝑗𝑗𝑗+ 𝛽𝛽1 𝑎𝑎𝑎𝑎𝑎𝑎𝑖𝑖𝑖𝑖 + 𝛽𝛽2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑖𝑖𝑖𝑖 + 𝛽𝛽3𝑚𝑚
𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑖𝑖𝑖𝑖 + 𝛽𝛽4 𝑆𝑆𝑆𝑆𝑆𝑆𝑖𝑖𝑖𝑖 + 𝛽𝛽5 𝑆𝑆𝑆𝑆𝑆𝑆𝑗𝑗 + 𝛽𝛽6 𝑆𝑆𝑆𝑆𝑆𝑆 𝑆𝑆𝑆𝑆𝑗𝑗
𝑖𝑖𝑖𝑖𝑖𝑖
𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖
covariates
(Western
& Bloome,
the within-school residuals by subtracting
+ 𝛽𝛽7 𝑒𝑒𝑒𝑒ℎ𝑛𝑛𝑛𝑛𝑛𝑛 𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐
𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐
+ 𝜖𝜖𝑖𝑖𝑖𝑖 We calculated
𝑗𝑗 + 𝛽𝛽8.2−8.6
𝑖𝑖𝑖𝑖 + 𝑢𝑢0𝑗𝑗 2009).
𝑖𝑖𝑖𝑖𝑖𝑖
the linear𝑚𝑚prediction
of the fixed
part of the
model
estimated
random effects
+𝑌𝑌𝛽𝛽7 𝑒𝑒𝑒𝑒ℎ𝑛𝑛𝑛𝑛𝑛𝑛
𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐
+ 𝛽𝛽mean
𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐𝑐and
+the
+ 𝜖𝜖𝑖𝑖𝑖𝑖
8.2−8.6
𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖
+𝑢𝑢0𝑗𝑗
𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖
𝑖𝑖𝑖𝑖𝑖𝑖 = (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 ) 𝜇𝜇𝑖𝑖𝑖𝑖 + (1 −𝑗𝑗(𝑝𝑝 + 𝑚𝑚
𝑖𝑖𝑖𝑖𝑖𝑖 )) 𝜇𝜇𝑗𝑗𝑗𝑗 + Σ𝛽𝛽𝑏𝑏𝑖𝑖𝑖𝑖

𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 ) 𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 )) 𝜇𝜇𝑗𝑗𝑗𝑗 + Σ𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖

from the observed value of the dependent variable(s). This gave us the within-school error

𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖 = (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 ) 𝜇𝜇𝑖𝑖𝑖𝑖 + (1 − (𝑝𝑝 + 𝑚𝑚𝑖𝑖𝑖𝑖𝑖𝑖 )) 𝜇𝜇𝑗𝑗𝑗𝑗 + Σ𝛽𝛽𝑏𝑏 𝑥𝑥𝑖𝑖𝑖𝑖𝑖𝑖 + 𝜀𝜀𝑖𝑖𝑖𝑖𝑖𝑖

part, 𝜖𝜖𝑖𝑖𝑖𝑖 . We saved the within-school residuals and used these as our dependent variable
for the variance regression. The residual, 𝜖𝜖𝑖𝑖𝑖𝑖 , informed us about the dispersion of students’

orientations within each school. The residual is the dependent variable in a mixed-effects

generalised
linear
model
(GLM)
function with a log link (Spörlein, 2018; Spörlein
) = 𝜆𝜆0 + 𝜆𝜆1 𝑎𝑎𝑎𝑎𝑎𝑎𝑖𝑖𝑖𝑖 + 𝜆𝜆2 𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓
𝜆𝜆4 𝑆𝑆𝑆𝑆𝑆𝑆
𝑖𝑖𝑖𝑖 + 𝜆𝜆3 𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚
𝑖𝑖𝑖𝑖 +
𝑖𝑖𝑖𝑖 + 𝜆𝜆gamma
5 𝑆𝑆𝑆𝑆𝑆𝑆𝑗𝑗
= 𝛽𝛽𝛽𝛽0 +
+ 𝛽𝛽𝛽𝛽1𝑎𝑎𝑎𝑎𝑎𝑎
𝑎𝑎𝑎𝑎𝑎𝑎𝑖𝑖𝑖𝑖 +
+ 𝛽𝛽𝛽𝛽2𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓
𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑓𝑖𝑖𝑖𝑖 +
+ 𝛽𝛽𝛽𝛽3𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚
𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑚𝑖𝑖𝑖𝑖 +
+ 𝛽𝛽𝛽𝛽4𝑆𝑆𝑆𝑆𝑆𝑆
𝑆𝑆𝑆𝑆𝑆𝑆𝑖𝑖𝑖𝑖 +
+ 𝛽𝛽𝛽𝛽5𝑆𝑆𝑆𝑆𝑆𝑆
𝑆𝑆𝑆𝑆𝑆𝑆𝑗𝑗 +
+ 𝛽𝛽𝛽𝛽6𝑆𝑆𝑆𝑆𝑆𝑆
𝑆𝑆𝑆𝑆𝑆𝑆 𝑆𝑆𝑆𝑆
𝑆𝑆𝑆𝑆𝑗𝑗
𝑌𝑌𝑌𝑌𝑖𝑖𝑖𝑖𝑖𝑖𝑖𝑖 =
0
1
𝑖𝑖𝑖𝑖
2
𝑖𝑖𝑖𝑖
3
𝑖𝑖𝑖𝑖
4
𝑖𝑖𝑖𝑖
5
𝑗𝑗
6
𝑗𝑗

2
𝑙𝑙𝑙𝑙𝑙𝑙(𝜖𝜖𝑖𝑖𝑖𝑖
) = 2018).
𝜆𝜆0 + 𝜆𝜆The
𝜆𝜆4 𝑆𝑆𝑆𝑆𝑆𝑆𝑖𝑖𝑖𝑖can
+ 𝜆𝜆be
& Schlueter,
coefficients
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5.4 Results
Before we present the results of our main analyses, we first discuss the prevalence of
segregation on the basis of SES by country. To do so, we calculated the intraclass correlation
(ICC) of SES for each country. The ICC indicates the per-country percentage of variance in
SES that is located between schools. For example, an ICC of 0.20 indicates that 20% of the
variance in student SES is between schools, and 80% is within schools between students.
Thus, a higher ICC indicates a stronger presence of school segregation within a country. The
results can be found in Figure 5.1. As expected, school segregation is most visible in countries
which select pupils for different school tracks at an early age, such as Belgium (Flanders) and
the Netherlands, while segregation is lower in the Nordic countries, which have more mixedability schools (Bol & Van de Werfhorst, 2016). Of course, other ‘hidden’ factors could also
play a role, since tracking is one of the many variables that impacts segregation (Holtmann,
2016). Overall, Figure 5.1 demonstrates that school segregation is a common phenomenon
in all six countries we analyse.

5.4.1 Mean models
Before interpreting the variance models, we discuss the results of the mean model for each
dependent variable. The results for the three dependent variables can be found on the left
panel in Figure 5.2 (for full results, see Appendix E). It is noteworthy that, across the three
dependent variables, there are interesting differences between the countries we analyse.
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Students in the Netherlands scored significantly lower on all three outcomes compared to
the Nordic countries. Thus, students in the Netherlands identify less with Europe, are less
tolerant towards ethnic minorities, and are also less supportive of European cooperation than
students in the Scandinavian countries (see also Munniksma et al., 2017).
Based on the existing literature, we expected that students from higher SES strata would be
more likely to report openness towards globalisation. First, in line with our expectations, we
find that students with a higher SES are more likely to report a sense of European identity
[b = 0.326; p < 0.01]. Moreover, we find that students with a migrant background and girls are
less likely to hold a European identity. In addition, students in schools with a higher share of
migrants also tend to have a weaker identification with a larger European community.
Second, students from families with a higher SES are also more likely to support equal rights
for ethnic minorities [b = 1.605; p < 0.001]. Furthermore, we find that girls and children with a
migrant background support equal rights for ethnic minorities to a higher extent. In addition,
students in schools with a higher mean SES and a higher share of students with migrant
backgrounds are more likely to support equal rights for ethnic minorities.

Figure 5.1. Between-school variance of student SES for six European countries.
Note: Black bars indicate 95% confidence intervals.
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Figure 5.2. Results of mean and variance models for openness towards globalisation.
Note: Coefficients are unstandardised marginal effects. Bars indicate 95% confidence intervals. All models
include country fixed effects.

5

Third, regarding support for European cooperation, we find a similar pattern as in the previous
two models. Most importantly, in line with our expectations, students with a higher SES are
more likely to endorse European cooperation [b = 0.909; p < 0.001]. On the individual level,
we see that boys are more likely to do so. In addition, although students with a migrant
background report a weaker European identity, they do support European cooperation to
a greater extent than native students. On the school level, we see that students in schools
with a larger share of migrants and who have a higher SES and are more likely to endorse
European cooperation. Taken together, we find strong support for H1. That is, controlled for
other relevant factors, students from higher-class families have a more cosmopolitan outlook.

5.4.2 Variance models
Next, we discuss the variance regression models. These are mixed-effects GLM gamma
functions with a log link (Spörlein, 2018; Spörlein & Schlueter, 2018). The dependent variable
in these analyses is the squared within-school residuals that remain after estimating the mean
model. The results for the variance regressions can be found on the right panel in Figure 5.2.
The coefficients of the variance regression must be interpreted somewhat differently than in
regular regression analyses. A negative coefficient indicates lower residual variance (i.e., less
response variation), while a positive coefficient entails higher residual variance (i.e., more
response variation). Thus, to confirm H2, we should find significant positive coefficients for
the standard deviation of school SES.
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For European identity, in line with our expectations, we find that a higher SD in school SES
is associated with a more heterogeneous opinion climate in secondary schools [l = 0.238; p <
0.01]. Put differently, schools with a more diverse student body in terms of SES are also more
likely to have variability in students’ sense of a European identity. Specifically, an increase of
1 in school SES SD would mean an inflation of the residual variance by 1.27 (e0.238). This would
mean that, as schools become more heterogeneous in terms of social backgrounds, variation
in students’ views towards Europe is also more likely.
We find a similar result for support for equal rights for ethnic minorities. That is, controlling
for other relevant factors, heterogeneous schools in terms of SES also host a broader set
of views [l = 0.204; p < 0.05]. To be precise, an increase of 1 in school SES SD increases the
residual variance by a factor of 1.22 (e0.204). It is also important to note that the ethnic school
composition is highly relevant here [l = -0.268; p < 0.01]. Schools with a student body with
a higher share of pupils with a migrant background report less response variation. Hence,
schools with a higher share of migrants are not only more supportive of equal rights for ethnic
minorities, but also have a smaller distribution. Finally, for support for European cooperation,
we find a coefficient in the expected positive direction [l = 0.155]. However, it fails to reach
statistical significance. Taken together, this provides tentative support for H2.
Regarding the control variables, sex and school SES particularly stand out. The results of the
variance regression indicate that, compared to boys, girls have a much smaller distribution. In
addition, school SES is negatively associated with variability in European identity, endorsing
European cooperation, and support for equal rights for ethnic minorities (p < 0.10). This
indicates that, while controlling for relevant individual and school factors, the opinion climate
is more homogeneous in schools with especially high SES. Since school segregation also
impacts the mean SES of the school (Janmaat, 2020), this finding suggests that the existence
of bubbles could be particularly prevalent among high SES schools.
Due to the low number of clusters in each country, and since the main interest is on the school
level, we emphasise the results of the pooled estimation. As an additional robustness check for
the variance regression, we ran the same analyses but dropped a single country each time to test
the sensitivity of the findings (see Appendix E). We find that, for European identity, the individual
coefficient of the SD of SES is similar across samples and is consistently in the expected direction.
For support for equal rights for ethnic minorities, the pattern is less robust. When excluding
the Netherlands, and especially Sweden, the estimates still point in the expected direction but
are smaller and less significant. For support for European cooperation, the results are largely
similar across the sample, i.e., in the expected positive direction, but not significant. Therefore,
the relationship as hypothesised by H2 is especially robust for European identity.
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In sum, while we find strong support for our second hypothesis, that less variation in the SES
of students is associated with ‘bubbles’ regarding European identity, for the two political
attitudes, the resulting picture is more mixed. We can speculate about the possible reasons
for this. Of course, the glaring difference between European identity and the other measures
is that the former concerns students’ sense of a collective identity, while the other two
outcomes are attitudes. First, it is possible that measures related to identity are more prone
to clustering, since, in contrast to collective identities, political attitudes are known to be less
stable and more ambivalent (Zaller, 1992). For example, people are known to hold multiple and
sometimes conflicting attitudes towards issues such as immigration and the European Union
(Kentmen-Cin, 2017; Rose & Borz, 2016). Second, the concentration of students with a similar
set of norms and values within schools due to comparable family backgrounds stimulates
intragroup solidarity and intergroup differences (Geijsel et al., 2012; Janmaat & Mons, 2011). In
contrast to political attitudes, the formation of a collective identity is by definition a ‘collective’
process (Brewer, 2001). Consequently, these dynamics create a fertile school environment
in which shared identities are created and reinforced through day-to-day interactions with

5

likeminded others (McFarland & Pals, 2005).

5.5 Conclusion and discussion
The polarisation of the public into groups of citizens that are ‘open’ or ‘closed’ towards
globalisation and the animosity between people who hold different views or party preferences
places pressure on the social cohesion of Western European societies. In this regard, schools
in Europe have historically been seen as essential to bringing diverse populations together
and stimulating mutual understanding (Oder, 2005). In this chapter, we tested whether the
social segregation of schools undermines this important task (Jenkins et al., 2008). Some have
argued that socially segregated schools are parallel worlds (Janmaat & Mons, 2011; Van de
Werfhorst, 2017). Specifically, due to the association between students’ parental backgrounds
and their socio-political orientations, the argument is that, due to the concentration of similar
social backgrounds, schools become ‘bubbles’ of likeminded individuals. Consequently,
instead of exposing students to different views that they most likely would not encounter in
the home environment, school segregation can prolong the influence of parental background.
Applying this idea to students’ orientations towards globalisation, we find that students from
affluent social backgrounds are more likely to be open towards globalisation. A higher SES
is positively related to subscribing to a European identity, endorsing European cooperation,
and supporting equal rights for ethnic minorities. Most importantly, our results indicate that
a homogeneous school in terms of SES is more likely to constitute a ‘bubble’, especially for
students’ sense of European identity. Hence, this implies that segregation is associated with
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limited exposure to other opinions. Although public schools are supposed to attract a mix of
pupils from both disadvantaged and advantaged backgrounds, segregation creates a school
environment where children primarily interact with others who have not only have a similar
social background, but also similar views towards political and social issues As residing in a
homogeneous political environment is associated with polarisation and intolerance (Huckfeldt
et al., 2004; Mutz, 2002), this should be a concern for policymakers.
The findings of this chapter tie into the ideas proposed by Bovens and Wille (2017) that
different groups of society, as defined by education level, hardly intermingle with each other
in Western European societies. As these authors note, school segregation is one specific
aspect of this wider trend. However, although school segregation has been especially viewed
from the perspective of unequal learning opportunities, it is understudied what this does for
the political and social development of adolescents. Especially in light of the educational
divide over issues related to identity, life style and values, the early separation of children into
different school trajectories can potentially intensify existing differences between segments
of society.
However, we must be careful with interpreting the results. First, the evidence this chapter
provides is purely correlational, as we use cross-sectional data. Therefore, we cannot make any
claims about causality. For example, we do now know whether a more homogeneous political
climate also makes students more extreme in their own opinions. Although it remains heavily
debated, there is some evidence that selective exposure to political information that is aligned
with one’s own ideology is associated with attitude extremity (Stroud, 2010). Second, in this
study, what happens inside the school is a black box. Previous work has stressed the role of
the curriculum and teachers in discussing controversial issues in classrooms and highlighting
different perspectives (Hess, 2004; McAvoy & Hess, 2013). Therefore, although there could be a
form of like-mindedness in schools, teachers might be able to ‘pop’ such bubbles. Third, in this
chapter we have primarily focussed on a small subset of six countries that are available in the
ICCS. Future studies should examine whether these results hold in different contexts as well.
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7.1 Appendix A
Find below an overview of the seven items used in Table 1.1. as asked in the European
Parliament Election Study 2019. For more information, see Schmitt et al. (2020).
What do you think of state intervention and control of the economy?
You fully favour state intervention in the economy (=0) …. You fully oppose state intervention
in the economy (=10)
What do you think of the redistribution of wealth?
You fully favour redistribution from the rich to the poor (=0) …. You fully oppose redistribution
from the rich to the poor (=10)
What do you think of same-sex marriage?
You fully favour same-sex marriage (=0) …. You fully oppose same-sex marriage (=10)
What do you think of civil liberties?
You fully support privacy rights even if they hinder efforts to combat crime (=0) …. You fully
support restricting privacy rights in order to combat crime (=10)
What do you think of immigration?
You fully favour a restrictive policy on immigration (=0) …. You fully oppose a restrictive policy
on immigration (=10)
What do you think of the environment?
Environmental protection should take priority even at the cost of economic growth (=0) ….
Economic growth should take priority even at the cost of environmental protection (=10)
Some say European unification should be pushed further. Others say it already has gone too
far. What is your opinion? Please indicate your views using a scale from 0 to 10, where 0 means
unification ‘has already gone too far’ and 10 means it ‘should be pushed further’. What number
on this scale best describes your position?
Unification has already gone too far (=0) …. Unification should be pushed further (=10)
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7.2 Appendix B
Table B.1 gives an overview of tested compulsory schooling reforms as listed in Cavaillé and
Marshall (2019). We dropped the reforms in Finland and Germany because they occurred in
separate regions. Although we can specify specific regions in the ESS, this means we have to
assume people did not move throughout their entire lives. Given this uncertainty, we dropped
both country reforms. In addition, neither country reform yielded a significant increase in
years of schooling.
Table B.1. Analysed compulsory schooling reforms
Country
Austria
Belgium
Denmark
France
Greece
Ireland
Italy
The Netherlands
Portugal
Spain
Sweden
Great Britain
Great Britain

Year of reform
1962
1983
1958
1967
1975
1967
1963
1974
1964
1969
1965
1947
1972

Change
14 to 15
14 to 18
14 to 16
14 to 16
12 to 15
14 to 15
11 to 14
15 to 16
12 to 14
12 to 14
14 to 16
14 to 15
15 to 16

First cohort affected
1948
1969
1944
1953
1963
1953
1952
1959
1952
1957
1951
1933
1957

7
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Figure B.1. Estimates effect of reforms for years of education for different bandwidths
Note: Conventional estimates were used. Gray dashed lines indicate 95% confidence intervals. All
calculations used local linear regression with an optimal bandwidth and a triangular kernel. These models
included country reform fixed effects.
Table B.2. Effect of reforms for years of education
Compulsory schooling reform
Great Britain (1947)
Optimal bandwidth
N
Great Britain (1972)
Optimal bandwidth
N
Netherlands (1974)
Optimal bandwidth
N
Denmark (1958)
Optimal bandwidth
N

Years of education
0.520*
(0.219)
5.098
1,816
0.304*
(0,151)
5.981
2,706
0.246*
(0.120)
9.560
4,600
0.453+
(0.273)
6.932
2,330
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Table B.2. Continued
Compulsory schooling reform

Years of education

Sweden (1965)

0.292+
(0.171)
6.766
2,754

Optimal bandwidth
N
Pooled

0.292***
(0.065)
9.960
20,000

Optimal bandwidth
N

Note: Reduced-form RDs. Conventional estimates were used. Standard errors are indicated in parentheses. The character + denotes p < 0.1, * denotes p < 0.05, ** denotes p < 0.01, and *** denotes p < 0.001.
All calculations used local linear regression with an optimal bandwidth and a triangular kernel. Pooled
model included country reform fixed effects.

Table B.3. Difference between treatment and control group on background variables
Estimate
Optimal bandwidth
N

Gender
-0.0283
(0.0278)
12.264
26,084

Age
0.00427
(0.00981)
7.228
15,825

Secondary Father
0.0427
(0.0305)
10.017
19,556

Secondary Mother
-0.00781
(0.0323)
8.798
16,425

Note: Reduced-form RDs. Conventional estimates were used. Standard errors are indicated in parentheses. The character * denotes p < 0.05. All calculations used local linear regression with an optimal
bandwidth and a triangular kernel. These models included country reform fixed effects.
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Figure B.2. McCrary’s density graph
Note: Density graph based on the pooled sample. Log difference in height: 0.0120 (0.0309).

Table B.4. ‘Fuzzy’ RD results for each country reform
Compulsory schooling reform
Great Britain (1947)
Optimal bandwidth
N
First stage

Great Britain (1972)
Optimal bandwidth
N
First stage

Netherlands (1974)
Optimal bandwidth
N
First Stage

European unification
0.0598
(0.159)
5.098
1,178
0.976*
(0.276)

Trust in European parliament
-0.0511
(0.240)
5.479
1,575
0.493*
(0.224)

0.0330
(0.249)
8.383
2,829
0.329*
(0.152)

0.655+
(0.393)
9.057
4,399
0.233*
(0.108)

0.421
(0.342)
8.014
2,838
0.281+
(0.160)

0.389+
(0.202)
8.333
4,057
0.365*
(0.133)
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Table B.4. Continued
Compulsory schooling reform
Denmark (1958)
Optimal bandwidth
N
First stage

Sweden (1965)
Optimal bandwidth
N
First stage

European unification

Trust in European parliament

0.0402
(0.274)
9.612
2,185
0.378
(0.291)

0.102
(0.170)
11.243
3,463
0.450*
(0.220)

0.272
(0.302)
6.134
1,938
0.346
(0.211)

-0.0357
(0.276)
5.454
2,127
0.333+
(0.198)

Note: Fuzzy RDs. Conventional estimates were used. Standard errors are indicated in parentheses. The
character + denotes p < 0.1, and * denotes p < 0.05. All calculations used local linear regression with an
optimal bandwidth and a triangular kernel.

Table B.5. Estimates of reduced-form RDD for Euroscepticism
Estimate
Optimal bandwidth
N

European unification
0.0600
(0.0371)
9.895
13,394

Trust in European parliament
0.0764*
(0.0373)
7.087
14,462

7

Note: Conventional estimates were used. Standard errors are indicated in parentheses. The character *
denotes p < 0.05. All calculations used local linear regression with an optimal bandwidth and a triangular
kernel. These models included country reform fixed effects.
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7.3 Appendix C
Table C.1. Descriptive statistics of sample to test H1 (N = 36,628)
Anti-immigration

Mean
.547

Male
Female

.485
.515

Year of birth

1964.925

St. Dev.
.176

14.245

Min.
0

Max.
1

0
0

1
1

1937

2003

Primary school
Intermediate secondary
Higher secondary
Intermediate vocational
Higher vocational
University

.038
.178
.076
.289
.298
.121

0
0
0
0
0
0

1
1
1
1
1
1

CTSS
BLS
STEM

.359
.383
.257

0
0
0

1
1
1

Higher academic or independent
Higher supervisory
Intermediate academic or independent
Intermediate supervisory
Other mental work
Skilled and supervisory manual
Semi-skilled manual
Unskilled and trained manual
Agrarian

.086
.087
.279
.125
.217
.073
.063
.057
.014

0
0
0
0
0
0
0
0
0

1
1
1
1
1
1
1
1
1

Dutch
First generation – non-Western
First generation – Western
Second generation – non-Western
Second generation – Western
Unknown

.827
.029
.031
.042
.017
.054

0
0
0
0
0
0

1
1
1
1
1
1
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Table C.2. Descriptive statistics of sample to test H2 (N = 2,392)
Anti-immigration

Mean
.537

Male
Female

.421
.579

Year of birth

1991.495

St. Dev.
.188

4.282

Min.
0

Max.
1

0
0

1
1

1978

2002

Intermediate secondary
Higher secondary
Intermediate vocational
Higher vocational
University

.07
.148
.182
.312
.287

0
0
0
0
0

1
1
1
1
1

CTSS
BLS/STEM

.461
.539

0
0

1
1

Dutch
First generation – non-Western
First generation – Western
Second generation – non-Western
Second generation – Western
Unknown

.737
.018
.024
.029
.051
.141

0
0
0
0
0
0

1
1
1
1
1
1

7

143

binnenwerk_sander_productie.indd 143

09/12/2021 20:24

Figure C.1. Marginal effects for Dutch natives only by type of degree.
Note: Shaded areas indicate 95% confidence intervals.
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Figure C.2. Marginal effects with longer time frame by type of degree.
Note: Shaded areas indicate 95% confidence intervals.
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Figure C.3. Marginal effects excluding ‘health and welfare’ by type of degree.
Note: Shaded areas indicate 95% confidence intervals.

Chapter 7

146

binnenwerk_sander_productie.indd 146

09/12/2021 20:25

Figure C.4. Marginal effects for Euroscepticism by type of degree.
Note: Shaded areas indicate 95% confidence intervals.
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p (immigration)
0.289
0.239
0.094
0.321
0.297
0.283
0.289
0.253
0.169
0.267
0.276
0.179
0.612
0.205
0.258
0.211
0.372
0.216
0.235
0.187
0.251
0.209
0.423
0.178

se (immigration)
0.057
0.033
0.632
0.047
0.103
0.032
0.041
0.061
0.049
0.040
0.031
0.040
0.119
0.097
0.037
0.058
0.116
0.755
0.035
0.041
0.072
0.041
0.039
0.272

p (European unification)
0.182
0.257
0.069
0.147
0.281
0.265
0.367
0.444
0.136
0.375
0.292
0.238
0.357
0.270
0.114
0.310
0.483
0.399
0.237
0.149
0.348
0.295
0.054
0.594

Note: p indicates the weight of social origin. Column se indicates the standard error of p.

Country
Austria
Belgium
Bulgaria
Switzerland
Czech Republic
Germany
Denmark
Estonia
Spain
Finland
France
United Kingdom
Croatia
Hungary
Ireland
Italy
Lithuania
Latvia
Netherlands
Norway
Portugal
Sweden
Slovenia
Slovak Republic

Table D.1. Overview of coefficients for meta-regression

7.4 Appendix D
se (European unification)
0.089
0.047
0.219
0.094
0.113
0.050
0.062
0.076
0.081
0.062
0.056
0.096
0.149
0.167
0.135
0.063
0.125
0.354
0.053
0.201
0.249
0.089
0.293
0.333

Social mobility
-0.270
-0.216
-1.616
-0.650
-0.066
0.586
0.702
0.962
-1.330
1.360
0.899
-0.028
0.610
-1.022
-0.833
-1.557
0.772
0.871
0.001
1.381
-1.928
1.458
0.028
-0.114

Chapter 7

148

09/12/2021 20:25

Appendices

7.5 Appendix E
Table E.1. Results of mean and variance regression for European identity
Student SES

β
0.326**
(0.114)

λ

λ
-0.0256*
(0.0117)

Age

-0.327
(0.254)

0.0703*
(0.0278)

Female

-1.032***
(0.185)

-0.187***
(0.0208)

Migrant background

-2.345***
(0.408)

0.0872*
(0.0422)

School SES SD

-0.124
(1.047)

School SES

-0.0689
(0.307)

-0.0619*
(0.0274)

School ethnic composition

-2.938*
(1.217)

0.0392
(0.0899)

Constant
Students
Schools
AIC
Log pseudolikelihood

58.68***
(3.776)
22974
946
1,108,697.7
-554,333.8

0.347***
(0.0781)

4.105***
(0.0745)
22974
946
1,626,983.5
-813,482.7

0.238**
(0.0760)

7

3.233***
(0.418)
22974
946
1,625,717.3
-812,843.7

Notes: Robust standard errors are in parentheses. All models include country fixed effects.
*
p < 0.1, ** p < 0.05, *** p < 0.01.

Table E.2. Results: mean and variance regression for support for equal rights for ethnic minorities
Student SES

β
1.605***
(0.0992)

λ

λ
-0.0262*
(0.0122)

Age

0.161
(0.204)

0.0144
(0.0274)

Female

2.436***
(0.183)

-0.272***
(0.0213)
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Table E.2. Continued
β

λ

λ
0.0281
(0.0432)

Migrant background

2.031***
(0.311)

School SES SD

-0.371
(0.873)

School SES

2.915***
(0.320)

-0.0702*
(0.0343)

School ethnic composition

6.699***
(0.932)

-0.268**
(0.102)

Constant
Students
Schools
AIC
Log pseudolikelihood

47.26***
(3.136)
23,029
949
1,098,513.3
-549,241.7

0.236**
(0.0879)

4.306***
(0.0804)
23,029
949
1,602,137.1
-801,059.5

0.204*
(0.0925)

4.273***
(0.418)
23,029
949
1,600,302.0
-800,136.0

Note: Robust standard errors are in parentheses. All models include country fixed effects.
*
p < 0.1, ** p < 0.05, *** p < 0.01.

Table E.3. Results of mean and variance regression for support for European cooperation
Student SES

β
0.909***
(0.106)

λ

λ
0.00202
(0.0151)

Age

-0.0921
(0.203)

-0.0290
(0.0373)

Female

-1.038***
(0.171)

-0.268***
(0.0267)

Migrant background

1.217***
(0.334)

0.0439
(0.0449)

School SES SD

-0.645
(0.619)

School SES

1.083***
(0.262)

-0.101**
(0.0372)

School ethnic composition

2.159*

0.0975

0.274**
(0.104)

0.155
(0.114)
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Table E.3. Continued

Constant
Students
Schools
AIC
Log pseudolikelihood

β
(0.931)

λ

λ
(0.137)

50.39***
(3.013)
22,961
946
1,087,694.0
-543,832.0

3.982***
(0.102)
22,961
946
1,557,963.7
-778,972.8

4.635***
(0.565)
22,961
946
1,556,484.9
-778,227.4

Note: Robust standard errors are in parentheses. All models include country fixed effects.
p < 0.1, ** p < 0.05, *** p < 0.01.

*

7

Figure E.1. Sensitivity analysis of European identity
Note: Bars indicate 90% confidence intervals.
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Chapter 7

Figure E.2. Sensitivity analysis of support for equal rights for ethnic minorities
Note: Bars indicate 90% confidence intervals.

Figure E.3. Sensitivity analysis of endorsement of European cooperation
Note: Bars indicate 90% confidence intervals.
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reforms in four European countries. European Union Politics, 21(1), 24–42. I constructed the
theoretical framework, prepared the data, ran the statistical analyses, and wrote the majority
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Nederlandse samenvatting
Introductie
Globalisering, middels de opkomst van internationale organisaties zoals de Europese Unie (EU),
het verdwijnen van handelsbelemmeringen en de vermenging van culturele achtergronden
heeft het leven van burgers in de westerse samenleving fundamenteel veranderd. Lange tijd
bestond er een passieve goedkeuring onder burgers rond kwesties die te maken hebben met
het vervagen van nationale grenzen en de voortschrijdende internationale samenwerking
binnen Europa. Deze tijden zijn echter voorbij, aangezien de gevolgen van globalisering de
laatste jaren voor polarisering hebben gezorgd onder zowel politieke partijen als burgers. Zij
vormt de basis voor een nieuwe scheidslijn in West-Europese samenlevingen tussen zij die
open staan voor verdere vervaging van nationale grenzen, en aan de andere kant burgers die
zich zorgen maken wat globalisering gaat betekenen voor de eigen manier van leven, cultuur
en tradities. De twee belangrijkste politieke thema’s binnen deze ‘scheiding der geesten’ zijn
immigratie en Europese eenwording.
Aan welke kant van deze scheidslijn burgers in West-Europa zich bevinden valt in grote mate
samen met opleidingsniveau. Eerder onderzoek laat zien dat opleidingsniveau een belangrijke
voorspeller is van anti-immigratie opvattingen, en scepsis tegenover de EU en verder Europese
eenwording. Alhoewel vaststaat dat opleidingsniveau samenhangt met deze opvattingen, is er
nog veel discussie binnen de wetenschappelijke literatuur over de vraag hoe scholing precies
leidt tot verschillen in politieke opvattingen in het algemeen, en specifiek ten aanzien van
globalisering. Binnen de literatuur kunnen wij twee verschillende narratieven onderscheiden
over de rol van scholing in het vormen van politieke opvattingen. Het zogenoemde ‘educationas-cause’ model stelt dat opleiding causaal samenhangt met sociale en politieke oriëntaties.
Middels het verbeteren van cognitieve vaardigheden, het overbrengen van universele (liberale)
waarden, en het verbeteren van de positie van mensen op de (internationale) arbeidsmarkt,
zullen burgers die langer in de schoolbanken hebben gezeten positiever staan tegenover
globalisering. Dit narratief (veronder)stelt dat opvattingen ‘maakbaar’ zijn, en direct of indirect
door onderwijs aan verandering onderhevig kunnen zijn.
Daarentegen stelt het ‘education-as-proxy’ model dat alhoewel er een correlatie tussen
opleidingsniveau en politieke opvattingen bestaat, dit geen causaal verband is. Volgens
deze verklaring verschillen scholieren voordat zij ook maar één voet in school gezet hebben
al van elkaar in termen van politieke waarden en oriëntaties. Zij stelt dat ervaringen in de
vroege jeugd, zoals de politieke socialisatie in het ouderlijk milieu, een blijvende indruk
achterlaten op mensen. Daarbij zijn de factoren die politieke opvattingen voorspellen, zoals
het opleidingsniveau van de ouders, ook doorslaggevend welk opleidingsniveau kinderen
behalen. Samengevat, kinderen uit hoogopgeleide gezinnen worden in het milieu waarin men
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opgroeit vaker blootgesteld aan positieve ideeën over immigranten en de EU. Tegelijkertijd
zorgt het feit dat de ouders hoogopgeleid zijn er ook voor dat zij een grotere kans maken om
ook in de hoogste opleidingsniveaus terecht te komen. De relatie is dan zogenoemd ‘spurious’,
ofwel niet causaal. In de meest extreme vorm gaat dit uit van het idee dat opvattingen in de
levensloop grotendeels al vastliggen en afhangen van waar zijn of haar wieg heeft gestaan.
In deze dissertatie ga ik in op de grotere vraag of (en hoe) onderwijs, direct of indirect, bijdraagt
aan de vorming van opvattingen ten aanzien van globalisering. Hierbij stel ik specifiek
opvattingen ten aanzien van immigratie en Europese eenwording centraal. Ik onderzoek deze
vraag op basis van vier empirisch-theoretische hoofdstukken.

Vier empirisch-theoretische hoofdstukken
In hoofdstuk 2 staat de relatie tussen opleiding en oppositie ten aanzien van de EU centraal,
ook wel Euroscepsis genoemd. Zoals hierboven gesteld is vaak een impliciete aanname binnen
de literatuur dat extra scholing leidt tot positievere opvattingen ten aanzien van Europa.
Echter, deze (causale) relatie is moeilijk te testen vanwege het feit dat er factoren zijn die
zowel met opleidingsniveau en Euroscepsis samenhangen, zoals ouderlijke opvoeding of
cognitieve vaardigheden. Het controleren voor deze factoren is, zoals gesteld, moeilijk maar
niet onmogelijk. Middels een quasi-experimenteel regression discontinuity design toon ik
aan dat, gecontroleerd voor al deze onderliggende factoren, extra scholing niet tot statistisch
significant minder Euroscepsis leidt. Kortom, ik vind geen sluitend bewijs voor het educationas-cause model voor Euroscepsis.
In hoofdstuk 3 staat de relatie tussen opleiding en immigratie-opvattingen centraal. Het
onderwijssysteem wordt veronderstelt om studenten te socialiseren in democratische
kernwaarden, zoals tolerantie, pluralisme en gelijkheid. Het internaliseren van deze
waarden zou vervolgens leiden tot een open en tolerante wereldblik. Om een onderscheid
te maken in welke mate studenten worden blootgesteld aan deze waarden, splits ik hen
uit naar studierichting. Studenten in ‘sociale’ studies, zoals sociale wetenschappen of
lerarenopleiding, worden verondersteld meer bloot te staan aan deze democratische
kernprincipes dan studenten binnen de economie of natuurkunde. Gebruikmakend van een
panel-studie in Nederland laat ik zien dat studenten binnen ‘sociale’ studies minder antiimmigratie opvattingen tonen dan studenten in economische of technische studierichtingen.
Echter, vijf jaar voor het behalen van het diploma, zijn deze verschillen tussen groepen
al aanwezig en blijven in de periode tot slagen redelijk constant. Hierdoor vind ik geen
sterk bewijs voor de verwachte socialisatierol van het onderwijssysteem, en zodoende het
education-as-cause model.
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Gezien het gebrek aan bewijs voor een causaal effect van scholing verschuif ik in hoofdstuk
4 de blik naar het ‘education-as-proxy’ model en test in hoeverre sociaal mobielen (m.a.w.
mensen die een hoger of lager opleidingsniveau halen dan hun ouders) trouw blijven in termen
van opvattingen aan het sociale milieu van herkomst, of dat hun opvattingen mee veranderen
naar de nieuwe positie. Gebruikmakend van survey data uit 26 West en Oost- Europese landen
vind ik dat de opvattingen van sociaal mobielen vooral worden gevormd door het eigen
opleidingsniveau. Echter, de opvattingen van sociaal mobielen blijven voor een substantieel
gedeelte ook nog steeds verbonden met het sociaal milieu waarin men opgegroeid is.
Kortom, onderwijs kan direct en indirect niet volledig het sociaal milieu waarin men opgroeit
wegpoetsen. Dit blijft van belang om de opvattingen ten aanzien van globalisering van sociaal
mobielen te duiden. Specifiek voor immigratie-opvattingen vind ik dat mensen die neerwaarts
mobiel zijn meer gehecht blijven aan het ouderlijk milieu, om zodoende een hogere mate
van sociale status te behouden. De resultaten laten zien dat het ouderlijk milieu zowel als
buffer maar ook als scheidslijn kan dienen. Voor neerwaarts mobielen beschermt het tegen
verandering van opvattingen naar een gesloten houding ten aanzien van globalisering. Echter,
voor opwaarts mobielen kan het betekenen dat het verhindert om volledig deel uit te maken
van het nieuwe milieu.
In hoofdstuk 5 zoom ik tenslotte in op de rol die de schoolomgeving kan hebben voor het in
stand los houden van ongelijkheden naar ouderlijke achtergrond. Door school-segregatie is
het in veel West-Europese landen het geval dat kinderen een grotere kans hebben om omringt
te worden door klasgenoten met gelijksoortige sociaaleconomische achtergrond. Gezien het
belang wat ouderlijke achtergrond speelt bij de vorming van sociale en politieke opvattingen,
kan school-segregatie ervoor zorgen dat scholen gelijktijdig opinie ‘bubbels’ worden, m.a.w.
kinderen binnen scholen gaan voornamelijk om met schoolgenoten die dezelfde opvattingen
hebben. Gebruikmakend van data van scholieren in zes Europese landen, vind ik dat een lagere
spreiding van sociale achtergronden binnen scholen samenhangt met een lagere spreiding
van opvattingen ten aanzien van globalisering binnen scholen, voornamelijk voor de Europese
identiteit.

Implicaties
Dit proefschrift raakt aan de meer fundamentele vraag over de rol van onderwijs als motor voor
de maakbaarheid van de samenleving. Gezien de grote verschillen tussen opleidingsniveaus
in verschillende domeinen, zoals gezondheid, kansen op de arbeidsmarkt, en politieke
opvattingen, wordt onderwijs vaak door beleidsmakers en politici gezien als een belangrijk
middel voor het verkleinen van maatschappelijke ongelijkheden. In dit proefschrift zet ik
vraagtekens bij deze dominante notie voor openheid ten aanzien van globalisering. Ook al
dient opleidingsniveau als een belangrijke scheidslijn over hoe men aankijkt tegen immigratie
en Europese eenwording, mijn resultaten laten zien dat wij niet zeker kunnen zijn over het feit
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dat deze relatie per definitie causaal is. Ik vind geen sluitend bewijs dat scholing leidt tot meer
steun voor Europese eenwording of immigratie.
De resultaten suggereren daarom dat onderwijs mogelijk niet de ‘grote gelijkmaker’ is die de
impact van de sociale afkomst van mensen volledig ongedaan kan maken. Voortbouwend op
het ontbreken van een causaal effect van onderwijs, vind ik dat de opvattingen van sociaal
mobielen deels verbonden blijven met het ouderlijk sociaal milieu waarin men is opgegroeid.
Hierdoor laat ik in deze dissertatie zien dat de opvattingen van mensen ten aanzien van
globalisering gedeeltelijk de overdracht van ongelijkheid tussen generaties weerspiegelt
welke scholing niet volledig kan neutraliseren Gezamenlijk zorgt dit ervoor dat beleidsmakers
wellicht de verwachtingen rondom de impact van scholing voor het verminderen van antiimmigratie sentiment of Euroscepsis op de korte termijn moeten temperen.
Gezien het belang van het sociaal milieu waarin men opgroeit kunnen ook scholen deze
ongelijkheden zelf in standhouden door de segregatie van scholen naar sociaaleconomische
achtergrond. Segregatie creëert mogelijk gelijkgestemde ‘bubbels’ waardoor adolescenten
in verschillende omgevingen leren deel te nemen aan een steeds meer cultureel, taalkundig
en etnisch diverse samenleving. Terwijl studenten uit kansrijke milieus worden omringd door
anderen die zich kosmopolitisch voelen en vervolgens dus meer worden blootgesteld aan
deze principes, missen adolescenten uit kansarme milieus deze kansen en stimuli. Segregatie
op scholen bestendigt bestaande ongelijkheden in openheid tegenover globalisering tussen
studenten van verschillende sociale afkomsten. Ondanks het gebrek aan een causaal effect
van scholing en het belang van het sociaal milieu van afkomst voor politieke opvattingen,
wordt het echter lastig voor beleidsmakers om in de thuisomgeving te interveniëren. Om
de sociale cohesie binnen samenlevingen en in heel Europa te waarborgen, zou daarom
een mogelijke eerste stap voor beleidsmakers zijn om vooral te focussen op hoe studenten
uit lagere klassen het Europees burgerschap kunnen ‘ervaren’, zoals bijvoorbeeld middels
uitwisselingprogramma’s.
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Dankwoord
In september 2017 begon ik groen en fris uit de Research Master aan het PhD avontuur. Ik kan
mij goed herinneren hoe vier jaar toentertijd nog zo ver in de toekomst lag. Vier hele papers
schrijven leek een klus waar toch wel wat meer jaren voor nodig zouden zijn. Nu, eind 2021 met
een afgerond proefschrift (en vier papers!), zijn deze vier jaar sneller dan ooit voorbijgevlogen.
Ook al staat mijn naam op de voorkant, dit proefschrift is zeker niet een soloproject geweest.
Het laatste ander halfjaar van de dissertatie schrijven tijdens een pandemie heeft dit idee
alleen maar versterkt. Zonder steun van binnen en buiten de UvA had het nooit zover kunnen
komen. Ik wil dan ook velen bedanken voor het niet alleen helpen volhouden van een traject
dat soms relatief eenzaam kan zijn, maar ook dat ik uiteindelijk kan terugkijken op fantastische
jaren waarin ik als onderzoeker en persoon gegroeid ben.
Ten eerste ben ik een hele hoop dank verschuldigd aan mijn promotoren. Theresa, ik kan mij
nog goed herinneren hoe ik, in het voorjaar van 2017, een mail kreeg van jou met de vraag
of ik interesse had om te solliciteren op een PhD project over de link tussen onderwijs en
opvattingen ten aanzien van globalisering. De rest is geschiedenis. Ik ben je heel dankbaar
dat ik in de afgelopen jaren zoveel van je heb mogen leren. Mijn kwaliteit van onderzoek doen
en schrijven heeft in de afgelopen vier jaar dan ook een ‘steile leercurve’ meegemaakt. Jouw
oog voor detail, en de gave om mij te pushen niet te klein te denken, en zelfverzekerd te zijn
over mijn eigen onderzoek heb ik erg gewaardeerd. Daarbij staat bij jou ook het menselijke
aspect hoog; jouw deur stond altijd open. Koffie drinken, lunchen, of gewoon even bijpraten;
deze gesprekjes waren erg fijn op momenten dat het soms allemaal nogal overweldigend leek.
Heel veel dank voor je supervisie de afgelopen vier jaar.
Herman, jouw eindeloze enthousiasme voor onderzoek is ongeëvenaard. Een aantal keer,
als ik zelf grote twijfel had of het wel klopte of nut had wat ik had gedaan, wist jij mij altijd te
overtuigen dat ik op de goede weg was. Ook jouw gave om verschillende debatten en velden
in de literatuur met elkaar te verbinden heb ik erg gewaardeerd. Zonder jouw brede kennis
over methoden en statistiek (Niet veel mensen praten met zoveel enthousiasme over hoe je
in Stata de within-cluster residuals uit een multilevel model kan filteren zoals jij), en jouw
overtuiging om niet voor ‘the same old same old’ te gaan had deze dissertatie er heel anders
uitgezien. Ik ben je dan ook heel veel dank verschuldigd.
Daarnaast had ik het voorrecht om deel te mogen uitmaken van de brede PhD- gemeenschap
binnen de UvA van zowel IIL als Challenges to Democracy. Zonder hen was het doen van een
PhD bij lange na niet zo plezierig geweest. Van IIL wil ik graag Andrea, Lonneke, Mirjam, Michiel
(stiekem was je gewoon van IIL), Dragana, Francisco, Marina, Lotte, Nigel, Kirsten, Suzanne,
Christoph, Katharina, Twan en Tobi uit de grond van mijn hart bedanken. Dank voor de vele
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gesprekken, gezellige avonden in CREA, en de dagelijkse work-outs om 15:00. Van Challenges
bedank ik graag Lea, Anne Louise, Sanne, Wouter, Patrick, Haylee, Linet, Thomas, Eda, Sonja,
Merve, Eline, Lars, Harmen, Remko, Maria, Laura, Ebe, Isabella, Maaike, Christian, Judith en
Ugur. De kaffeeklatsches en lunch- en koffietreinen waren altijd gezellig.
Ik wil binnen deze groep een paar mensen speciaal uitlichten. Maaike, wij ontmoetten elkaar
op de allereerste dag van de ICS cursus in Groningen. Wij hebben wat uurtjes met elkaar in de
trein gezeten van hot naar her voor ICS Forumdagen. Gelukkig dat er op de terugreis altijd wel
een fles wijn mee was om de tijd een beetje te doden. Ik heb mooie herinneringen aan het acht
uur lang karaoke zingen, Game of Thrones kijken, en de acts op het Songfestival beoordelen
met onze eigen cijferlijst (“Say na na na” van Serhat had toch moeten winnen). Ik koester onze
vriendschap en ben blij dat je er altijd was om mijn eindeloze zelftwijfel weer eens aan te horen.
Bram, jij bent mijn academische held. Weinig mensen hebben zo’n diepe kennis over methoden
en statistiek zoals jij. Jij wist dan ook altijd haarfijn uit te leggen hoe ik mijn werk kon
verbeteren. Niet alleen ben je een geniale sociaalwetenschapper, je bent ook een fantastisch
mens. Politieke discussies met jou zijn altijd interessant, en was het niet voor jou dat we anders
nooit de Eierbal hadden gegeten in Groningen. Jouw humor en relativeringsvermogen maakte
een PhD doen dan ook een stuk dragelijker.
Ellis, bedankt voor de loopjes naar de koffieautomaat, de biertjes in de Bar Bistro van de
Thalys, en het feit dat ik bij jou ongegeneerd kroketten als lunch kon eten. Ik beloof je dat het
karaokefeestje ooit nog een keer gaat gebeuren. Dieuwke, dank voor de ontelbare keren dat
je mijn geneuzel over paneldata aan moest horen. Dankzij jouw inzichten had ik waarschijnlijk
anders nu nog steeds eindeloos modellen in Stata zitten draaien. Ik weet zeker dat we over 10
jaar over Prof. dr. Zwier kunnen praten. Nathalie, ik wil alleen even zeggen…‘HAI’. Hannah,
dankzij jou weet ik dat 72,2% van de burgers in Europa voor directe referenda zijn. Ik zal onze
gezamenlijke review op het Politicologen-etmaal niet gauw vergeten.
Ik wil verder iedereen binnen IIL en Challenges bedanken, van postdoc tot professor. De
interessante discussies over onderzoek en het brede scala aan onderwerpen waar ieder aan
werkte maakte het tot een unieke omgeving. Naast serieus wetenschap bedrijven, was er ook
veel ruimte voor het ‘sociale’ aspect. Van lasergamen met de Challenges groep tot aan de
kerstkaraoke met IIL, het was niet hetzelfde geweest zonder jullie.
Ook grote dank aan Thijs. Thijs, jij bent toch een soort mentor geweest de laatste jaren. Je
stond altijd open voor vragen of om even te sparren, hebt mij verslaafd gekregen aan The Last
of Us, en was nooit te beroerd om Spotify afspeellijsten te maken van artiesten die ik volgens
jou echt moest luisteren, zoals Nick Cave, Radiohead en REM. Ook al heb ik je nog geen fan van
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U2, Oasis of The Beatles weten te maken, ik heb je hulp en luisterend oor erg gewaardeerd de
afgelopen tijd. Sara, dankzij jouw tips om Corona door te komen werd thuiswerken toch nog
heel plezierig. Gezamenlijk met Thijs dagen besteden om de afspeellijst te maken voor de IIL
kerstborrels is een van de vele mooie herinneringen.
Buiten de UvA wil ik specifiek Liesbet Hooghe bedanken. Ik had mij er erg op verheugd
om eind 2020 in Chapel Hill op research visit te komen. Helaas is dit door COVID-19 niet
doorgegaan. Ik ben dankbaar, en vindt het een hele eer dat jij plaats hebt willen nemen in
mijn verdedigingscommissie.
Tevens wil ik mijn huisgenoten in Diemen bedanken voor het feit dat ze over de jaren zoveel
geduld met mij hebben gehad. Dank aan Zoë, Anne, Stephen, Sara, Sam, Iris, Tijmen, Maarten
en Iris. Speciaal wil ik hier Laura uitlichten. Laura, wij kwamen elkaar tegen op de trap bij
de eerste dag van de Research Master. Van studiegenoten, naar huisgenoten in Diemen, en
uiteindelijk mijn Brabantse connectie. Met jou is het nooit saai. Bij jou kan ik altijd mijn ei kwijt,
en weet ik zeker dat ik een eerlijk antwoord terugkrijg. Dank voor alle mooie herinneringen
tot nu toe, en ik weet zeker dat er nog een heleboel gaan volgen.
Dank ook aan al mijn vrienden buiten de UvA voor feit dat jullie er zijn: Amber, Julian, Emiel,
Kim, Stephanie, Thomas, Maarten, Lisanne, Naomi, Roos, bedankt! Gelukkig dat er ook dankzij
jullie genoeg mogelijkheden waren om eens niet over onderzoek te praten.
Ik mag hier absoluut mijn broer Martijn en ouders Anneke en Kees niet vergeten. Dank voor
jullie onvoorwaardelijke steun, ook al betekende dat dat jullie af en toe werkelijk de blaren
op jullie tong moesten praten. Als ik er even helemaal doorheen zat, of weer eens twijfelde of
ik of mijn werk goed genoeg was, waren jullie altijd daar om mij weer uit de put te trekken en
de situatie te relativeren. Dit proefschrift is dan ook opgedragen aan jullie.
Tot slot, Floor, jij weet altijd de positieve kant van elke situatie in te zien, en ervoor te zorgen
dat ik niet vergeet om ook te genieten. Ik ben blij dat ik jou in mijn leven heb.
Sander Kunst
November 2021
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and Utrecht. Since 1992, the ICS expanded to the University of Nijmegen and since 2017 to
the University of Amsterdam (UvA). Most of the projects are financed by the participating
universities or by the Dutch Research Council (NWO). The international composition of the
ICS graduate students is mirrored in the increasing international orientation of the projects
and thus of the ICS series itself.
1. Kees van Liere (1990), “Lastige Leerlingen. Een empirisch onderzoek naar sociale oorzaken van
probleemgedrag op basisscholen.” Amsterdam: Thesis Publishers
2. Marco van Leeuwen (1990), “Bijstand in Amsterdam, ca. 1800 - 1850. Armenzorg als beheersings en
overlevingsstrategie.” ICS-dissertation, Utrecht
3. Ineke Maas (1990), “Deelname aan podiumkunsten via de podia, de media en actieve beoefening.
Substitutie of leereffecten?” Amsterdam: Thesis Publishers
4. Marjolein Broese van Groenou (1991), “Gescheiden Netwerken. De relaties met vrienden en verwanten
na echtscheiding” Amsterdam: Thesis Publishers
5. Jan van den Bos (1991), “Dutch EC Policy Making. A Model Guided Approach to Coordination and
Negotiation.” Amsterdam: Thesis Publishers
6. Karin Sanders (1991), “Vrouwelijke Pioniers. Vrouwen en mannen met een ‘mannelijke’ hogere
beroepsopleiding aan het begin van hun loopbaan.” Amsterdam: Thesis Publishers
7. Sjerp de Vries (1991), “Egoism, Altruism, and Social Justice. Theory and Experiments on Cooperation in
Social Dilemmas.” Amsterdam: Thesis Publishers
8. Ronald Batenburg (1991), “Automatisering in bedrijf.” Amsterdam: Thesis Publishers
9. Rudi Wielers (1991), “Selectie en allocatie op de arbeidsmarkt. Een uitwerking voor de informele en
geïnstitutionaliseerde kinderopvang.” Amsterdam: Thesis Publishers
10. Gert Westert (1991), “Verschillen in ziekenhuisgebruik.” ICS-dissertation, Groningen
11. Hanneke Hermsen (1992), “Votes and Policy Preferences. Equilibria in Party Systems.” Amsterdam:
Thesis Publishers
12. Cora Maas (1992), “Probleemleerlingen in het basisonderwijs” Amsterdam: Thesis Publishers
13. Ed Boxman (1992), “Contacten en carrière. Een empirisch theoretisch onderzoek naar de relatie tussen
sociale netwerken en arbeidsmarktposities” Amsterdam: Thesis Publishers
14. Conny Taes (1992), “Kijken naar banen. Een onderzoek naar de inschatting van arbeidsmarktkansen bij
schoolverlaters uit het middelbaar beroepsonderwijs.” Amsterdam: Thesis Publishers
15. Peter van Roozendaal (1992), “Cabinets in Multi Party Democracies. The Effect of Dominant and Central
Parties on Cabinet Composition and Durability.” Amsterdam: Thesis Publishers
16. Marcel van Dam (1992), “Regio zonder regie. Verschillen in en effectiviteit van gemeentelijk
arbeidsmarktbeleid.” Amsterdam: Thesis Publishers
17. Tanja van der Lippe (1993), “Arbeidsverdeling tussen mannen en vrouwen.” Amsterdam: Thesis
Publishers
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18. Marc Jacobs (1993), “Software: Kopen of Kopiëren? Een sociaal wetenschappelijk onderzoek onder PC
gebruikers.” Amsterdam: Thesis Publishers
19. Peter van der Meer (1993), “Verdringing op de Nederlandse arbeidsmarkt. Sector- en sekseverschillen.”
Amsterdam: Thesis Publishers
20. Gerbert Kraaykamp (1993), “Over lezen gesproken. Een studie naar sociale differentiatie in leesgedrag.”
Amsterdam: Thesis Publishers
21. Evelien Zeggelink (1993), “Strangers into Friends. The Evolution of Friendship Networks Using an
Individual Oriented Modeling Approach.” Amsterdam: Thesis Publishers
22. Jaco Berveling (1994), “Het stempel op de besluitvorming. Macht, invloed en besluitvorming op twee
Amsterdamse beleidsterreinen.” Amsterdam: Thesis Publishers
23. Wim Bernasco (1994), “Coupled Careers. The Effects of Spouse’s Resources on Success at Work.”
Amsterdam: Thesis Publishers
24. Liset van Dijk (1994), “Choices in Child Care. The Distribution of Child Care Among Mothers, Fathers and
Non Parental Care Providers.” Amsterdam: Thesis Publishers
25. Jos de Haan (1994), “Research Groups in Dutch Sociology.” Amsterdam: Thesis Publishers
26. Kwasi Boahene (1995), “Innovation Adoption as a Socio Economic Process. The Case of the Ghanaian
Cocoa Industry.” Amsterdam: Thesis Publishers
27. Paul Ligthart (1995), “Solidarity in Economic Transactions. An Experimental Study of Framing Effects in
Bargaining and Contracting.” Amsterdam: Thesis Publishers
28. Roger Leenders (1995), “Structure and Influence. Statistical Models for the Dynamics of Actor Attributes,
Network Structure, and their Interdependence.” Amsterdam: Thesis Publishers
29. Beate Volker (1995), “Should Auld Acquaintance Be Forgot...? Institutions of Communism, the Transition
to Capitalism and Personal Networks: the Case of East Germany.” Amsterdam: Thesis Publishers
30. Anneke Cancrinus-Matthijsse (1995), “Tussen hulpverlening en ondernemerschap. Beroepsuitoefening
en taakopvattingen van openbare apothekers in een aantal West Europese landen.” Amsterdam: Thesis
Publishers
31. Nardi Steverink (1996), “Zo lang mogelijk zelfstandig. Naar een verklaring van verschillen in oriëntatie
ten aanzien van opname in een verzorgingstehuis onder fysiek kwetsbare ouderen.” Amsterdam: Thesis
Publishers
32. Ellen Lindeman (1996), “Participatie in vrijwilligerswerk.” Amsterdam: Thesis Publishers
33. Chris Snijders (1996), “Trust and Commitments.” Amsterdam: Thesis Publishers
34. Koos Postma (1996), “Changing Prejudice in Hungary. A Study on the Collapse of State Socialism and Its
Impact on Prejudice Against Gypsies and Jews.” Amsterdam: Thesis Publishers
35. Jooske van Busschbach (1996), “Uit het oog, uit het hart? Stabiliteit en verandering in persoonlijke
relaties.” Amsterdam: Thesis Publishers
36. René Torenvlied (1996), “Besluiten in uitvoering. Theorieën over beleidsuitvoering modelmatig getoetst
op sociale vernieuwing in drie gemeenten.” Amsterdam: Thesis Publishers
37. Andreas Flache (1996), “The Double Edge of Networks. An Analysis of the Effect of Informal Networks on
Cooperation in Social Dilemmas.” Amsterdam: Thesis Publishers
38. Kees van Veen (1997), “Inside an Internal Labor Market: Formal Rules, Flexibility and Career Lines in a
Dutch Manufacturing Company.” Amsterdam: Thesis Publishers
39. Lucienne van Eijk (1997), “Activity and Wellbeing in the Elderly.” Amsterdam: Thesis Publishers
40. Róbert Gál (1997), “Unreliability. Contract Discipline and Contract Governance under Economic
Transition.” Amsterdam: Thesis Publishers
41. Anne-Geerte van de Goor (1997), “Effects of Regulation on Disability Duration.” ICS-dissertation, Utrecht
42. Boris Blumberg (1997), “Das Management von Technologiekooperationen. Partnersuche und
Verhandlungen mit dem Partner aus Empirisch Theoretischer Perspektive.” ICS-dissertation, Utrecht
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43. Marijke von Bergh (1997), “Loopbanen van oudere werknemers.” Amsterdam: Thesis Publishers
44. Anna Petra Nieboer (1997), “Life Events and Well Being: A Prospective Study on Changes in Well Being
of Elderly People Due to a Serious Illness Event or Death of the Spouse.” Amsterdam: Thesis Publishers
45. Jacques Niehof (1997), “Resources and Social Reproduction: The Effects of Cultural and Material
Resources on Educational and Occupational Careers in Industrial Nations at the End of the Twentieth
Century.” ICS-dissertation, Nijmegen
46. Ariana Need (1997), “The Kindred Vote. Individual and Family Effects of Social Class and Religion on
Electoral Change in the Netherlands, 1956 1994.” ICS-dissertation, Nijmegen
47. Jim Allen (1997), “Sector Composition and the Effect of Education on Wages: an International
Comparison.” Amsterdam: Thesis Publishers
48. Jack Hutten (1998), “Workload and Provision of Care in General Practice. An Empirical Study of the
Relation Between Workload of Dutch General Practitioners and the Content and Quality of their Care.” ICSdissertation, Utrecht
49. Per Kropp (1998), “Berufserfolg im Transformationsprozeß. Eine theoretisch empirische Studie über die
Gewinner und Verlierer der Wende in Ostdeutschland.” ICS-dissertation, Utrecht
50. Maarten Wolbers (1998), “Diploma-inflatie en verdringing op de arbeidsmarkt. Een studie naar
ontwikkelingen in de opbrengsten van diploma’s in Nederland.” ICS-dissertation, Nijmegen
51. Wilma Smeenk (1998), “Opportunity and Marriage. The Impact of Individual Resources and Marriage
Market Structure on First Marriage Timing and Partner Choice in the Netherlands.” ICS-dissertation,
Nijmegen
52. Marinus Spreen (1999), “Sampling Personal Network Structures: Statistical Inference in Ego-Graphs.”
ICS-dissertation, Groningen
53. Vincent Buskens (1999), “Social Networks and Trust.” ICS-dissertation, Utrecht
54. Susanne Rijken (1999), “Educational Expansion and Status Attainment. A Cross-National and Over-Time
Comparison.” ICS-dissertation, Utrecht
55. Mérove Gijsberts (1999), “The Legitimation of Inequality in State-Socialist and Market Societies, 19871996.” ICS-dissertation, Utrecht
56. Gerhard van de Bunt (1999), “Friends by Choice. An Actor-Oriented Statistical Network Model for
Friendship Networks Through Time.” ICS-dissertation, Groningen
57. Robert Thomson (1999), “The Party Mandate: Election Pledges and Government Actions in the
Netherlands, 1986 1998.” Amsterdam: Thela Thesis
58. Corine Baarda (1999), “Politieke besluiten en boeren beslissingen. Het draagvlak van het mestbeleid
tot 2000.” ICS-dissertation, Groningen
59. Rafael Wittek (1999), “Interdependence and Informal Control in Organizations.” ICS-dissertation,
Groningen
60. Diane Payne (1999), “Policy Making in the European Union: an Analysis of the Impact of the Reform of
the Structural Funds in Ireland.” ICS-dissertation, Groningen
61. René Veenstra (1999), “Leerlingen Klassen Scholen. Prestaties en vorderingen van leerlingen in het
voortgezet onderwijs.” Amsterdam, Thela Thesis
62. Marjolein Achterkamp (1999), “Influence Strategies in Collective Decision Making. A Comparison of Two
Models.” ICS-dissertation, Groningen
63. Peter Mühlau (2000), “The Governance of the Employment Relation. A Relational Signaling Perspective.”
ICS-dissertation, Groningen
64. Agnes Akkerman (2000), “Verdeelde vakbeweging en stakingen. Concurrentie om leden.” ICSdissertation, Groningen
65. Sandra van Thiel (2000), “Quangocratization: Trends, Causes and Consequences.” ICS-dissertation,
Utrecht
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66. Sylvia Peacock-Korupp (2000), “Mothers and the Process of Social Stratification.” ICS-dissertation,
Utrecht
67. Rudi Turksema (2000), “Supply of Day Care.” ICS-dissertation, Utrecht
68. Bernard Nijstad (2000), “How the Group Affects the Mind: Effects of Communication in Idea Generating
Groups.” ICS-dissertation, Utrecht
69. Inge de Wolf (2000), “Opleidingsspecialisatie en arbeidsmarktsucces van sociale wetenschappers.”
ICS-dissertation, Utrecht
70. Jan Kratzer (2001), “Communication and Performance: An Empirical Study in Innovation Teams.” ICSdissertation, Groningen
71. Madelon Kroneman (2001), “Healthcare Systems and Hospital Bed Use.” ICS/NIVEL-dissertation, Utrecht
72. Herman van de Werfhorst (2001), “Field of Study and Social Inequality. Four Types of Educational
Resources in the Process of Stratification in the Netherlands.” ICS-dissertation, Nijmegen
73. Tamás Bartus (2001), “Social Capital and Earnings Inequalities. The Role of Informal Job Search in
Hungary.” ICS-dissertation Groningen
74. Hester Moerbeek (2001), “Friends and Foes in the Occupational Career. The Influence of Sweet and Sour
Social Capital on the Labour Market.” ICS-dissertation, Nijmegen
75. Marcel van Assen (2001), “Essays on Actor Perspectives in Exchange Networks and Social Dilemmas.”
ICS-dissertation, Groningen
76. Inge Sieben (2001), “Sibling Similarities and Social Stratification. The Impact of Family Background
across Countries and Cohorts.” ICS-dissertation, Nijmegen
77. Alinda van Bruggen (2001), “Individual Production of Social Well Being. An Exploratory Study.” ICSdissertation, Groningen
78. Marcel Coenders (2001), “Nationalistic Attitudes and Ethnic Exclusionism in a Comparative Perspective:
An Empirical Study of Attitudes Toward the Country and Ethnic Immigrants in 22 Countries.” ICS-dissertation,
Nijmegen
79. Marcel Lubbers (2001), “Exclusionistic Electorates. Extreme Right Wing Voting in Western Europe.” ICSdissertation, Nijmegen
80. Uwe Matzat (2001), “Social Networks and Cooperation in Electronic Communities. A theoretical-empirical
Analysis of Academic Communication and Internet Discussion Groups.” ICS-dissertation, Groningen
81. Jacques Janssen (2002), “Do Opposites Attract Divorce? Dimensions of Mixed Marriage and the Risk of
Divorce in the Netherlands.” ICS-dissertation, Nijmegen
82. Miranda Jansen (2002), “Waardenoriëntaties en partnerrelaties. Een panelstudie naar wederzijdse
invloeden.” ICS-dissertation, Utrecht
83. Anne-Rigt Poortman (2002), “Socioeconomic Causes and Consequences of Divorce.” ICS-dissertation,
Utrecht
84. Alexander Gattig (2002), “Intertemporal Decision Making.” ICS-dissertation, Groningen
85. Gerrit Rooks (2000), “Contract en Conflict: Strategisch Management van Inkooptransacties.” ICSdissertation, Utrecht
86. Károly Takács (2002), “Social Networks and Intergroup Conflict.” ICS-dissertation, Groningen
87. Thomas Gautschi (2002), “Trust and Exchange, Effects of Temporal Embeddedness and Network
Embeddedness on Providing and Dividing a Surplus.” ICS-dissertation, Utrecht
88. Hilde Bras (2002), “Zeeuwse meiden. Dienen in de levensloop van vrouwen, ca. 1850 – 1950.” Aksant
Academic Publishers, Amsterdam
89. Merijn Rengers (2002), “Economic Lives of Artists. Studies into Careers and the Labour Market in the
Cultural Sector.” ICS-dissertation, Utrecht
90. Annelies Kassenberg (2002), “Wat scholieren bindt. Sociale gemeenschap in scholen.” ICS-dissertation,
Groningen
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91. Marc Verboord (2003), “Moet de meester dalen of de leerling klimmen? De invloed van literatuuronderwijs
en ouders op het lezen van boeken tussen 1975 en 2000.” ICS-dissertation, Utrecht
92. Marcel van Egmond (2003), “Rain Falls on All of Us (but Some Manage to Get More Wet than Others):
Political Context and Electoral Participation.” ICS-dissertation, Nijmegen
93. Justine Horgan (2003), “High Performance Human Resource Management in Ireland and the Netherlands:
Adoption and Effectiveness.” ICS-dissertation, Groningen
94. Corine Hoeben (2003), “LETS’ Be a Community. Community in Local Exchange Trading Systems.” ICSdissertation, Groningen
95. Christian Steglich (2003), “The Framing of Decision Situations. Automatic Goal Selection and Rational
Goal Pursuit.” ICS-dissertation, Groningen
96. Johan van Wilsem (2003), “Crime and Context. The Impact of Individual, Neighborhood, City and Country
Characteristics on Victimization.” ICS-dissertation, Nijmegen
97. Christiaan Monden (2003), “Education, Inequality and Health. The Impact of Partners and Life Course.”
ICS-dissertation, Nijmegen
98. Evelyn Hello (2003), “Educational Attainment and Ethnic Attitudes. How to Explain their Relationship.”
ICS-dissertation, Nijmegen
99. Marnix Croes en Peter Tammes (2004). Gif laten wij niet voortbestaan. Een onderzoek naar de
overlevingskansen van joden in de Nederlandse gemeenten, 1940-1945. Aksant Academic Publishers,
Amsterdam.
100. Ineke Nagel (2004), “Cultuurdeelname in de levensloop.” ICS-dissertation, Utrecht
101. Marieke van der Wal (2004), “Competencies to Participate in Life. Measurement and the Impact of
School.” ICS-dissertation, Groningen
102. Vivian Meertens (2004), “Depressive Symptoms in the General Population: a Multifactorial Social
Approach.” ICS-dissertation, Nijmegen
103. Hanneke Schuurmans (2004), “Promoting Well-Being in Frail Elderly People. Theory and Intervention.”
ICS-dissertation, Groningen
104. Javier Arregui Moreno (2004), “Negotiation in Legislative Decision-Making in the European Union.”
ICS-dissertation, Groningen
105. Tamar Fischer (2004), “Parental Divorce, Conflict and Resources. The Effects on Children’s Behaviour
Problems, Socioeconomic Attainment, and Transitions in the Demographic Career.” ICS-dissertation,
Nijmegen
106. René Bekkers (2004), “Giving and Volunteering in the Netherlands: Sociological and Psychological
Perspectives.” ICS-dissertation, Utrecht
107. Renée van der Hulst (2004), “Gender Differences in Workplace Authority: An Empirical Study on Social
Networks.” ICS-dissertation, Groningen
108. Rita Smaniotto (2004), “‘You Scratch My Back and I Scratch Yours’ Versus ‘Love Thy Neighbour’. Two
Proximate Mechanisms of Reciprocal Altruism.” ICS-dissertation, Groningen
109. Maurice Gesthuizen (2004), “The Life-Course of the Low-Educated in the Netherlands: Social and
Economic Risks.” ICS-dissertation, Nijmegen
110. Carlijne Philips (2005), “Vakantiegemeenschappen. Kwalitatief en Kwantitatief Onderzoek naar
Gelegenheid en Refreshergemeenschap tijdens de Vakantie.” ICS-dissertation, Groningen
111. Esther de Ruijter (2005), “Household Outsourcing.” ICS-dissertation, Utrecht
112. Frank van Tubergen (2005), “The Integration of Immigrants in Cross-National Perspective: Origin,
Destination, and Community Effects.” ICS-dissertation, Utrecht
113. Ferry Koster (2005), “For the Time Being. Accounting for Inconclusive Findings Concerning the Effects
of Temporary Employment Relationships on Solidary Behavior of Employees.” ICS-dissertation, Groningen
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114. Carolien Klein Haarhuis (2005), “Promoting Anti-Corruption Reforms. Evaluating the Implementation
of a World Bank Anti-Corruption Program in Seven African Countries (1999-2001).” ICS-dissertation, Utrecht
115. Martin van der Gaag (2005), “Measurement of Individual Social Capital.” ICS-dissertation, Groningen
116. Johan Hansen (2005), “Shaping Careers of Men and Women in Organizational Contexts.” ICSdissertation, Utrecht
117. Davide Barrera (2005), “Trust in Embedded Settings.” ICS-dissertation, Utrecht
118. Mattijs Lambooij (2005), “Promoting Cooperation. Studies into the Effects of Long-Term and Short-Term
Rewards on Cooperation of Employees.” ICS-dissertation, Utrecht
119. Lotte Vermeij (2006), “What’s Cooking? Cultural Boundaries among Dutch Teenagers of Different Ethnic
Origins in the Context of School.” ICS-dissertation, Utrecht
120. Mathilde Strating (2006), “Facing the Challenge of Rheumatoid Arthritis. A 13-year Prospective Study
among Patients and Cross-Sectional Study among Their Partners.” ICS-dissertation, Groningen
121. Jannes de Vries (2006), “Measurement Error in Family Background Variables: The Bias in the
Intergenerational Transmission of Status, Cultural Consumption, Party Preference, and Religiosity.” ICSdissertation, Nijmegen
122. Stefan Thau (2006), “Workplace Deviance: Four Studies on Employee Motives and Self-Regulation.”
ICS-dissertation, Groningen
123. Mirjam Plantinga (2006), “Employee Motivation and Employee Performance in Child Care. The effects of
the Introduction of Market Forces on Employees in the Dutch Child-Care Sector.” ICS-dissertation, Groningen
124. Helga de Valk (2006), “Pathways into Adulthood. A Comparative Study on Family Life Transitions among
Migrant and Dutch Youth.” ICS-dissertation, Utrecht
125. Henrike Elzen (2006), “Self-Management for Chronically Ill Older People.” ICS-Dissertation, Groningen
126. Ayse Güveli (2007), “New Social Classes within the Service Class in the Netherlands and Britain.
Adjusting the EGP Class Schema for the Technocrats and the Social and Cultural Specialists.” ICSdissertation, Nijmegen
127. Willem-Jan Verhoeven (2007), “Income Attainment in Post-Communist Societies.” ICS-dissertation,
Utrecht
128. Marieke Voorpostel (2007), “Sibling support: The Exchange of Help among Brothers and Sisters in the
Netherlands.” ICS-dissertation, Utrecht
129. Jacob Dijkstra (2007), “The Effects of Externalities on Partner Choice and Payoffs in Exchange
Networks.” ICS-dissertation, Groningen
130. Patricia van Echtelt (2007), “Time-Greedy Employment Relationships: Four Studies on the Time Claims
of Post-Fordist Work.” ICS-dissertation, Groningen
131. Sonja Vogt (2007), “Heterogeneity in Social Dilemmas: The Case of Social Support.” ICS-dissertation,
Utrecht
132. Michael Schweinberger (2007), “Statistical Methods for Studying the Evolution of Networks and
Behavior.” ICS-dissertation, Groningen
133. István Henrik Back (2007), “Commitment and Evolution: Connecting Emotion and Reason in Long-term
Relationships.” ICS-dissertation, Groningen
134. Ruben van Gaalen (2007), “Solidarity and Ambivalence in Parent-Child Relationships.” ICS-dissertation,
Utrecht
135. Jan Reitsma (2007), “Religiosity and Solidarity – Dimensions and Relationships Disentangled and
Tested.” ICS-dissertation, Nijmegen
136. Jan Kornelis Dijkstra (2007), “Status and Affection among (Pre)Adolescents and Their Relation with
Antisocial and Prosocial Behavior.” ICS-dissertation, Groningen
137. Wouter van Gils (2007), “Full-time Working Couples in the Netherlands. Causes and Consequences.”
ICS-dissertation, Nijmegen
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138. Djamila Schans (2007), “Ethnic Diversity in Intergenerational Solidarity.” ICS-dissertation, Utrecht
139. Ruud van der Meulen (2007), “Brug over Woelig Water: Lidmaatschap van Sportverenigingen,
Vriendschappen, Kennissenkringen en Veralgemeend Vertrouwen.” ICS-dissertation, Nijmegen
140. Andrea Knecht (2008), “Friendship Selection and Friends’ Influence. Dynamics of Networks and Actor
Attributes in Early Adolescence.” ICS-dissertation, Utrecht
141. Ingrid Doorten (2008), “The Division of Unpaid Work in the Household: A Stubborn Pattern?” ICSdissertation, Utrecht
142. Stijn Ruiter (2008), “Association in Context and Association as Context: Causes and Consequences of
Voluntary Association Involvement.” ICS-dissertation, Nijmegen
143. Janneke Joly (2008), “People on Our Minds: When Humanized Contexts Activate Social Norms.” ICSdissertation, Groningen
144. Margreet Frieling (2008), “‘Joint production’ als motor voor actief burgerschap in de buurt.” ICSdissertation, Groningen
145. Ellen Verbakel (2008), “The Partner as Resource or Restriction? Labour Market Careers of Husbands and
Wives and the Consequences for Inequality Between Couples.” ICS-dissertation, Nijmegen
146. Gijs van Houten (2008), “Beleidsuitvoering in gelaagde stelsels. De doorwerking van aanbevelingen
van de Stichting van de Arbeid in het CAO-overleg.” ICS-dissertation, Utrecht
147. Eva Jaspers (2008), “Intolerance over Time. Macro and Micro Level Questions on Attitudes Towards
Euthanasia, Homosexuality and Ethnic Minorities.” ICS-dissertation, Nijmegen
148. Gijs Weijters (2008), “Youth Delinquency in Dutch Cities and Schools: A Multilevel Approach.” ICSdissertation, Nijmegen
149. Jessica Nooij (2009), “The Self in Social Rejection.” ICS-dissertation, Groningen
150. Gerald Mollenhorst (2009), “Networks in Contexts. How Meeting Opportunities Affect Personal
Relationships.” ICS-dissertation, Utrecht
151. Tom van der Meer (2009), “States of Freely Associating Citizens: Comparative Studies into the Impact
of State Institutions on Social, Civic and Political Participation.” ICS-dissertation, Nijmegen
152. Manuela Vieth (2009), “Commitments and Reciprocity in Trust Situations. Experimental Studies on
Obligation, Indignation, and Self-Consistency.” ICS-dissertation, Utrecht
153. Rense Corten (2009), “Co-evolution of Social Networks and Behavior in Social Dilemmas: Theoretical
and Empirical Perspectives.” ICS-dissertation, Utrecht
154. Arieke Rijken (2009), “Happy Families, High Fertility? Childbearing Choices in the Context of Family and
Partner Relationships.” ICS-dissertation, Utrecht
155. Jochem Tolsma (2009), “Ethnic Hostility among Ethnic Majority and Minority Groups in the Netherlands.
An Investigation into the Impact of Social Mobility Experiences, the Local Living Environment and Educational
Attainment on Ethnic Hostility.” ICS-dissertation, Nijmegen
156. Freek Bucx (2009), “Linked Lives: Young Adults’ Life Course and Relations With Parents.” ICSdissertation, Utrecht
157. Philip Wotschack (2009), “Household Governance and Time Allocation. Four studies on the combination
of work and care.” ICS-dissertation, Groningen
158. Nienke Moor (2009), “Explaining Worldwide Religious Diversity. The Relationship between Subsistence
Technologies and Ideas about the Unknown in Pre-industrial and (Post-)industrial Societies.” ICSdissertation, Nijmegen
159. Lieke ten Brummelhuis (2009), “Family Matters at Work. Depleting and Enriching Effects of Employees’
Family lives on Work Outcomes.” ICS-dissertation, Utrecht
160. Renske Keizer (2010), “Remaining Childless. Causes and Consequences from a Life Course Perspective.”
ICS-dissertation, Utrecht
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161. Miranda Sentse (2010), “Bridging Contexts: The interplay between Family, Child, and Peers in Explaining
Problem Behavior in Early Adolescence.” ICS-dissertation, Groningen
162. Nicole Tieben (2010), “Transitions, Tracks and Transformations. Social Inequality in Transitions into,
through and out of Secondary Education in the Netherlands for Cohorts Born Between 1914 and 1985.”
ICS-dissertation, Nijmegen
163. Birgit Pauksztat (2010), “Speaking up in Organizations: Four Studies on Employee Voice.” ICSdissertation, Groningen
164. Richard Zijdeman (2010), “Status Attainment in the Netherlands, 1811-1941. Spatial and Temporal
Variation Before and During Industrialization.” ICS-dissertation, Utrecht
165. Rianne Kloosterman (2010), “Social Background and Children’s Educational Careers. The Primary and
Secondary Effects of Social Background over Transitions and over Time in the Netherlands.” ICS-dissertation,
Nijmegen
166. Olav Aarts (2010), “Religious Diversity and Religious Involvement. A Study of Religious Markets in
Western Societies at the End of the Twentieth Century.” ICS-dissertation, Nijmegen
167. Stephanie Wiesmann (2010), “24/7 Negotiation in Couples Transition to Parenthood.” ICS-dissertation,
Utrecht
168. Borja Martinovic (2010), “Interethnic Contacts: A Dynamic Analysis of Interaction Between Immigrants
and Natives in Western Countries.” ICS-dissertation, Utrecht
169. Anne Roeters (2010), “Family Life Under Pressure? Parents’ Paid Work and the Quantity and Quality of
Parent-Child and Family Time.” ICS-dissertation, Utrecht
170. Jelle Sijtsema (2010), “Adolescent Aggressive Behavior: Status and Stimulation Goals in Relation to the
Peer Context.” ICS-dissertation, Groningen
171. Kees Keizer (2010), “The Spreading of Disorder.” ICS-dissertation, Groningen
172. Michael Mäs (2010), “The Diversity Puzzle. Explaining Clustering and Polarization of Opinions.” ICSdissertation, Groningen
173. Marie-Louise Damen (2010), “Cultuurdeelname en CKV. Studies naar effecten van kunsteducatie op de
cultuurdeelname van leerlingen tijdens en na het voortgezet onderwijs.” ICS-dissertation, Utrecht
174. Marieke van de Rakt (2011), “Two generations of Crime: The Intergenerational Transmission of
Convictions over the Life Course.” ICS-dissertation, Nijmegen
175. Willem Huijnk (2011), “Family Life and Ethnic Attitudes. The Role of the Family for Attitudes Towards
Intermarriage and Acculturation Among Minority and Majority Groups.” ICS-dissertation, Utrecht
176. Tim Huijts (2011), “Social Ties and Health in Europe. Individual Associations, Cross-National Variations,
and Contextual Explanations.” ICS-dissertation, Nijmegen
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The educational divide in openness towards globalisation in Western Europe

Education level is an important predictor of whether people are
open or closed to globalisation in Western Europe. While those
with higher education levels support immigration and further
European unification, those with less education are wary of the
inflow of foreigners and tranferring national sovereignty to the
European Union. Although this association is well-established,
we currently lack a clear understanding of what the exact
role of education is in crystallising these orientations. In this
dissertation, I open this ‘black box’, and examine to what extent,
and how, education shapes openness towards globalisation.

Sander Kunst

THE
EDUCATIONAL
DIVIDE IN
OPENNESS
TOWARDS
GLOBALISATION
IN WESTERN
EUROPE
09/12/2021 20:23

