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INTRODUCTION 

 

My paper explores attempts made in Europe to develop forms of education for citizenship with a 

particular focus on teacher education. As such, it is important at the outset to make clear what is 

meant by democratic citizenship: 

 

‘Democratic Citizenship’ is a skill that everyone needs. In its most practical form, it is the 

knowledge about how a country and society works - why government functions as it does, where to 

get information and how to vote. But democratic citizenship is more than just the ballot box - it is 

also the skill we need to live well in a family and community. It shows us how to resolve disputes in 

a friendly and fair way, how to negotiate and find common ground, and how to make sure that our 

rights are respected. A democratic citizen knows about the ground rules of the society they live in 

and the personal responsibilities they need to respect. 

(http://www.coe.int/t/dg4/education/edc/What_is_EDC/EDC_Q&A_en.asp accessed 10 November 

2008). 

 

My paper has 4 main sections. Firstly, I will summarise some of the historical background to the 

development of education for citizenship in Europe. I will describe some current work that is taking 

place with particular reference to the Council of Europe’s Pestalozzi project. Secondly, I will move 

from description to a sharper analysis by discussing some issues about the nature of citizenship and 

citizenship education. By doing so I will raise challenges for those who are able to define and 

characterise citizenship and for those who are charged with the responsibility of implementing it in 

and through educational programmes. Thirdly, I make some comments about the progress that has 

been made towards the development of citizenship education in Europe and will provide a case 

study by discussing work that has recently been taking place in England. Finally, I will suggest 

what, in my view, are the key priorities for work in the future. 

 



THE HISTORICAL BACKGROUND TO THE DEVELOPMENT OF CITIZENSHIP 

EDUCATION IN EUROPE 

 

Citizenship education is now a globally established phenomenon with national governments 

promoting it throughout - and beyond - Europe (e.g. the Discovering Democracy programme in 

Australia http://www.curriculum.edu.au/democracy/ accessed 5 August 2005; Ontario see Ministry 

of Education and Training (1999) Canadian and World Studies. The Ontario Curriculum Grades 9 

and 10. Ontario, Ministry of Education and Training), NGOs active (e.g. Oxfam 

http://www.oxfam.org.uk/coolplanet/teachers/globciti/key.htm accessed 5 August 2005). Trans-

national research projects in this field are proliferating (e.g. Fouts and Lee 2005; Torney-Purta and 

Richardson 2004; Osler and Starkey 2005).  

The connection between the growth of the European Union and education has at times been rather 

tenuous (the early treaties made little or no mention of education). There has similarly been little 

attention in Europe given to citizenship (although, of course, the situation is somewhat different 

since the Treaty of Maastricht). It is challenging to know how to frame discussions of issues about 

education and European citizenship (is there a difference, for example, between citizenship 

education in Europe and European citizenship education?) There is still a good deal of caution 

about the radical step of developing a Europe-wide education policy in a context where European 

citizenship is achieved only by means of national citizenship. However, there is now a large number 

of individual initiatives and several key recommendations that apply across Europe. The 

Parliamentary Assembly Recommendation 1346 (1997) on human rights education, item 11.ii notes 

that: “The Assembly recommends that the Committee of Ministers call on member states:… to 

include education in human rights in all school curricula, starting with teacher training programmes, 

including in-service training, institutes for the study of law and training courses for journalists.” In 

1997 the Council of Europe promoted education for democratic citizenship that aimed to clarify key 

concepts, develop teaching and learning strategies and develop innovative learning practices in 

what was referred to as ‘sites of citizenship’. In 1999 the Council of Europe’s Declaration and 

Programme on Education for Democratic Citizenship Based on the Rights and Responsibilities of 

Citizens of 1999 asserted that EDC should become an “essential component of all educational, 

training, cultural and youth policies and practices.” (Declaration and Programme on Education for 

Democratic Citizenship Based on the Rights and Responsibilities of Citizens, Council of Europe, 

Strasbourg, 1999). The key Recommendation for teacher education and citizenship education has 

been Recommendation Rec(2002)12 of the Committee of Ministers to member states on education 

for democratic citizenship, Appendix to Rec(2002)12, item 4 on Initial and further training for 



teachers and trainers: “In order to ensure acquisition of …[EDC] competencies and skills, it would 

be appropriate: 

• to set up specific curricula related to education for democratic citizenship in the framework of 

the creation or the reform of initial and in-service teacher training systems;  

• to incorporate awareness-raising on the principles, objectives and methods of education for 

democratic citizenship as described in this recommendation into initial and in-service training 

programmes for teachers of all disciplines and subjects; 

• to provide for the requisite teaching back-up materials, particularly in formal teacher training 

institutions; 

• to encourage the development of methodological and educational resource and advice centres 

open to all actors involved in education for democratic citizenship; 

• to provide for the recognition of the role and statute of actors working in non-formal and 

informal contexts. 

Considerable work on teacher education has occurred within the general context of high profile 

initiative on education for democratic citizenship, reaching a crucial point in the 2005 European 

Year of Citizenship through Education and being continued through various initiatives including the 

Pestalozzi Programe (a Council of Europe training Programme for education professionals). This 

programme was set up in 1969 within the framework of the European Cultural Convention and is 

aimed at teachers of primary and secondary schools of the 49 signatory States (teachers, head 

teachers, inspectors, educational advisers, teacher trainers, textbook authors, etc.). European 

Workshops that take place under the auspices of this programme are closely linked to the Council 

of Europe priority projects, particularly in the field of education, as for example:  

· Education for democratic citizenship and Human Rights;  

· Teaching remembrance – education for the prevention of crimes against humanity;  

· Education of Roma/Gypsy children;  

· Intercultural learning and social integration practices at school;  

· The image of the Other in History teaching; 

· Plurilingualism, Diversity, Citizenship;  

· Intercultural dialogue and conflict prevention;  

· Gender equality for a functioning democracy;  

· Responses to violence in everyday life in a democratic society;  

· Making democratic institutions work.  

Current work is focusing on education for democratic citizenship, language, history, 

multicultural/diversity and media and political literacy and is taking place as part of the 2006-2009 



programme of work “Learning and living democracy for all”. This has three lines of work: 

Education policy development and implementation for democratic citizenship and social inclusion; 

New roles and competences of teachers and other educational staff in EDC/HRE Background; and, 

Democratic governance of educational institutions. The aims, objectives and expected results for 

the second line of work are of most relevance to issues about teacher education and include a 

commitment to defining competencies, improving existing instruments, produce resources and set 

up a network of multipliers who will provide teacher education programmes in their own countries 

and elsewhere. 

 

ISSUES IN CITIZENSHIP EDUCATION: LEGITIMATION, ARTICULATION AND 

IMPLEMENTATION 

 

The very many activities with their attendant lists of objectives suggest that EDC has been 

legitimated by significant official groups and individuals. However, further exploration is required 

in order to understand how EDC is being characterized. It is necessary to explore the ways in which 

education for democratic citizenship is being developed. In order to do this two frames of reference 

will be employed. Articulation will be used to discuss the nature of EDC. Implementation will be 

discussed in order to consider the extent to which anything is actually happening that affects the 

work of teachers and learners. 

 

• Articulation 

The economic foundations of the European Union are very clear and this has implications for the 

meaning of educational initiatives. The European Council met in Lisbon (March 2000) and the 

Heads of State or Government launched a "Lisbon Strategy" which aimed at making the European 

Union (EU) the most competitive economy in the world and achieving full employment by 2010. 

There are 3 aspects or ‘pillars’ to this strategy: 

 An economic pillar preparing the ground for the transition to a competitive, dynamic, 

knowledge-based economy. Emphasis is placed on the need to adapt constantly to changes in the 

information society and to boost research and development.  

 A social pillar designed to modernise the European social model by investing in human 

resources and combating social exclusion. The Member States are expected to invest in education 

and training, and to conduct an active policy for employment, making it easier to move to a 

knowledge economy.  



 An environmental pillar, which was added at the Göteborg European Council meeting in 

June 2001, draws attention to the fact that economic growth must be decoupled from the use of 

natural resources.  

(accessed 10 November 2008 - http://europa.eu/scadplus/glossary/lisbon_strategy_en.htm) 

 

In 2005 a review body concluded that the strategy had been unconvincing. Further reforms have led 

to several initiatives including the signing of the Treaty of Lisbon in December 2007 with 4 key 

areas: 

 

• A more democratic and transparent Europe, with a strengthened role for the European 

Parliament and national parliaments, more opportunities for citizens to have their voices heard and a 

clearer sense of who does what at European and national level.  

• A more efficient Europe, with simplified working methods and voting rules, streamlined and 

modern institutions for a EU of 27 members and an improved ability to act in areas of major 

priority for today's Union.  

• A Europe of rights and values, freedom, solidarity and security, promoting the Union's 

values, introducing the Charter of Fundamental Rights into European primary law, providing for 

new solidarity mechanisms and ensuring better protection of European citizens.  

• Europe as an actor on the global stage will be achieved by bringing together Europe's 

external policy tools, both when developing and deciding new policies. The Treaty of Lisbon will 

give Europe a clear voice in relations with its partners worldwide. It will harness Europe's 

economic, humanitarian, political and diplomatic strengths to promote European interests and 

values worldwide, while respecting the particular interests of the Member States in Foreign Affairs. 

(accessed 10 November 2008 http://europa.eu/lisbon_treaty/glance/index_en.htm).  

 

I wish to reiterate the significance of the very explicit statements about EDC made by the Council 

of Europe and others. I certainly do not wish to argue that the European Union is concerned only 

with economics and finance or even to suggest that European documentation suggests a preference 

to exclude others. However, it is important to look critically (not negatively) at the Lisbon strategy. 

It is not primarily concerned with education but we need to ask what sort of characterisation or 

articulation of EDC is developing in a context defined by the Lisbon Strategy. Some research has 

suggested overlap between what is done in practice on European action programmes and the 

primarily economic aims referred to in the discussions about the Lisbon strategy. A review of 

European action programmes (e.g. Socrates) by the European Commission in 1998 concluded that: 



• the most significant contributions made by the programmes is their promotion of trans-

national and intercultural cooperation and exchange 

• the most common participants are those in mainstream high status contexts 

• “in practice it could not be said that the majority of the projects they looked at had a 

primary, explicit and concrete orientation towards learning for active citizenship” (European 

Commission 1998, p. 24)  

 

These findings have been supported by others, e.g. Teichler and Maiworm (1997), Osler and 

Starkey (1999) and Grainger (2003) with the latter suggesting: 

 

there was a consensus that students appeared to be motivated to participate in the 

ERASMUS/SOCRATES exchange programmes by such goals as the desire to travel and live 

abroad, experience other cultures, enhance their foreign language skills and in particular, improve 

their job prospects. 

 

What sort of characterisation or articulation of EDC is to be preferred? It is accepted amongst at 

least some citizenship educators (REF) that: 

• Active citizenship is best learned by doing, not through preaching – individuals need to be 

given opportunities to explore issues of democratic citizenship and human rights for themselves, not 

to be told how they must think or behave 

• Education for active citizenship is not just about the absorption of factual knowledge – but 

about practical understanding, skills and aptitudes, and values and dispositions 

• The medium is the message – students can learn as much about democratic citizenship by 

the example they are set by teachers and ways in which life in school is organised as they can 

through formal methods of instruction. 

 

But this very general statement (as well as the other general statements made by the Council of 

Europe) hides some significant difficulties. Briefly, we can say that Davies, L. (1999) has referred 

to the very many competing notions of democracy, various authors (e.g. Heater (1999), Osler and 

Starkey (2005)) suggest that we could think about citizenship in terms of legal and political status, 

identity and active involvement. There are debates about the nature of citizenship as a discipline or 

area of study and action perhaps based around traditions such as the liberal, civic republican (and 

possibly communitarian) and what key framing concepts and issues could or should be used are 

substantive (e.g. power; justice; diversity) as well as procedural (e.g. evidence) and what if anything 



is seen as the key dividing lines between these considerations (Davies and Hogarth 2004). There are 

debates about whether the geographical context for citizenship (e.g. local and/or national, global) 

shifts not only the location of thought and practice but also the fundamental nature of citizenship 

itself depending on the relationship it is possible to construct between an individual or group and a 

polity (Davies, Evans and Reid 2005). Explorations are taking place into what young people know 

and do (e.g. Torney-Purta 2002). Audigier (1998) has identified the difficulties of placing any 

boundaries around citizenship education noting that “nothing of what is experienced in society 

should be foreign to democratic citizenship” (p. 13).  

 

The above are just some of the uncertainties that currently characterise citizenship education. As 

academics, policy makers and practitioners strive for a coherent articulation of EDC it is important 

to recognise that they are operating within a particular, crisis driven, context. Both Josep Borrell 

(when president of the European Parliament) and Tony Blair in 2005 (when Prime Minister of the 

UK) referred to a crisis in European identity. Kerr (REF) has drawn attention to the following as 

being significant: 

 

• participation – decreasing engagement and participation in political and civil society. 

• individualism – the spread of consumerism at the expense of a culture of voluntary public 

service. 

• diversity –rising levels of discrimination, racism and a lack of tolerance toward others. 

• location – the challenge of the nation state no longer being the traditional location of 

citizenship. 

 

A response to these particular drivers may lead to a particular form of EDC. This may not be 

entirely helpful. Sears (REF) has counselled against playing the crisis card. To do so may simply be 

to be misled. Data about voter turnout and other matters that appear inimical to a democratic society 

are too uncertain to allow for uncritical acceptance (JOWELL, PARK, 1998). The democratic 

deficit is important, troubling but nothing new (JEFFREYS, 2007) and, in terms of young people’s 

engagement in social and political issues, we may actually be witnessing high levels of participation 

(PATTIE et al., 2004). Further, policy made in a crisis may simply not be the result of thorough and 

professional consideration. Immediate urgent action may help provide a stimulus to do something 

that will help in the characterisation and implementation of EDC; it may also distort matters so that 

hasty and particular action is taken and then often revised as the perceived crisis does not dissipate 

as increasingly frantic efforts are made to respond to a situation that does not exist. We need to be 



careful not to imagine that lists of high sounding ambitions and lists of objectives and the increasing 

availability of teaching resources will be enough to characterise an area.  

 

Teachers will not take up attractive sounding ideas, albeit based on extensive research, if these are 

presented as general principles which leave entirely to them the task of translating them into 

everyday practice – their classroom lives are too busy and too fragile for this to be possible for all 

but an outstanding few. What they need is a variety of living examples of implementation, by 

teachers with whom they can identify and from whom they can both derive conviction and 

confidence that they can do better, and see concrete examples of what doing better means in 

practice. (BLACK, WILIAM, 1998) 

 

It is unlikely that old fashioned programmes of civics will be put in place. These are regarded as 

inappropriate. But it may lead to responses that are designed to address other key issues. In light of 

9/11, the Madrid bombings and attacks on London the key driver is related to what could broadly be 

described as identity politics. Intercultural education is indeed vitally important. I cannot emphasise 

this point strongly enough. I cannot stress with sufficient strength how important it is in my view to 

focus on identity (as discussed by Kiwan (2007 and others). If inclusive citizenship is not addressed 

then we are not focusing on what matters. But these are particular types of programme and should 

be recognised as such. Concentrating on these programmes is not the same as promoting 

programmes that emphasise political concepts and political action. In some ways these matters link 

to debates about whether EDC can be taught or experienced. Whereas the former would include 

formal and explicit teaching and learning; the latter would develop an appropriate ethos. It is 

possible that official European approaches favour the latter (although both are to some extent 

represented in the statement below): 

 

As such, EDC may not be equated with a single discipline, school subject, teaching or training 

method, educational institution or learning setting, learning resource, group of learners or a 

particular period of study. It is a comprehensive and holistic approach that encompasses, in a 

lifelong perspective a broad range of other approaches, programmes and initiatives, formal and in-

formal, as well as non-formal – such as civic and political education, human rights, intercultural and 

peace education, global education, education for sustainable development, etc. (REF) 

In my view both explicit and implicit approaches are necessary. Reliance on just one of these 

approaches would not maximise the potential value of EDC. But I would also suggest that there is a 

possibility, in practice, of articulating a form of EDC that focuses on interpersonal matters. For 



many teachers intercultural identity politics are the same as personal and social education. The 

promotion of friendship and self esteem is vital but will, in the hands of many teachers, do nothing 

to help students understand and become involved in public discourse and action. 

My argument in this section has been that there are several dangers in the articulation of EDC. 

There are strong influences from central European statements that emphasise economic factors and 

goals and that this is reflected in the findings of research on people who taken part in European 

action programmes. The complexities of characterising EDC may not be recognised and in the crisis 

driven nature of educational policy making may lead to a focus, perhaps negatively, on the ‘need’ to 

counter threats to existing society. This in turn may lead to characterising EDC that in official or 

academic circles emphasise intercultural matters and in practical professional contexts lead to 

teachers seeing EDC as the same as interpersonal education.  

 

• Implementation 

 

Having suggested that the articulation or characterization of EDC is challenging I would now like to 

discuss what is actually happening. I suggest that there is evidence of overstatement in relation to 

what is being achieved, that the reality is that there is little explicit teaching of EDC and, making 

connections with the points made above about the articulation of EDC, the variation of focus is very 

wide. There are many challenges associated with overcoming the tension between widespread 

assertions of high significance for citizenship education at the same time as the reality of varying 

characterisation and low status. This position may mirror some of the issues associated with what 

has been described as a convergence in rhetoric but divergence concerning policy-in-practise 

(GREEN, 2002). 

 

It is straightforward to demonstrate very positive statements about the implementation of EDC. A 

recent report seemed to suggest that a great deal is being achieved:  

 

Citizenship education is always a component of initial teacher education in two-thirds of all 

countries (http://www.eurydice.org/Doc_intermediaires/analysis/en/citizenship.html).  

It was suggested that the above is being achieved by means of 3 distinct approaches. The 

acquisition of competence or skills relevant to citizenship may, it was said, are: 

• included in the initial education of all teachers 

• a special programme taken only by those intending to teach citizenship education 

• included solely in in-service teacher education 



The above gives a very positive impression of what is happening. However, while the above is in 

some ways accurate there is also the sense that overstatement has occurred. It certainly seems 

necessary to go beyond a simple inference that teacher education for citizenship is widespread. We 

need to ask more specific questions in order to appreciate what is really meant by these positive 

remarks and what is being omitted. A somewhat more down to earth analysis can be found in the 

All European Study on Education for Democratic Citizenship Policies (Council of Europe, 2004): 

There is a real gap between declarations and what happens in practice. There appears to be two 

risks: the ignoring of declarations of intent and the failure to supply adequate resources (p.5)  

It suggested there were difficulties with both initial teacher education (ITE) and in-service 

education or continuing professional development (CPD). Inputs tended to be very general and 

initiatives were ad hoc. It was extremely rare for programmes to be brought together under one 

coherent and managed initiative. In relation to western Europe David Kerr suggested that: 

The overall pattern in the Western Europe region is of limited, sporadic teacher training related to 

EDC, with the majority of it generalist in initial teacher training and optional in terms of in-service 

training. 

In England there has been since 2001 a small number places for specialist initial teacher education 

programmes for citizenship education. This was introduced in connection with the modification of 

the National Curriculum in that country that led in 2002 to citizenship education for students aged 

11-16 years. In 2004 Ofsted, the government’s national inspection agency, issued a report that 

focussed on teacher education for citizenship.  

 

• Trainees are often well qualified; many already have higher degrees and are very committed 

to teaching citizenship and promoting its status in schools. 

• Courses are popular and oversubscribed. 

• Good employment prospects for those who complete the courses 

• Some of the training is “inspirational”. 

• Good use is made of visual aids including ICT to support teaching and learning. 

• The involvement of partner schools with ITT tutors who are experts in citizenship education 

is having a positive impact on the development of citizenship as a curriculum subject. 

 



But in the report a number of challenges were emphasised: 

• All providers have difficulties in finding suitable school placements for trainees. 

• Courses find it difficult to meet the requirements of qualifying to teach when citizenship is 

combined with training in another secondary school subject. 

• A key concern for inspectors is that at present there is no shared understanding of what 

trainees need to know to teach citizenship effectively and tutors design courses to reflect their own 

particular perspective. 

 

What needs to be asked in the face of these challenges of uncertain characterization and limited 

action is what may be done. The next section of the chapter offers a case study of one such attempt.  

 

A CASE STUDY: ENGLAND – ITE AND CPD 

 

It is not intended in the following case study to present a panacea for all the challenges that we face 

in characterising and implementing citizenship education. It is merely an example of part of what 

has been done in one location. There is, as can be seen below, much more that needs to be done.  

 

Citizenship education was introduced as a National Curriculum subject in secondary schools in 

England from August 2002 and programmes of teacher education started in 2001. The situation in 

schools will not be explored in detail but it can be said that challenges exist. Currently evaluation 

evidence (accessed 5 August 2005) (http://www.nfer.ac.uk/nfer/index.cfm?440DC01A-0243-

53AD-C4ED-5E74E629A630) suggests that schools are at one of four stages (focussing, 

developing, established, advanced) with some still to appoint a citizenship co-ordinator and yet to 

show understanding of the meaning of citizenship. In programmes of initial teacher education The 

current situation is that there are 241 places for citizenship trainees each year (with additional 

numbers for those who take citizenship in combination with a main subject being recognised only 

informally and all initial teacher education students experiencing citizenship in a limited way). 

Approximately 15 institutions of higher education offer the specialist initial teacher education 

courses in citizenship. Those courses are subject to national standards for: professional values and 

practice; knowledge and understanding; teaching (planning, assessing, class management). 

What does initial teacher training in citizenship look like? The following outline gives a broad 

indication of the structure that applies to initial teacher education. It is important to note the 

extensive involvement in schools by trainees. 

•24 weeks in two different schools and 12 weeks in the higher education institution on a one-year 



programme running from September until June.  

•In Subject Studies, student teachers work in a group normally taught by a University subject expert 

to learn how to apply their degree-level subject knowledge. 

•In Professional Studies, student teachers work in a group led by another University Tutor to learn 

about issues which are important to all new teachers. 

•In two contrasting school placements, student teachers are supported by a subject expert (the 

Subject Mentor) and a senior member of staff (the Professional Mentor).  

 

A course pattern can be shown to give further illustration of what is done: 

•Weeks 1-2 Primary School experience 

•Week 3 Common Induction Course 

•Weeks 4-8 School and University 

•Weeks 9-12 Teaching Placement 

•Week 13-15 School and University 

•Weeks 16-30 Teaching Placement 

•Week 31 Professional Enrichment (A) 

• Week 32-33 School and University 

•Week 34 Professional Enrichment Week (B) 

•Week 35-36 School and University 

But it is not enough to describe actions within individual institutions. In 2001 the Teacher Training 

Agency (TTA) had commissioned the establishment of a network of higher education tutors 

responsible for initial teacher training programmes in citizenship. An initial project of 12 months 

was extended for 3 months and then expanded from January 2003 into a three-year initiative using 

the title ‘citizED’. During that 3 year period the TTA became the Training and Development 

Agency for Schools and I will use the current acronym (TDA) when referring to the funding source.  

Some of the key aims of CitizED as highlighted in the proposal to the TDA are summarised below:  

• Improving the content and volume of materials for Initial Teacher Training (ITT) 

• Developing trainees’ subject knowledge via active teaching and learning styles and the 

promotion of interactive learning 

• Ensuring the resources are linked to the National Curriculum 

• Adding to and consolidating research in Citizenship Education 

• Reviewing and building professional knowledge of HEI tutors 

• Identifying effective teaching practices for trainees and newly qualified teachers (NQTs) 



• Providing a substantial website 

• Developing teaching strategies to prepare trainees for diverse classrooms  

One of the key resources produced by the network was the CitizED website (www.citized.info). 

The focus of the site is teacher education, with resources for staff involved in developing and 

teaching programmes of teacher education principally based in HEIs but also suitable for school-

based staff and for trainees as well as others not directly involved in teacher education. This wide 

ranging focus is shown in, for example, an international journal (citizenship teaching and learning) 

for the publication of academic papers and professionally-based resources that suggest classroom 

activities relevant to specific aspects of the National Curriculum for Citizenship. The site at the time 

of the research consisted of 5 ‘strands’: Primary, Secondary, Post-16, Cross Curricula and 

Community Involvement (this last strand was added only late in 2005 and is not included in the 

discussion here). In addition to the web site there is a wide-ranging programme of seminars, 

conferences and workshops. Those events cannot be itemised here for reasons of space but recent 

examples include major regional conferences in 2005 held in London and Manchester with 

participants of approximately 250 at the former and 300 at the latter. A series of international 

conferences have taken place at OISE (Ontario Institute for Studies in Education), University of 

Toronto (2005), Oriel College Oxford University (2006), University of Sydney (2007), University 

of Cambridge, UK (2008) and the 2009 conference will take place at the Hong Kong Institute of 

Education.  

It has been evaluated (DAVIES et al 2008). The various activities undertaken in the network have 

specific benefits in, for example, the availability of resources but there is also the important matter 

of providing a voice for the teacher education community. In an evaluation of the effectiveness of 

the network respondents suggested the possibility of formalising this voice:  

I think what is desperately needed and this is where I think citizED has the opportunity to do it, is 

we need to have a professional body that represents us. We need to have, we need to be there on the 

stage with all the other subject professionalisms. And you know I’ve looked to ACT and their 

journal is super and the students love it and the teachers love the articles in that journal but we still 

lack a body that represents us. 

 

The network thus acted as a pressure group as well as developing often implicitly through the work 

that was undertaken a particular characterisation of EDC. It seems that citizED helped develop a 

more integrated understanding of the nature of theory and practice that could be useful within and 

beyond university-based sessions: 



What citizED is doing is both providing a theoretical base for citizenship education and lots of good 

ideas but equally that it’s resolutely practical as well and meeting the needs of beginning teachers 

NQTs and mentors as well 

But the development in very practical contexts of that characterization is not straightforward. We 

argue that citizED has not developed or promoted a particular type of citizenship education. We 

suggest two caveats to this argument: firstly, that the influence of official characterisations of 

citizenship education is keenly felt; and the absence of a citizED characterisation is perceived to be 

due to an inclusive approach that deliberately attempts to allow different voices to be heard. We 

reflect on the challenges of developing a coherent and consistent ‘line’ that will allow for 

appropriate diversity of opinion in the context of government implementation of citizenship 

education and a wide variety of views among colleagues based in institutions of higher education. It 

will need more time to know whether citizED’s openness is providing a route to professional and 

academic self determined consensus or whether the official characterisation of citizenship provides 

a temporary umbrella for continuing struggles over the nature of what is taught and learned. 

Some of the dilemmas associated with the development of an appropriate characterisation were 

made explicit by one interviewee who commented: 

I actually see citizenship education as a continuum from people who take a really quite right wing, 

conservative position through to people who take a very radical position and the fairly neutral 

middle ground as well, you know where one wouldn’t be so clear about the political stance. 

In this potentially rather difficult situation it was interesting that all respondents suggested that there 

was no easily identifiable citizED characterisation of citizenship education. 

CitizED was remarkably ecumenical and open minded about wanting to embrace as many different 

approaches to citizenship education as possible … I think citizED has built on different colleagues’ 

strengths across the country. I think there's an incredibly powerful, strong, coordinated network of 

tutors built up over the last three, four years that’s actually brought in the expertise of colleagues, 

for example, who have predominantly a primary background and who have, kind of, brought their 

expertise to bear, brought in colleagues who have a social science background and were leading 

social science PGCE programmes, brought in new colleagues who are new to higher education, new 

to teacher training and tried to, if you like, embrace newcomers? And it’s important to note that 

with citizenship education and teacher education there are quite a lot of newcomers. Everyone is 

new to teaching citizenship and to training citizenship teachers, but equally there is a lot of 

professional wisdom that can be tapped into from colleagues with varied backgrounds. 

But there are 2 key issues that need to be discussed in relation to this denial of a particular 

characterisation. Firstly, all interviewees and all but 12 of the sample of documents refer in depth to 



the existence of official governmental guidelines for citizenship education. While Crick’s position 

of providing ‘strong bare bones’ and the reality of flexibility (which in a school context has led to a 

very wide variation in implementation in schools (see Huddleston and Kerr 2005) there is 

nevertheless a loose consensus around the reality of government influence. 

 

A typical comment is shown below: 

 

I think CitizED, in terms of the kinds of resources that it’s looked to create, is probably operating to 

a kind of consensus that has, if you like, come into place as result of the Crick report and is 

relatively faithful to the Crick vision of citizenship in terms of the integrating the social and moral 

responsibility, political literacy and community involvement.  

There seems to be very different views on how that should be regarded. Some express what seem 

almost to be contradictory opinions. The same person said: “I don’t think there’s any value in being 

close to government”; but also suggested almost immediately after making that statement that 

government direction was important.  

We haven’t got the lead from above yet, there’s no clarity yet. You know I think when [government 

agency] has got a paper out on assessment and you know when we’ve got more consensus to run 

what we should be doing then citizED can pick up at that stage. 

However, people were aware of the positive and negative possibilities associated with this diversity 

with one commenting: 

 

I think we’ve got that licence, we’ve got the creativity. We can do what we like….. 

 

while another suggested the existence of fragmentation:  

 

I also think that part, there's a sense in which the characterisation is quite fragmented. I think this is 

true for citizenship nationally. I don’t think there’s a particular characterisation of it. I think it’s 

quite fragmented now. I think that’s true of the CitizED site, to some extent. I think that’s for a 

couple of reasons. Partly because nobody, people don’t really have an agreed idea of what 

citizenship education, how it should be characterised. But I think another thing is that citizenship 

education is used by different groups to serve their own purposes. …. I wonder if citizenship 

education, you’ve got, like, human rights education, you’ve got, particularly now, peace education, 

is a big one, anti-poverty or third world developmental education, maybe even character education, 

you could say, you know, political literacy education. All of these different types of education, that 



sort of latch on to citizenship education, so I think it’s quite fragmented, probably taking into 

account all of those different things in some way, but I’m not sure it does it in a unified way. 

 

When respondents were asked to address areas which could be strengthened in the future the 

diverse range of opinion was again in evidence. Some contrasts from our data are shown below. 

One said: 

 

I think there was a point at which the steering committee didn’t want to muddle it up with values 

education which I think was a mistake really for the reason because there’s a whole spectrum of 

things that schools do that have significant impact on citizenship education and it’s a shame to 

allow narrow conceptions or turf wars to exclude certain tracks or potential sources of resources and 

so on. 

 

But another commented: 

 

From some quarters there is a strong emphasis that citizenship is actually about character and I’m 

quite unhappy about this 

 

Another contrast is shown as one person suggesting: 

 

The political side is less represented than other sides 

 

while another said: 

 

Its relative strengths are in relation to active citizenship increasing community involvement and 

political literacy. 

 

There are also less clear-cut debates that nevertheless show differences. There are differences about 

the role of cultural diversity and its relation to global citizenship. There is a strong element of 

international work but some hesitancy that this means the same thing as global citizenship as 

opposed to the development of understanding and action in relation to different national agendas 

and some of these debates within the network are reflected elsewhere (e.g. see 

http://www.ces.uc.pt/interact/documents/INTERACT_WP7_summary_inglaterra.pdf accessed 10 

January 2007).  



The issue of coherent characterisation is still to be resolved but is being worked at. 

 

CHALLENGES FOR THE FUTURE 

 

I suggest below that there are 5 key challenges that need to be faced. I have phrased each area to 

highlight the tension that prevents clear articulation and widespread implementation: 

 

• Significant status 

The significance of EDC is accepted but it lacks status. It is vitally important and yet we need to do 

more than assert significance. If it lacks specialists, is confused and occupies low status positions on 

timetables then little will actually be done.  

 

• Diverging Consensus 

We must have consensus about EDC and there must be room for diversity. The generalised and 

high minded statements from bodies such as the Council of Europe are useful. However, in the 

same way as other areas of study must debate and disagree citizenship must avoid stagnation by 

continuous revision. However, if we neglect the need for consensus we will simply witness the 

fragmentation that occurs in vacuous argument.  

 

• Directed diversity 

EDC needs support from central bodies such as governments and, at the same time, those who work 

for EDC must never be complacent about the threat of too close an association with government. 

Democracy is unsettling. There needs to be a strong emphasis on critical engagement. Without that 

type of engagement we will do no more than promote deference.  

 

• Theoretical practice 

There needs to be a clear intellectual and academic engagement with EDC that is always very 

practically based. We need to know much more about the sort of subject knowledge that is essential 

for teachers and students; the ways in which discussion can be developed; how participation in and 

beyond school can take place and what assessment means for EDC. The knowledge of these matters 

needs to be generated through local, national and international research projects. 

 



There is much good work in the field of EDC. But at the moment it is insufficiently developed and 

we must exercise extreme caution: the threat of it imploding under the weight of supposed crisis or 

contradiction is very real. 
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