Citizenship Education: an International Comparison

David Kerr

April 1999

I ntroduction

The citizenship education thematic study is designed to enrich the International Review of Curriculum and
Assessment Frameworks Archive (known as INCA) by examining six key aspects:

. curriculum aims, organisation and structure
. teaching and learning approaches

. teacher specialisation and teacher training

. use of textbooks and other resources

. assessment arrangements, and

. current and future devel opments.

These aspects of citizenship education, for students aged five to 16/18, are used to structure the study. The study
combines material from: the International Review of Curriculum and Assessment Frameworks Project (the
International Review, comprising INCA and previous thematic studies); specific enquiries about citizenship
education addressed to the 16 countries; discussion at the invitational seminar on citizenship education held by
QCA in January 1999 and published sources such as the National Case Study chapters from Phase 1 of the IEA
Civics Education Project3 and others (see Appendix 1). Practice in the 16 countries studied is outlined where
known, although complete information is not available for all of them at this stage. References are to the 16
countries in the International Review and cannot be generalised beyond these.

Basic details of the structure and aims of the education systems in the 16 countries studied are provided in
Appendices 2 and 3, which indicate:

. compulsory education (starting age, duration)

. educational phases (broadly categorised as pre-school, primary, lower secondary and upper
secondary), and

. educationa aims, purposes, goals and principles.

The combination of what is contained in INCA about citizenship education (largely factual information) and the
findings of previous thematic studies, with the richer contextual information and analysis from those countries
also involved in the IEA Civics Education Project, is intended to produce deeper insights into policy and
practice in this area at individual country level, and to raise fundamental questions about aspects of citizenship
education as they emerge from the comparative analysis. Some sections of this paper are shorter than others,
while others provide more detailed information on certain countries. In each section of the study the key
guestions for further investigation and discussion are highlighted. Even where details are contained in INCA
there may be a considerable gap between the rhetoric of policy and the reality of practice.

3 Of the 16 INCA countries 10 are or have participated in Phases 1 and 2 of the IEA Civics Education Project. Australia, England,
Germany, Hungary, Italy, Switzerland and the USA participated in Phase 1 and are also participating in Phase 2. Canada and
the Netherlands participated only in Phase 1 and Sweden is only participating in Phase 2. The outcome of Phase 1 was a
national case study report from each country. These case study reports have been used to supplement INCA.



Exploring the nature and extent of this gap was a fascinating part of the invitational seminar. It highlighted the
fact that, though there are gaps in our knowledge and understanding, there are considerably more areas of
common interest and approach to citizenship education across countries. It is hoped the study will encourage
further, in-depth exploration of these commonalities, both within and across countries. Such exploration
provides important pointers to ensuring more co-ordinated and effective policy and practice in citizenship
education.

Citizenship education

Citizenship or civics education is construed broadly to encompass the preparation of young people for their
roles and responsibilities as citizens and, in particular, the role of education (through schooling, teaching and
learning) in that preparatory process. The term ‘citizenship education’ is used deliberately throughout this s
as it is the term, which describes this area in the curriculum in England. Though there is an attempt to dr
distinction betweencitizenship education and civics education later in the study (in line with other
commentators, notably Kennedy (1997) and McLaughlin (1992)), the area of citizenship education is cov
by a wide range of terms across the 16 countries and comprises many subjects. These terms include citize
civics, social sciences, social studies, world studies, society, studies of society, life skills and moral educs
The area also has links to curriculum subjects and options, including history, geography, economics,
politics, environmental studies, values education, religious studies, languages and science. The range of
and subject connections underlines the breadth and complexity of the issues addressed within this area.
breadth and complexity is both a strength and a weakness.

Citizenship education is highly topical in many countries, at present, as the new century approaches and L
consideration is given to how better to prepare young people for the challenges and uncertainties of life
rapidly changing world (Ichilov, 1998). The ‘millennium effect’ should not be underestimated. It is n
coincidence that the majority of International Review project countries are undertaking major reforms
schools and the curriculum which will be in place by 2004. Citizenship education is very much part of
reform process. It underlines the fact that democratic societies, of whatever type and age, from the
democracies of central and eastern Europe, such as Hungary, to the more established democracies s
England and the United States of America (USA), are constantly evolving and responding to change (some
planned, sometimes quite unexpected). It is the varied responses of countries to the unprecedented lev
pace of global change at the end of the twentieth century which makes this thematic study so fascinating
timely.

England is no exception to this evolutionary process. Indeed, the place and purpose of citizenship educat
schools is currently being examined in England, as part of the wider on-going review of the Natio
Curriculum (Kerr, 1999 a and b). The Secretary of State for Education and Employment, David Blunk
recently set up an advisory group Bducation for Citizenship and the Teaching of Democracy in Schools,
chaired by Professor Bernard Crick, with a remit:

to provide advice on effective education for citizenship in schools - to include the nature and practices of participation in
democracy, the duties, responsibilities and right of individuals as citizens; and the value to individuals and society of
community activity.

The group was specifically invited by the Secretary of State to set out the aims and purposes of citizenship
education and how it could be successfully delivered, both within and outside the formal school
curriculum, and through links between schools and the wider community.

The group unanimously agreed a final report, which was published in September 1998, with the central
recommendation that ‘the teaching of citizenship and democracy is so important both for schools and the
life of the nation, that there should be a statutory requirement on schools to ensure that it is part of the
entittement of all pupils.” (Crick, 1998). The report and its recommendations are currently being
considered by the Secretary of State, the Department for Education and Employment (DfEE) and QCA as
part of the National Curriculum review. It makes this thematic study particularly apposite to the English



context. It is hoped that the outcomes of the study will be of equal benefit to other countries, including
those not directly involved in the International Review project.

Curriculum aims, organisation and structure

Key questionsfor discussion

» What are the main influences on definition and approaches to citizenship education?
* Isthere a commonly accepted definition of citizenship and citizenship education?

» How is citizenship education defined?

» How is citizenship education approached in the school curriculum?

» Isthere a specific time allocation for citizenship education in the school curriculum?

Citizenship education in context

The curriculum aims, organisation and structure of citizenship education can only be fully understood by
recognising the important role of context. This fits with the basic philosophy underlying the International
Review project, namely that context is crucial to an understanding of policy and practice. Context is
particularly important in reviewing citizenship education. The complex and contested nature of the concept of
citizenship leads to a broad range of interpretations. These interpretations mean that there are many different
ways in which citizenship education can be defined and approached. This is underlined in a number of recent
comparative studies on citizenship, civics and education for democracy (Torney-Purta et a., 1999; Hahn, 1998;
Ichilov, 1998; Kennedy, 1997).

This diversity of approach came through very strongly in the presentations at the invitational seminar.
However, participants agreed that through approaches and programmes in citizenship education could be readily
be transported from one country to another, such approaches and programmes would only succeed if they took
due to account of the unique historical, cultural and social traditions of the new context. Asis the case in human
transplant operations, if the new component did not match existing components it would be quickly rejected.
This is an important lesson when citizenship education is being reviewed and renewed. What works in one
context cannot simply be transported to another. Careful adaptation rather than wholesale adoption should be
the watchword. This applies whether at national, regional, local, school or individua classroom level. A
number of the newer democracies among the 16 international review countries, reported difficulties when
attempting to introduce ideas and practices from the longer established democratic countries into their schools.
This was very evident in Hungary and Korea. It is therefore important to recognise and respect not only the
breadth of interpretations of citizenship across the 16 countries but also different approaches which such
Interpretations lead countries to take to citizenship education.

However, comparative studies, by their nature, enable the highlighting of similarities as well as differences.
The contextual base provided by the 16 International Review Project countries, while enabling differences in
approach to citizenship education to be identified, also affords the opportunity to distinguish factors which
influence definitions of citizenship and citizenship education. These factors can then be examined in order to
highlight common challenges in citizenship education, even though the approaches to those challenges may
vary from country to country. Indeed as shown by the outcomes of this study, the identification of these
common challenges and the discussion of responses to them has the potential to greatly enrich our knowledge
and understanding of this complex area.

Broad contextual factorsin citizenship education

A review of INCA and other literature sources reveals a number of broad contextual factors which influence the
definition of and approaches to citizenship education in the 16 countries involved in the project. The main
contextual factors are:

* historical tradition
» geographical position



* socio-political structure
e economic system, and
* global trends.

There is neither space nor time in this paper to examine their relative influence and interplay within each
country and across countries. Instead afew examples of influence are given under each factor to highlight their
impact on definition and approach.

Historical tradition

An understanding of the tradition of how citizenship rights have developed over decades and centuries and the
balance achieved between rights and obligations in each country is vital. It helps to explain how underlying
values which define how citizenship education has been, and continues to be, approached in that country have
evolved. For example, there are clear differences between the Confucian traditions in south-east Asian societies
such as Japan, Korea and Singapore, and the social democratic and liberal democratic traditions in England and
its former colonies such asthe USA, Canada, Australia and New Zealand. This need to understand the tradition
of citizenship manifests itself in a number of countries in the close linkage of citizenship education and history
in the curriculum.

This historical tradition is not static. Political theorists are continually attempting to define citizenship and to
categorise approaches to the rights and obligations anticipated with it. Perhaps the most famous definition is

T.H. Marshall’'s 1950 categorisation of citizenship as the extension of legal, political and social rigt
Marshall’'s definition still underpins discussion of citizenship in many industrialised countries. Howewe
Janoski (1998) has recently reappraised Marshall’'s definition. This has been brought about by a concern
significant changes in the organisation and conduct of modern societies, and, in particular, the move to |
suburban living and the growing influence of large-scale public and private bureaucracies (some
multinational level). The reappraisal has led Janoski to suggest the addition of a fourth category of right
Marshall’s definition, following on from social, namely participation rights.

This is an interesting, if yet, untested hypothesis with clear implications for the definition of and approache
citizenship education. Interestingly, most International Review project countries include among their aim:
goals of citizenship education a strong commitment to the creation of informed, participative citizens v
possess the necessary tools to tackle everyday issues. What is also appardCA@md other literature is

that, whatever the historical tradition, the concept of citizenship is coming under increasing strain in
countries from the myriad pressures brought by people trying to live and work together in modern societies.

Geographical position

Where a country is located also influences how citizenship education has been and continues to be appro
For example, Canada still battles to reconcile the legacy of its colonial past, and the links to Britain and Fre
with the growing influence of its neighbour the USA. Meanwhile, Hungary and Germany are adapting to
collapse of the Soviet empire, while Korea is influenced by its relations with its northern neighbour.

Socio-political structure

The socio-political structure in a country reinforces the values and traditions underpinning society and is
major influence on the direction and handling of legal, political, social and economic matters. The degre
influence of this factor is dependent on a number of variables, most notably, the size of the country and the
of government. Size and type ranges from the small, highly centralised, city-state of Singapore to the r
larger, federal states of America. However, even countries small in size can have complex socio-poli
structures, such as Switzerland with its mix of Swiss, French and German speaking cantons. Changes
socio-political structure have had, and continue to have, a profound effect on citizenship education. This is
evident in modern times. The growth of more centralised bureaucracies, even in federal systems, with
increasing influence and control over education systems, means that changes in government assume (
importance. Such changes can have a marked influence on the definition of, and approach to, citizel
education and, in particular, the response to current citizenship challenges such as national identity and -
cohesion. For example, recent changes of government in England, Sweden, Italy and Australia are hav



considerable influence on the nature and direction of citizenship education in those countries. Sometimes this
influence can be positive and at other times retrograde.

Economic system

This factor is important at both the micro level of national economies and the macro level of moves to create
larger supranational trading blocs, such as the European Union (EU), and international trade agreements, such
as GATT. It means that the micro is increasingly being influenced by the macro, thereby bringing a number of
challenges for citizenship education. For example, south-east Asian countries, such as Japan, Singapore and
Korea, which concentrated much of their efforts from 1945 on industrialisation and rapid economic growth are
now having to deal with the downturn in the world economy. Meanwhile, Australia and New Zealand are
repositioning themselves as part of the Pacific Rim economy and away from their former Commonweslth
trading partners. Many countries, particularly those in Europe, have to deal with the impact of the migration of
workers, both invited and uninvited, across national borders. These challenges present a mixture of opportunity
and threat, as shown in attitudes to the European Union (EU). The EU offers greater economic and political
cohesion on the one hand, but threatens national identity and self-determination on the other.

Global trends

There is a growing awareness of the impact of what have been termed ‘civic megatrends’ (Kennedy, 1997)
Is developments that affect all countries. These stem from the rapid pace of change in modern life whick
brought about a reduction in the perceived size of the planet. This has led to talk of the world as a ‘gl
village’, where it is possible to communicate, trade, visit, live and often fight with other peoples and places «
scale never before possible. These trends are presenting a number of challenges to citizenship whic
common to all countries. These common challenges are discussed at a later point in this study.

Detailed structural factorsin citizenship education

The broad contextual factors outlined above, in turn, influence the nature of a number of detailed struc
factors concerning the organisation of the system of government and education in each country. T
structural factors are important because they impact not only on the definition and approach to citizen
education but also on the size of the gap between the rhetoric of policy (what is intended) and the practice
actually happens) in citizenship education. The main structural factors are:

» organisation of, and responsibilities for, education
» educational values and aims, and
» funding and regulatory arrangements.

Organisation of, and responsibilities for, education
How education is organised and how responsibilities are held and delegated by governments within educ
systems is an important structural factor. The 16 countries in this study can be divided into two groups:

Group A: Those with centralised governmenEngland, France, Hungary, Italy, Japan, Korea, the
Netherlands, New Zealand, Singapore, Spain and Sweden

Group B: Those with federal governmerAsistralia, Canada, Germany, Switzerland and the USA

There are considerable differences between the two groups in their definition of, and approach to, citizer
education. Countries in Group A have national education systems, and national influence and control ce
exercised through a variety of regulatory means - reflecting different balances between national, regional,
and/or municipal government. Practice varies in citizenship education from a highly specified, centr
determined curriculum in Singapore, Korea and Japan, to more flexible arrangements with considerable
autonomy in Italy, Hungary and Spain.

In the federal states of Group B, education is the responsibility of the regions and a nationally agreed defin
of, and approach to, citizenship education, as such, can only exist provided the regions agree to it bo



principle and in practice. Canada, Switzerland and the USA do not appear to have developed centralised
guidance, but Australia provides an interesting example of a federal country, which is attempting to develop
such national, (non-statutory) guidance for citizenship education. In Australia, ten national ‘common
agreed goals for schooling’ have been set out by the Australian Education Council since 1989. Goal -
develop knowledge, skills, attitudes and values which will enable students to participate as active and infor
citizens in our democratic Australian society within an international context’ and Goal 6 ‘to develop in stude
a capacity to exercise judgement in matters of morality, ethics and social justice’ make explicit referenc
citizenship education.

They offer a structure for co-operation between schools, states, territories and the Commonwealth. A nu
of states in the USA, among them Kentucky, Maryland and Wisconsin, are also attempting to set standar
expectations for citizenship education through voluntary national standards. These are linked to
establishment of and overarching goals or principles in certain subjects, notably social studies, civics, hi
and geography.

Educational values and aims

Educational values and aims are an extremely important structural factor. How countries express their v
has a marked influence on the definition of, and approach to, citizenship education. The earlier thematic ¢
Values and Aims in Curriculum and Assessment Frameworks, conducted by Joanna Le Métais of NFER in
1997, categorised the 16 countries into three broad groups, according to the degree of detail with which na;
values are expressed or prescribed in education legislation. It is worth bearing these categories in mind
comparing approaches to citizenship education across the 16 project countries. The three categories were:

1. Minimal reference to valuesin education legislation

The countries in this group share a commitment to pluralism and devolved authority. Values are express
the Constitution and/or statutes, which provide a framework for the expression of values through devo
educational structures. They include Canada, England, Hungary, the Netherlands and the USA.

2. National values expressed in general terms

In this group of countries, general statements on values are made at national level, but the details are detel
by authorities with devolved responsibilities. They include Australia, New Zealand, Italy and Spain.

3. National values expressed in detail

Countries with highly centralised systems tend to express very detailed aims and clear educational and
values. They include Japan, Korea, Singapore and Sweden.

‘Values-explicit’ and ‘values-neutral’ citizenship education

The three broad categories described above correspond with one of the major tensions countries face in
approaching citizenship education, namely the extent to which it is possible to identify, agree and articul ate the
values and dispositions which underpin citizenship. This tension is both philosophical and practical. The
response hinges in many countries on the answer to a simple question: is citizenship education ‘values-ex
or ‘values-neutral’? Should citizenship education be ‘values-explicit’ and promote distinct values which
part of a broader nationally accepted system of public values and beliefs? Or should it be ‘values-neutre
‘values-free’ and take a neutral stance to values and controversial issues, leaving the decision on values
individual? The answer determines a great deal about a country’s approach to citizenship education.



This tension is part of the broader debate about the balance between the ‘public’ and ‘private’ dimensior
citizenship, leading to what the educational philosopher McLaughlin (1992) has termed ‘thick’ and ‘th
citizenship education. Those who view citizenship as a largely ‘public’ concern see a major, or ‘thick’, role
education (through the school and formal curriculum) in the promotion of citizenship and, in particular
teachers. Those who view citizenship as a largely ‘private’ affair see a much more limited, or ‘thin’, role
education (largely through the hidden curriculum). They advocate a much stronger role for the family
community organisations than for teachers. ‘Values-explicit' approaches are commonly criticised for
associated dangers of bias and the indoctrination of students, while ‘values-neutral’ approaches are attack
their failure to help students to deal adequately with real-life, controversial issues.

Examining the three broad categories it is clear that those countries in the first category take a ‘values-ne
approach to citizenship education (this has certainly been the tradition in England); those in the second cat
are somewhere between ‘values-neutral’ and ‘values-explicit’, depending on the decisions of devol
authorities; while those in the third category are very much ‘values-explicit’ in approach. The implications
the positions for the linkage between rhetoric of policy and actual practice in citizenship education c:
through very strongly in the presentations at the invitational seminar. Those countries with a ‘values-expl
approach, such as Singapore and Korea, were much clearer than those from a ‘values-neutral’ tradition,
what citizenship education is (aims and goals) and consequently the role of schools, teachers and the curri
In achieving those goals.

The certainty of such ‘values-explicit’ approaches is very alluring. Seminar participants were agreed th
clear, publicly accepted definition of citizenship was a tremendous benefit in facilitating effective practice
citizenship education. It enabled everyone involved in citizenship education — schools, teachers, stuc
parents, community representatives, public figures — to be clear about the aims and goals; to understanc
roles and responsibilities in achieving those aims and goals; and provided a strong framework upon w
approaches and programmes could be constructed with certainty and purpose. Without such a definition
was a danger that citizenship education became a ‘catch-all’ for lots of related topics and aspects and the
lack of focus made it a lower status, low priority area in schools. One participant summed up the effect wi
guote from the Jeremiah “Without a vision the people perish”. A clear vision does not guarantee good pra
but it is a vital staring-point.

The tripartite categorisation is particularly topical given the claims of some commentators that many coun
in response to the challenges and uncertainties in the modern world are moving toward a more ex|
statement of the values and aims underpinning their education systems. Indeed this is an intere
development in the current review of the National Curriculum in England. QCA have produced a d
statement of values, aims and purposes of the school curriculum as a potential way of helping schoc
develop their own curriculum in a way which reflects the spirit of nationally agreed aims (QCA, 1999). T
challenges and uncertainties are forcing countries to re-examine and adjust many of their underlying cul
traditions, values and assumptions. It helps to explain the considerable debate about the values underp
citizenship education, particularly in those countries with a tradition of a ‘values-neutral’ approach. Natio
values are constantly evolving and that impacts on citizenship education.

National aims of education

Differences in the expression of values also affect what countries decide are the national aims of educatio
on how those are articulated. The most commonly articulated aims across the 16 countries are:

. developing the capacities of the individual

. promoting equal opportunity

. preparing young people for work

. establishing a foundation for further and higher education

. providing knowledge, skills and understanding

. promoting citizenship (sometimes in the form of promoting democracy or community), and
. ensuring cultural heritage (or literacy).



Of interest to this study is a recognition that most countries specify, either explicitly and/or implicitly, the
promotion of citizenship as a fundamental national aim of education (see Appendix 3). However, there is
considerable variation as to what this aim encompasses and how far it is translated into policy and practice. In
many countries the promotion of citizenship is linked to the overall educationa aim of developing well-rounded
individuals, or as it is described in Singapore ‘to nurture a person of integrity’. However, such promotion is
solely about developing values and dispositions. It also involves a specific knowledge component as we
practical experience of community interaction. Some seminar participants felt that not enough was being
to turn the rhetoric of developing active, participative citizens into meaningful practice.

Funding and regulatory arrangements

Differences in educational funding arrangements and how countries regulate their curriculum and assess
frameworks can also have a powerful impact on citizenship education. The source of school funds di
considerably between countries, and frequently drives - or reflects - the relationships between govern
levels in the control of education. For example, in Japan's balanced system of roles for national governr
prefectures and municipalities, there is a tradition of consensus policy-making working alongside dete
Ministry controls. Funding reflects the relationship: each of the three main levels of government provides
its own educational responsibilities from its own taxes and other income, yet there are significant general
specific subsidies from national government. In Sweden, national funds are provided to municipalities anc
not directly linked to specific forms of school organisation; this is for the municipalities to resolve.

These different funding arrangements can influence the emphasis given to citizenship education, particula
relation to other subjects and areas of the curriculum. This emphasis can be both negative and positive.
number of countries, the challenge is to maintain the profile and status of citizenship education in the face
growing national priority on ‘basic’ aspects of the curriculum. These basic aspects include literacy, numer
information and communications technologies (ICT) and science and technology. This challenge is r
apparent in Canada, though it is an undercurrent in the discussions about citizenship education in the re
National Curriculum in England. Meanwhile, in other countries the carrot of central funding is being usec
promote citizenship education and change practice. For example, in Australia, the federal government
launched the ‘Discovering Democracy’ initiative with funding for the production of classroom materials a
teacher training in a bid to encourage states and schools to get involved.

Further differences exist in how countrieggulate their curriculum and assessment frameworks. There at
examples of countries which adopt regulated syllabuses (e.g. Singapore), attainment targets (e.g. Hun
basic standards (e.g. Spain), statements of outcome (e.g. New Zealand and parts of Australia), authoris
approved textbooks (e.g. Korea) and school curriculum plans with national core objectives serving as nat
goals (e.g. the Netherlands). There are also different degrees of authority assumed by government - with
countries adopting guidelines while others mandate localities or schools, through law and other regulation.
few countries (for example, in France, Japan and England), inspection is also used to ensure schools ¢
with curricular and assessment expectations. All these differences impact on citizenship education, partict
where it is part of the statutory curriculum experience for students and must therefore comply with natic
curriculum and assessment frameworks.

Common challengesin citizenship education

Many of the differences in the definition of, and approach to, citizenship education across the countries |
arisen because of the interplay and influence of their broad contextual and more detailed structural factor
recognition of this contextual and structural background is vital to an understanding not only of how citizen:
education has evolved across time, but also as to how countries are responding to the current challenges
area. The identification of these challenges and the quest to examine the responses of International R
Project countries to them is at the heart of this thematic study.

A review of INCA and the literature on citizenship education reveals concern in many countries about hov
respond to a period of unprecedented global change. This concern was confirmed by the participants «



invitational seminar. The concern is both immediate — how to respond in the short term through cur
economic, social and political policies — and more long-term — how better to prepare current and fu
generations for their roles and responsibilities as citizens, parents, consumers, workers and human b
Seminar participants agreed that there is no simple, ‘quick-fix’ solution. Though the aims and inten
outcomes of citizenship education can be readily drawn up, their successful achievement is a long-term pr
often involving more than one generation of students and teachers. The unprecedented global chang
thrown up a common set of challenges or issues for countries, which demand a response. They include:

» the rapid movement of people within and across national boundaries

* agrowing recognition of the rights of indigenous peoples and minorities

» the collapse of political structures and the birth of new ones

» the changing role of women in society

» the impact of the global economy and changing patterns of work

» the effect of a revolution in information and communications technologies
* anincreasing global population, and

» the creation of new forms of community.

The last challenge is of particular relevance in many countries at the moment, with concern about the la
interest in and involvement of young people in public and political life; what has been termed a ‘democr
deficit’.

These challenges touch on complex issues concerning pluralism, multiculturalism, ethnic and cultural her
and diversity, tolerance, social cohesion, collective and individual rights and responsibilities, social just
national identity and consciousness, and freedom among others. The education system is a vital part ¢
response to these challenges. Although countries have similar sets of national aims in dealing with t
challenges and issues, including the aim of promoting citizenship and democratic values, they approach
aims in many different ways. This is, in part, because of the influence of the broad contextual and more det
structural factors highlighted earlier in the paper.

This variety is underlined when examining the aims and approaches of the INTERNATIONAL REVIE'
Project countries to two of these complex issues, namely national identity and social cohesion. Suc
examination was undertaken in the earlier thematic studyatuwes and Aims in Curriculum and Assessment
Frameworks (SCAA, 1997) and the findings are repeated here.

Examining the INCA archive reveals a variety of approachesto the issues of national identity and social cohesion.
Aims

promoting social cohesion through respect for, and the reconciliation of, diversity

Australia: the National Agendafor Multicultural Australia encourages immigrants to preserve their culture

Hungary: the recognition and integration of the numerous minorities, following the withdrawal of Soviet control

Netherlands. basing education on the principle that pupils grow up in a multicultural society

Sweden: the internationalisation of Swedish society combined with increasing cross-border mobility place great
demands on people’s ahility to live together and appreciate the values that are to be found in cultural
diversity

Switzerland: education should encourage respect for other languages and cultures

the preservation of cultural or linguistic heritage

Australia: promotes understanding and respect for Australia’s cultural heritage, including the particular cultural
background of Aboriginal and ethnic groups

Canada: safeguards the linguistic freedom of the French-speaking minority

Netherlands. promotes understanding and respect for cultural heritage and protects the Frisian language by its
teaching and use in schools in Friesland

New Zealand: respects the diverse ethnic and cultural heritage of New Zealand people with acknowledgement
the unique place of the Maori

Sweden: awareness of one's own cultural origins and sharing in a common cultural heritage provides a secure
identity which it is important to develop, together with the ability to empathise with the values and
conditions of others



Switzerland: safeguards linguistic diversity (French, German, Italian and Romanch)
the (re)assertion of a national identity after political upheaval

Germany: following reunification, Germany has focused political and organisational efforts on re-establishing
unity between the 11 old and five new L&nderin the fields of education, science, culture and sport, and
particularly on the establishment of a common and comparable basic structure for education

Hungary. is re-establishing a national identity after decades of Soviet control, taking into consideration its people
resident outside Hungary and the minorities within

national assertiveness within an international framework

Hungary:finding the place of the Nation State in the wider world

Japan: educating the individual to live in the global human society

Korea: education has served as a means of political socialisation by causing intentional changes in knowledge,
behaviour, values and outlook on the nation and the world. It aims to promote patriotism and affection
for others for the continuance and devel opment of national independence, as well as world peace and
to preserve and develop national culture

New Zealandacknowledgement of New Zealand’s role in the Pacific and as a member of the international
community of nations

Provision
INCA shows several approaches to securing social cohesion:

. active promotion of multicultural knowledge, skills and understanding for all, e.g. by including the study of other
cultures in the curriculum (Australia, the Netherlands)

. parity of provision, by supporting the establishment of schools catering for specific religious or cultural groups
e.g. religious schools in many countries, specialist Maori medium schools in New Zealand

. support for the minority group, e.g. providing facilities for a minority language community to run mother tongue
classes (several countries)

. compensatory programmes for those perceived as disadvantaged in terms of the national culture or language e.

national language classes for immigrants (Australia)

Singapore implicitly promotes social cohesion through values, by explicitly according priority to the needs of the community
and the nation over those of the individual. Schools in Sweden are charged with the task of actively confronting xenophobi
and intolerance with knowledge, open discussion and effective measures.

Several countries reinforce the sense of national identity and inculcate pride through ceremonial saluting of the flaggand sir
the national anthem in school (e.g. Singapore, Japan and the USA).

Though participants in the invitational seminar recognised the diversity of approach to the issues, they were
motivated by the opportunity to explore areas of common concern and interest and to learn from the experiences
of others. Such an approach enabled the discussion to move beyond the rhetoric to a more in-depth analysis of
what is meant by ‘effective’ citizenship education and how it can be best achieved in practice.

A continuum of citizenship education

The broad

range of approaches to these challenges and issues and the subsequent discussion at the inv

seminar suggests the existence of a continuum of citizenship and citizenship education (see Figure 1). In
political philosophers and commentators argue that citizenship is conceptualised and contested alo

continuum
continuum
education.

, Which ranges fromrainimal to amaximal interpretation (McLaughlin, 1992). Each end of the

displays different characteristics, which affect the definition of, and approach to, citizens



Fig.1 Citizenship education continuum

MINIMAL MAXIMAL
thin - thick
exclusive R inclusive
elitist E— activist
civics education - citizenship
education
formal - participative
content led _— process led
knowledgebased ———— values based
didactic e interactive
transmission Interpretation
easier to achieve _ more difficult
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Minimal interpretations are characterised by a narrow definition of citizenship. They seek to promote
particular exclusive and €litist interests, such as the granting of citizenship to certain groups in society but not

al. Minimal interpretations lead to narrow, formal approaches to citizenship education - what has been termed
civics education. This is largely content-led and knowledge-based. It is centred on forma education
programmes which concentrate on the transmission to students of knowledge of a country’s history
geography, of the structure and processes of its system of government and of its constitution. The pri
purpose is to inform through the provision and transmission of information. It lends itself to didactic teach
and learning approaches, with teacher-led, whole-class teaching as the dominant medium. There is
opportunity or encouragement for student interaction and initiative. As the outcomes of minimal approache:
narrow, largely involving the acquisition of knowledge and understanding, it is much easier to measure |
successfully the outcomes have been achieved, often through written examinations.

Maximal interpretations are characterised by a broad definition of citizenship. They seek to actively incli
and involve all groups and interests in society. Maximal interpretations lead to a broad mixture of formal
informal approaches to what has been tergigdenship education, as opposed to narrower civics education.

This citizenship education includes the content and knowledge components of minimal interpretations,
actively encourages investigation and interpretation of the many different ways in which these compon
(including the rights and responsibilities of citizens) are determined and carried out. The primary aim is
only to inform, but also to use that information to help students to understand and to enhance their capac
participate. It is as much about the content as about the process of teaching and learning. It lends itsel
broad mixture of teaching and learning approaches, from the didactic to the interactive, both inside and ou
the classroom. Structured opportunities are created for student interaction through discussion and debat
encouragement is given to students to use their initiative through project work, other forms of indepen
learning and participative experiences. As the outcomes of maximal approaches are broad, involving
acquisition of knowledge and understanding, and the development of values and dispositions, and skKills
attitudes, it is much more difficult to measure how successfully these outcomes have been achieved.

Although the interpretations are polarised when laid out in this way, nevertheless they provide a useful, if cr
scale for determining where each country broadly stands in its definition and approach to citizenship educe
Certainly, seminar participants found the continuum useful in conceptualising approaches to citizen:
education. However, it was pointed out that an equally valid way of conceptualising approaches is by intel
arises aims or goals. Looked at in this way citizenship education comprises three strands:



. Education ABOUT citizenship
. Education THROUGH citizenship, and

. Education FOR citizenship

e Education ABOUT citizenship focuses on providing students with sufficient knowledge and
understanding of national history and the structures and processes of government and political life.

e Education THROUGH citizenship involves students learning by doing, through active, participative
experiences in the school or local community and beyond. This learning reinforces the knowledge
component.

» Education FOR citizenship encompasses the other two stands and involves equipping students with a set
of tools (knowledge and understanding, skills and aptitudes, values and dispositions) which enable them to
participate actively and sensibly in the roles and responsibilities they encounter in their adult lives. This
strand links citizenship education with the whole education experience of students.

Seminar participants agreed that it was much easier to deliver ‘education ABOUT citizenship’, than the other
two strands. However what was taught for one or two hours per week in the classroom was not sufficient to
equip students with what was required for their future participation in ‘education FOR citizenship’. Instead
countries needed to set out the values, dispositions, skills and aptitudes underpinning citizenship education and
build in experiences (the ‘education THROUGH citizenship’ strand) which complemented thedtcation
ABOUT citizenship’ strand. Though this was being attempted in some countries much more needed to be done
before the goals of ‘education FOR citizenship’ were achieved.

Whichever way it is conceptualised, in practice, there are two paralel continuums of citizenship education in
operation. The first continuum is at the national level within each country. There is constant movement both
backward and forward along this national continuum dependent on the interplay of factors. For example,
countries in south-east Asia and in central and eastern Europe are currently attempting to move from a formal
(‘education ABOUT’) to a more participative (‘education THROUGH’) approach to citizenship education.

This is in line with revised national educational goals which stress the need for more critical thinking and
increased initiative and creativity. Meanwhile, in Australia, the new Liberal-National Party federal government

has introduced the ‘Discovering Democracy’ initiative, which is grounded in a more féethatation
ABOUT’ approach to Australia’s national history and constitution, in contrast to the approach of the previ
government. Every country experiences these episodes of introspection and revision of citizenship educ:
Interestingly, the conduct of this thematic study suggests that these episodes may be becoming more fre
and sustained, with some countries close to a perpetual state of review and revision.

The second continuum is at the comparative level across the 16 International Review Project count
Applying this crude comparative scale places those countries in south-east Asia more toward the mini
‘education ABOUT’ end of the continuum, those in southern, central and eastern Europe somewhere in the
middle, and those in northern Europe and some of the former British colonies such as the USA and New
Zealand more toward the maximal ‘education FOR’ end. However, this scale is indeed very crude and there

are exceptions. Australia, interestingly, views itself as somewhere in the middle of the scale but striving for the
maximal, while Hungary is attempting to move away from the minimal. Canada probably cannot be placed
because of the variation across its provinces.

Approachesto citizenship education

How citizenship is defined in relation to the continuum affects how citizenship education is approached in
schools. Tables 1 and 2 attempt to categorise the terminology, approach and amount of time per week given to
citizenship education across the 16 countries. It must be emphasised that this is an attempt to quantify
approaches to citizenship education in the formal curriculum. In most countries, citizenship education is



broader than the formal curriculum, involving the hidden curriculum, whole-school and extra-curricular
activities, as well as students’ everyday experiences of life.

Some countries are attempting to build these activities into the formal curriculum. For example, Japan
special activities, while Singapore has developed a community involvement programme and learning jour
around the key institutions. Other countries have left the choice to schools. In the USA, there has bee
expansion in ‘service learning’ education based on active partnerships between schools and their
communities. It is a growing area of interest in England through the activities of Community Serv
Volunteers (CSV) and others. Meanwhile some countries are strengthening the involvement of studen
school or class councils. However, it is not easy to obtain reliable information on these broader experience
all countries.

Table 1 examines the curriculum for pupils’ aged 5 to 11, what is term&iCik as the primary phase. Table
2 looks at the curriculum for students’ aged 11 to 16 or 18, what is termé&tCh as the lower and upper
secondary phases.

What patterns, if any, are discernible? An examination of both tables enables four points to be made. The
point is that citizenship education and its related issues are addressed in the formal curriculum across the
age range in every country. The second point to note is the broad range of terms used to describe this are:
third point is the existence of three main curriculum approaches to citizenship education, namely sepe
integrated and cross-curricular. In the separate approach, citizenship education or civics is a specific subj;
aspect. In the integrated approach, it is part of a broader course, often social sciences or social studie
linked to other subjects and curricular areas. In the cross-curricular approach, citizenship education is neit
separate subject or topic, nor is it part of an integrated course, but instead it permeates the entire curriculul
Is infused into subjects. Some countries adopt a mixed approach to citizenship education, with a b
integrated approach more prevalent in the primary curriculum, giving way to more specialised citizens
education or civics courses in the secondary curriculum. The fourth point is the mixture of statutory and 1
statutory approaches to citizenship education. In some countries it is a statutory part of the core nat
curriculum, while in others it is non-statutory, with greater freedom left to states, districts, municipaliti
schools and teachers. However, the non-statutory nature of provision in some countries means that n
students may encounter citizenship education in their curriculum experience.



The primary curriculum (ages5to 11)
Table 1: Organisation of citizenship education in the primary phase

[

Country Terminology Approach Hours per week
England Education for Citizenship | Non-statutory Schools to decide
Cross-curricular
Australia Human society and it's Non-statutory Not specified
New South Wales environment (HSIE) Integrated
Canada Social studies Non-statutory Not specified
Integrated
France Civics as part of Statutory core 4 hours out of 26
‘Discovering the World” | Separate and integrated
Germany Sachunternicht Non-statutory Not specified
Integrated
Hungary People and society Statutory core 4 to 7% of curriculum
Integrated time
Italy Social sciences Statutory core Not specified
Integrated
Japan Social studies, living Statutory core 175 x 45 minutes per yeal
experience and moral Separate and integrated
education
Korea A disciplined life and Statutory core Varies dependent on yea
moral education Separate
The Netherlands Social structures and life | Statutory core 80 to 100 hours per year
skills Integrated
New Zealand Social studies Statutory core Not specified
Integrated
Singapore Civics and moral Statutory core 3 x 30 minutes lessons
education Separate and Integrated
Spain Knowledge of the natural,| Non-statutory 170 hours per year
social and cultural Integrated
environment
Sweden Social sciences Non-core 885 hours over 9 years of
Integrated compulsory schooling
Switzerland Social studies Non-statutory Not specified
Integrated
USA Social studies Statutory core Time specified per week
Kentucky Integrated varies among states

The magjor pattern in the primary curriculum is the organisation of citizenship education through an integrated
approach of domains or ‘brigades’ in many countries.
curriculum, particularly in the early years of this phase, on the integrated learning of the child’s understan
of themselves with respect to topics and aspects. For example, France links civics with sciences, technc
history and geography under the heading ‘Discovering the World’. Hungary has eight curricular areas, or
which is ‘People and Society’, while Spain uses the term ‘Knowledge of the natural, social and cultt
Moral education is also an important component of citizenship education in many countt

environment’.

particularly those in Southeast Asia.

The striking example is that of Korea, which addresses citizenship education through the domain o
disciplined life’; an integrated course covering social studies and moral education. Time allocations indi
that moral education features heavily in early education. The same is true for Singapore, where moral educ
is part of mother tongue teaching, and for Japan. In some countries, the range of the curriculum is extenc
the primary phase progresses and there is increased time and focus on citizenship education. In Singapc
instance, the seven-area curriculum from grade 1 (including civics and moral education) is supplemented b
addition of social studies from grade 4, with subjects increasingly taught through the common mediun

English as pupils progress.

It suggests a deliberate emphasis in the inte



The secondary curriculum (ages 11 to 16 or 18)
Table 2: Organisation of citizenship education in the lower and upper secondary phase

Country Terminology Approach Hours per week
England Education for Citizenship Non-statutory Schools to decide
Cross-curricular
Australia Human society and it's Non-statutory Not specified
New South Wales | environment (HSIE) Integrated
Canada Social studies and also Non-statutory Not specified
history, law, political Integrated
sciences and economics
France Civics linked to history Statutory core 3 to 4 hours out of 26
and geography Separate and integratgd
Germany Social studies linked to Non-statutory Not specified
history, geography and Integrated
economics
Hungary People and society with | Statutory core 10 to 14% of curriculum time
specific social studies, Integrated and specific
civics and economics
courses
Italy Civics linked to history Statutory core 4 hours
and geography Separate and integratgd
Japan Social studies, history, Statutory core 175 x 50 minutes per year
geography and civics and| Integrated and specific| (Grades 7 & 8)
moral education 140 x 50 minutes per year
(Grade 9)
140 x 50 minutes per year
(Upper secondary)
Korea Social studies and moral | Statutory core Ranges 170 x 45 minutes to 204
education Integrated and specific| x 45 minutes per year
The Netherlands Civics and citizenship and| Statutory core 180 hours over 3 years (age 12 —
social studies Integrated 15)
2 to 4 hours per week (age 16
18)
New Zealand Social studies Statutory core Not specified
Integrated
Singapore Civics and moral educatiop Statutory core 2 x 30 minutes lessons
Integrated and specific
Spain Civics linked to history, Non-statutory 3 hours per week
geography and social Separate and integrated
sciences
Sweden Social sciences including | Non-core 885 hours over 9 years of
history, geography and Integrated compulsory schooling
social studies
Switzerland Social studies Non-statutory Not specified
Integrated
USA Social studies including | Statutory core Time specified per week varies
Kentucky civics and government Separate and integratgdamong states

Citizenship education in the secondary curriculum is still organised through an integrated approach in most
countries, but often as a discrete, explicit component alongside other subjects and aspects. The most common
approach is through social studies or social sciences courses, where citizenship or civicsis closely linked to the
subjects of history and geography. For example, in Hungary, the domain is still entitled ‘People and Soc
but incorporates specific reference to social studies, civics and economics courses. In Japan, in junior
school (age 12+-15), social studies is divided into three subjects; geography, history and civics to be te
from 2002 alongside a new general studies course: and in high school (age 15+-18), social studies is di
into two subjects; civics, and geography and history, where civics is further subdivided into modern soci
ethics and politics and economics. In the Netherlands, citizenship education is part of history and civic
lower secondary (age 12 to 15) and is an integral part of social stowiatsohappijleer) courses, while in
some Canadian provinces, social studies is linked with history, law, political sciences and economics.



In many countries, the range of subjects that relate to citizenship education is extended as the secondary phase
progresses, taking in economics, law, commerce and political sciences. Moral education continues to be an
important component in some countries, particularly those in Southeast Asia. The other feature of the
secondary phase is the increased time given to citizenship education particularly in the upper years of this phase.
This reflects the growing maturity of students and their ability to handle complex, topical issues. It is spurred
by the proximity of students to the end of their compulsory or post-compulsory period of education and to their
entry into the world as full citizens, with legal, political, economic and social rights and responsibilities.

Teaching and L earning Approaches

Key questionsfor discussion

* What are the main influences on teaching and learning approaches in citizenship education?

* What isthe range of teaching and |learning approaches in citizenship education?

 What is the relationship in citizenship education between classroom practice, whole school
approaches and links with parents and wider communities?

» To what extent is there a gap between the rhetoric of policy and the reality of practice in citizenship
education?

I nfluences on teaching and lear ning approachesin citizenship education

There are many influences on teaching and learning approaches in citizenship education. This point was
underlined in the two contrasting presentations at the invitational seminar, which lead off this session. The
three major influences on teaching and learning approaches are culture, content and climate. The interplay
between them is very complex and subtle but can have profound consequences.

Culture, in particular is broad and pervasive. It ranges from the cultura traditions and norms in a society, to the
particular culture of specific groups (such as teachers, parents and students), of organisations (such as schools,
government departments and businesses) and of institutions (such as parliaments, courts and churches). Indeed
Carole Hahn found in her comparative study of citizenship education that there are significant differences
between countries in terms of their pedagogic traditions and cultural norms. It explains why approaches and
programmes of citizenship education cannot readily be transported from one country to another and expect to be
successful. In some countries there are aso differences between the prevailing civic and classroom cultures.
This underlines the profound influence that teacher culture and beliefs has on approaches to citizenship
education.

Content covers the various components of citizenship education in the formal and hidden curriculum. For
example, in Korea this comprises four aspects: work in curriculum subjects; optional activities based around 15
cross-curricular themes; cross-curricular activities and service work. These aspects are identifiable in many
countries. Content is vital to effective citizenship education. Research shows that students who take
citizenship/civics courses in schools are more knowledgeable about political life (both formal and informal) and
therefore more likely to participate in the future. Climate includes the ethos in schools, classrooms and impacts,
for example on ability to tackle controversial issues and values with students.

These three main influences impact on policy and practice at three levels. Thefirst level isthe general structure
and aims of education, including the organisation of schooling. The second level is the organisation of the
curriculum, including content and teaching and learning methodologies. The third level is what students
experience in schools and the balance between the formal and hidden curriculum and individual classroom and
school ethos.

At the first level, the broad contextual and structural factors outlined earlier in this paper clearly have a major
influence on teaching and learning approaches. They set the official tone and determine the degree of flexibility



available to schools and teachers as to how they approach citizenship education. As might be expected among
16 countries, there are variations in the scope and nature of that influence. For example, teachers in Germany
are obliged by law to teach values. Legally speaking, this commitment is just as important as the teaching of
knowledge. However, in conformity with the basic law of educational freedom, teachers are free to choose their
own methods. In contrast, teachers in Singapore operate within a tightly controlled framework. Civic and
moral education are compulsory throughout primary and secondary education, based on a structured syllabus
and prescribed textbooks. This learning is reinforced through service programmes (e.g. voluntary work in
welfare homes) and by encouraging students to participate in out-of-school club activities.

Sweden is interesting in the extent to which the school’s responsibility for ‘inculcating’ values associated \
citizenship education is explicitly defined in terms of the development of skills and attitudes, as well as
acquisition of knowledge:

As well as being open to different ideas and encouraging expression, the school shall emphasise the
importance of forming persona standpoints and provide pupils with opportunities for doing this. By
making choices over courses and evaluation of their daily education, pupils will develop their ability to
exercise influence and take responsibility.

The school shall actively and consciously further equal rights and opportunities for men and women. The
way in which boys and girls are treated and assessed in school, as well as the demands and expectations
that are placed on them, contributes to their perception of gender differences. The school has a
responsibility to counteract traditional gender roles and shall therefore provide pupils with the opportunity
of developing their own abilities and interests irrespective of their sexual identity.

The school must actively resist any tendency towards bullying or persecution and confront xenophobia
and intolerance with knowledge, open discussion and effective measures.

All school activity shall be carried out in accordance with fundamental democratic values. It is not in
itself sufficient that education imparts knowledge of fundamental democratic values. The school must
also use democratic working methods and prepare pupils for active participation in civic life.

The Swedish system also puts great emphasis on the whole school community as a vehicle for learning.

At the second and third levels the role of the teacher, collectively and individually, is crucial. Actual classrc
practice is critical to the successful achievement of the aims of citizenship education, whether those aims a
transmission of formal historical and political knowledge and/or the encouragement of active participat
among students. Teachers have to strike the right balance between the content being covered, the «
teaching methodology and the learning environment that ensues.

The power of teachers in determining the learning environment in schools is noted in a number of the case
chapters from the IEA Civics Education Project. The same message was underlined by seminar particig
Teachers are themselves influenced, in their beliefs and actions, by the cultural traditions and norms
country. This can be both positive and negative. It means that they are generally one or two genera
removed from the students they teach. Indeed they often have more in common with parents than with stuc
This can lead to a gap in some countries between teachers and students, and also between teachers

prevailing civic culture. The latter occurs particularly where significant and rapid change in policy is attempit
Research shows that the culture of schools and classrooms is very slow to adapt to change. There wa:
evidence of this from the seminar presentations. For example, in Switzerland, teachers in the secondary

view their primary duty in citizenship education as providing information about national history and politics &
describing relevant situations in a didactic and non-controversial way. There is little room or encourager
for other approaches in the classroom.

Countries with a tradition of a formal, knowledge-based approach to this area can also find it difficult to cha
teacher attitudes and opinions. This is the case in Hungary, where official moves to a more discussion-I
approach to citizenship issues in classrooms are being frustrated by the deep-seated belief of teachel



controversial or sensitive issues should be kept out of the classroom. Japan and Korea are encountering similar
problems in their officia attempts to promote more creativity in schoolsin what are traditionally conformist and
centralist societies. The new teaching and learning approaches which are being encouraged at an official level

are viewed as having a western basis which does not fit with what people feel in their hearts. The power and
durability of teacher culture should not be underestimated in attempts to review and renew citizenship
education. While it may be true that ‘the people will perish without a vision’, it is equally true that ‘the peo
will perish if they do not share and support the vision’.

Range of teaching and lear ning approachesin citizenship education

The IEA Civics Education Project national case study chapters highlight the wide range of teaching and leal
approaches employed by teachers in covering citizenship education. While a number of countries are
dependent on a passive, didactic, transmission approach as the dominant teaching methodology, there are
who encourage a more interactive, participative approach with room for classroom discussion and de
supported by project and inquiry work, fieldwork, visits and extra-curricular learning. There is evidence
Australian classrooms of structured classroom discussion and debate as the most favoured approach, w
the USA, there are many opportunities for learning through extra-curricular activities and through sen
learning programmes, national competitions and mock elections. There is an equal range of opportur
available in England through the work of the main citizenship organisations and in the encouragement give
school and class councils.

Some countries have developed specific curriculum programmes which encourage a mixture of approact
ensure the goals of ‘education FOR citizenship’ are achieved. They include the Civic, Social and Poli
Education (CPSE) course in the Republic of Ireland, the Junior Citizenship project in England, the Openinc
Schools project in Germany and the ‘Discovering Democracy’ initiative in Australia among others, but there
far too many to list here. There is an urgent need to map these curriculum projects where they lead to effe
practice and to make this practice more widely available both within and across countries. This would
include reference to what is known from effective practice about how students learn best in citizens
education. There was insufficient time in this thematic study to pursue this issue further. However, a nur
of seminar participants urged the development of a database of projects and resources in order to provide
one participant termed ‘effective and inspiring examples from actual practice’.

However, it should be noted that, even in countries with curriculum projects and effective practice, i
accepted that there is still tremendous variety in approach from school to school and classroom to class
This means that not all students experience all approaches. Indeed, in most countries, citizenship edu
teaching still proceeds from the use of the textbook as the predominant teaching resource. Structured te
exposition of textbook passages and follow up opportunities for student discussion and questioning is a
common teaching approach.

Some countries are recognising the need for increased encouragement of active and participatory learn
citizenship education through formal structures and policies. For example, in the Netherlands, there is a
in upper secondary schools to a ‘study house’ concept, where students are encouraged to move away
traditional teaching methods and organise other forms of working. Elsewhere, there are attempts to ac
greater coherence between what students learn in the formal subject curriculum with what they experi
through the hidden curriculum. For example, in Sweden, schools must use democratic working methods
teachers and students deciding in advance the learning goals in each subject. Meanwhile, the provin
Ontario in Canada has recently redefined the word ‘curriculum’ to include all the learning experiences

students have in school.



There are also opportunities in some countries for students to learn about democracy through active
participation in school life. In Spain, there are school councils comprising teacher representatives, parents and
students that decide, among other things, on curriculum plans, finances and student behaviour. The current
reform of the lycée in France aims to give students more say in how their education is conducted, while
England there is growing support for school and/or class councils in every school. However, not all coun
have such opportunities. In Australia school representative councils and youth parliaments are rare. Ther
distinct lack of such developments in Hungary, while in others, notably Italy, their existence does not mean
function satisfactorily. It is important to note that such opportunities are often open to only a small percen
of students in a school.

Gap between policy and practicein citizenship education

To a degree, practice often lags behind policy in all areas of education. The issues in citizenship educatic
the size of the gap, how far is it an accepted part of the education system, and what, if anything, is being dc
address it where it exists. The gap between policy and practice can exist at many levels, from national poli
the way to policy and practice within an individual school. Indeed, Kennedy (1997) has suggested that
loftier a country’s ideals for citizenship education, the less likely it is to have any meaningful practice.
already mentioned, a gap can appear where national policy is attempting to bring a significant shift in tee
attitude and classroom practice in a relatively short period of time. This is the case currently in Hungary, J
and Korea, with the shift in central policy to encourage more discursive and creative elements in school.
may well take a generation before new teachers, comfortable with the changed emphasis in practice, be:
close the gap in these countries. Indeed, there is tacit acceptance of this in Korea, where the compl
retirement age for teachers has been reduced from 65 to 62 in an attempt to increase the number of yc
teachers employed in schools.

In other countries, there is a gap which is accepted as part of the system. For example, in Italy, there
marked contrast for students between the open, participative climate within the hidden curriculum in schc
and the non-participatory climate in the formal curriculum in the classroom. A similar situation exists
Germany, but in reverse. The hidden curriculum in German schools, with its strong emphasis on ‘studyin
tests’ and ‘conforming to authority’, has a powerful influence on the formal curriculum. Meanwhile, in Cana
it is recognised that actual practice in many provinces is much more conservative and traditional than off
policy mandates.

However, these observations should be tempered by a recognition that one of the key points to emerge fro
literature in this area is that we have only a limited knowledge and understanding of what actually happet
citizenship education in schools, both in classrooms and elsewhere. Little systematic research has
conducted since the 1970s. Though the research base is growing rapidly with the renewed interest in citize
education in many countries, it will take some time before research findings and examples of effective pra
filter through at international, national, school and classroom level.

Teacher specialisation and teacher training

Key questionsfor discussion
» Areteachers of citizenship education specialists or generalists?
* Isthere any specificinitial or in-service training for citizenship education?
» How well prepared are teachers to teach citizenship education?

Specialist or generalist teachers of citizenship education

Practice in whether pupils are taught citizenship education by generalists or specialists is generally consi
with pupils in the primary phase being taught by generalists and those in the lower and upper secondary p
being taught by specialists. The only variations concern the degree to which older primary pupils receive ¢



specialist teaching and whether lower secondary pupils receive any teaching from generalists. For example, in
Sweden, teachers in years 0 to 7 (students aged 6/7 — 13+) are generalists, but can choose to specialise i
sciences.

While the general picture is one of consensus between countries on the use of generalists to teach citize
education in the primary school, with increasing teacher specialisation thereafter, the reasons for this ar
totally clear. The economics and practicalities of having specialist teaching of citizenship education in
primary school may account for the dominance of generalist teachers, particularly in areas where many pri
schools are small. Similarly, educational considerations concerning the centrality of the relationship betw
teacher and pupil in this phase may be an important factor.

However, it is also important to qualify what is meant by the term ‘specialist teacher’ in the context
citizenship education. In many countries, those who teach citizenship education in the lower secondary, a
a lesser degree upper secondary, phase are specialists either in a number of subjects closely related
including citizenship education, or in a closely related subject. They are not specialists in citizenship educ:
per se, but may teach it alongside their responsibilities as a teacher of social sciences or social studies, ot
teacher of history or geography. This raises the issue of the extent to which these teachers prioritise
citizenship education teaching over their other teaching duties. Are they primarily, for example, a his
teacher who does a bit of citizenship education to make up a teaching timetable, or a citizenship educ
specialist who also contributes to other subjects? Most teachers defined as specialist citizenship edu
teachers have a background in history or the social sciences through qualifications and experience, and thi
determine where their loyalties lie.

Initial and in-servicetraining for citizenship education

In most countries, there is no specific initial and in-service training of teachers for citizenship education. M
teachers are trained in closely related subject areas, notably history, geography and social sciences (of
degree level, in countries with a mainly graduate teaching profession) and follow this with some training
education, where they learn about teaching methodologies. In Hungary, some universities are beginnil
introduce specific initial training courses for citizenship education, but it is difficult as there is, as yet,
tradition for training for civics and social studies. Seminar participants were united in their call for mc
resources for teacher training for citizenship education. However, they recognised that resources were use
where training was founded on a shared definition of citizenship and a clear idea of what teachers had to d
how they had to do it. It was much easier for this to happen in those countries with a ‘values-explicit’ apprc
to citizenship education. To carry on the maxim of ‘the people will perish without a vision’, the people not o
require a vision which they share but they also need to be properly trained to turn that vision into effec
practice.

In-service training for teachers of citizenship education already in schools is also very patchy. In the USA
example, a number of social science bodies offer specific in-service training courses for this area, but the
reach only a limited number of teachers across all the states. However, a number of countries recognis
need to back up curriculum reforms and initiatives with accompanying support materials and professit
development for teachers. This is the case in Southeast Asian countries such as Singapore and .
Meanwhile, in New Zealand, the Ministry of Education has introduced a programme of professiol
development for teachers to ensure they are able to teach the new social studies this curriculum was pub
and distributed to schools in 1998 and will become compulsory from 2000. In Australia the ‘Discover
Democracy’ initiative is also supported by a professional development component, funded by the fed
government. A number of countries were pioneering the use of ‘expert’ or ‘master’ teachers, emplc
alongside teacher educators from universities, to train other teachers because of the relevance of their |
developed classroom practice. This partnership model worked well.



Preparation of teachersfor citizenship education

A number of countries involved in the IEA Civics Education Project have commented on the inadequacy of the
preparation of teachers to handle citizenship education in the school curriculum. This inadequacy relates not
only to alack of teacher content knowledge but also to an inability to employ a range of teaching and learning
approaches appropriate for citizenship education. The generalist nature of the training of teachers in the
primary phase presents its own difficulties concerning citizenship education, particularly where, asin the USA,
teachers are trained in education rather than social studies, history and geography. However, many of the
comments relate to the lower and upper secondary phase. There was some debate in the invitational seminar as
to whether teachers who teach citizenship education are lacking appropriate pedagogical techniques and/or an
understanding of the central concepts, which underpin citizenship education. Opinion remained divided, though
there was general agreement that, whatever the form of training, there was a need for teachers to reflect on their
own practice in order to improveit.

A number of countries referred to the inadequacy of a university degree as preparation for the day-to-day
demands of citizenship education teaching. Thisisin terms of degree content and the style of teaching during

the course. This problem is noted in Germany, aswell asin Italy. Thereis also a question mark concerning the
appropriateness of a degree in history, geography or social sciences as an adequate preparation for the teaching

of citizenship education. The role of teachers’ personal, political and education experiences is also highlig
This can be both positive and negative. For example, in the USA a study of social studies teachers using
groups reported a reliance on their personal experiences in teaching citizenship education issues rather tt
any degree knowledge or in-service training programme. However, in Italy there are concerns that tea
cannot fully develop a participative approach to citizenship education because of deficiencies in their own
and political experiences. The same concerns are apparent in Germany, where an ageing teaching prof
coloured by particular post-war experiences, is having a considerable influence on expectations about
approaches to, citizenship education. This again underlines the powerful role of teacher beliefs on class
practice in citizenship education.

In the majority of countries there are limited opportunities for professional collaboration between teachers
schools and little sharing and discussion of materials and approaches. However, in Spain, curriculum plar
drawn up by teams of teachers in each school, while in France, there are attempts to encourage a team ay
to civics in the lower and upper secondary phase, through a time allocation each week for meetings of tea
teams in every school. Meanwhile, in Singapore clusters of schools share good practice.

Use of textbooks and other resour ces

Key questionsfor discussion

» \What are the main resources for teaching citizenship education?
» What is the balance between national, local, official and commercial resources?
* How far do textbooks and other resources influence approaches?

Resour cesfor teaching citizenship education

Textbooks are the major resource underpinning the teaching of citizenship education in most countries.
play an important role in determining the approach of teachers and consequently in shaping the curric
experiences of citizenship education of students. This is particularly apparent in the primary phase,
teachers are usually generalists, rather than citizenship education specialists.

Given this reliance, it is no surprise to find differences between countries concerning mechanisms for
approval and production of textbooks and other resources. Practice as to whether textbooks are produc
have to be approved by, national or local (Education) Ministries again varies between countries. In Engl
Italy, the Netherlands, New Zealand, Australia and Sweden there is no system for the official approva



textbooks. Countries where approval is required are France, Japan, Korea, Singapore, most Canadian
provinces, Germany, most Swiss Cantons and 21 out of the 50 states in the USA. Textbooks are generally
approved in Hungary, although this situation is under review, while in Spain, they are produced under the
supervision of the Ministry.

Where there is an official approval system, this involves checking that the prescribed curriculum is being
followed. In France, textbooks must indicate which class and level they are intended for on the cover or title
page. Japan uses a Textbook Authorisation and Research Council to recommend textbooks to the Minister,
comprising university and schoolteachers. Korean textbooks fall into three types. those produced by the
Ministry, authorised textbooks (authorised by the Ministry) and recognised textbooks (approved by the regional
superintendent in each metropolitan or provincia area), and consequently provide an interesting example of co-
existence.

In Spain, teaching materials must be consistent with the aims, content, teaching methods and assessment criteria
in the relevant legislation. They must also indicate the level, stage, cycle or school year for which they are
intended. In Canada, materials produced by provinces are normally piloted before receiving official sanction.
Private sector materials are usually subject to an approval process involving the Ministry. The trend here is
away from a single textbook to a variety from which to choose.

In Germany, books must be in line with the principles of the Constitution and Education Acts, compatible with
the syllabus and with research findings, adequately bound and, interestingly, the price must be justified.
Hungary examines content, technical quality and, again, price. In Singapore, textbooks must adhere to the
syllabus, give comprehensive coverage of the topics in the syllabus, adopt a clear and logical presentation of
concepts and offer activities to enhance the learning experiences of pupils. However, they are deliberately
written by curriculum specialists rather than publishers. Swiss Cantons have the authority to authorise or
prescribe textbooks. In the USA, practice varies by state. About half of the states recommend textbooks and
have a state textbook adoption programme.

The general tendency is for books to be part of a series with one book per year or grade level. In Korea, the
primary texts are based on semesters, thus leading to two books per year. Italy is unusua in that its primary
textbooks cover a range of subjects, mathematics, science, history, geography and social sciences in the same
book. Clearly, where there is an official approval system, this can influence the approach that schools and
teachers take to citizenship education. It suggests a certain direction and may suppress the confidence and
ability of the teacher to adapt and improvise.

Indeed seminar participants were concerned about the undue influence of textbooks on teaching and learning
approaches. Textbooks generally cover the knowledge component of citizenship education ( the ‘education
ABOUT citizenship’ strand) rather than the more active ‘education THROUGH’ and ‘education FOR’ stran
Over-reliance on textbooks can stifle the other two strands and turn students off citizenship educa
particularly where textbooks are out-of-date and full of gaps.

However, there is a move in some countries to expand the range of resources available to teachers and <
to support citizenship education. This is in line with the wide range and form of material available to sup
citizenship education, particularly through the growing influence of information and communicatio
technologies (ICT) in schools and society. Indeed the challenge in many countries is to adapt materials
form which best suits the need of busy teachers. This widening of resources is particularly noticeabl
countries involved in curriculum reforms and initiatives, which seek to support and/or broaden teacher
classroom practice. For example, in France, teachers’ manuals are produced alongside textbooks, wr
Korea, the Ministry of Education’s ‘Education Broadcasting System’ includes a television and radio stati
which produces programmes on social education, environmental education, culture and Korean unifica
The Ministry of Education in New Zealand, likewise, runs an on-line telecommunications network linked
schools. It also produces high quality curriculum resource materials, developed by a national ‘Learning Me
organisation. These are distributed free to all schools. In Singapore at primary level, the Ministry of Educe
produces an instructional package which includes textbooks, workbooks, a teachers guide and audio-\



materials for each year / grade. At secondary level, the instructional package consists of the workbooks, a
teachers guide and audio-visual materials (the workbooks also serve as textbooks). Meanwhile in the Republic
of Ireland the main newspaper produces a special weekly edition of current issues and news stories for use in
schools. There is insufficient information currently available to determine the effectiveness of these various
Initiatives on teaching and learning approaches in citizenship education.

Assessment arrangements

Key questionsfor discussion

* What are the assessment arrangements for citizenship education?

* What is the balance between national and local assessment in citizenship education?
* What are the purposes of assessment in citizenship education

* What impact, if any, does assessment have on teaching and learning approaches?

Assessment arrangementsfor citizenship education

Assessment arrangements for citizenship education show considerable variation across countries, depending on
the formal assessment arrangements in operation, attitudes to the purposes of assessment and the particular
phase involved. For example, al of the countries with a centralised government and education system have
some sort of formal, though not always compulsory, assessment arrangements. Singapore and Italy have
compulsory primary school leaving examinations, but these do not involve an assessment of citizenship
education. Italy also has a lower secondary school leaving examination at age 14, which includes an oral
combined test for civics, history and geography. Indeed, citizenship education is more likely to be part of a
formal assessment system in the lower and upper secondary phases because of the way those phases are
organised in many countries around formal examination qualifications such as the baccalauréatin France and
the General Certificate of Secondary Education (GCSE) and General Certificate of Education Advanced
Levels in England.

Beyond these, the purpose of the assessment affects the structure adopted. Sweden has national te
students aged 12 and these illustrate that perceptions of purpose may differ. The Government sees the
these tests as supporting teachers and influencing the allocation of funding to pupils who do not pass, whi
National Agency for EducationSfolverket) stresses diagnosis for the individual pupil and encouraging
reflection on teaching by the teacher. There are also concerns in Sweden about tests influencing the currit
and the use of item banks to provide tests is seen as a solution. Some of the development work on th
being carried out in co-operation with other Scandinavian countries.

Periodic surveys are used to assess the state of citizenship education in several countries, including Hul
the USA and the Netherlands. The 1998 National Assessment of Educational Progress (NEAP) in the

looked at civics and government in a representative sample of schools, based on the voluntary nat
standards for civics and government. The results should be made public at the end of 1999. Other cou
favouring this approach include Korea (at ages ten to 12) and Spain (at age 12). New Zealand has recen
up the National Educational Monitoring Project (NEMP), while the federal government in Australia h
announced a baseline survey of student knowledge in civics or citizenship education as part of the ‘Discov
Democracy’ initiative. Meanwhile, in the Netherlands the National Institute for Educational Measurem
(CITO) selects a representative sample of primary schools each year to evaluate pupils’ progress in diff
school subjects, including social structures and life skills. Two-thirds of pupils in the Netherlands also tal
voluntary test at the end of the primary schooling, which among other things assesses their knowledge of \
studies.



Surveys sometimes involve sampling of pupils, as formerly carried out in England by the Assessment of
Performance Unit (APU), which assessed a sample of 2.5 per cent of the chosen age group, and currently by the
National Assessment of Educational Progress (NAEP) in the USA. For national surveys, samples of around
two to three per cent often suffice. Larger samples may be needed if a representative picture of performancein
different regionsis required.

The issue of whether it is possible or desirable to make assessments mandatory in all subjects and for all schools
Is an important one. New Zealand has set up optional testing from nationally developed item banks in
mathematics, science and English. The aim is to increase teacher confidence in assessing student achievement
against the learning outcomes in the National Curriculum statements for those subjects. These item or resource
banks are available to those teaching students approaching points of transition in the education system. No
decision has yet been made as to whether to set up an item bank for social studies. Meanwhile in Sweden,
assessment at age 12 is mandatory for public schools but not for private ones.

These variations reflect differences both in education systems and in the view taken on the prime purpose of the
assessment. |Is the prime purpose of assessment to help inform future teaching, or is it to monitor the state of
citizenship education performance, or to monitor the performance of individual schools, and so on? Other
concerns may result in the absence of formal assessment arrangements. In Switzerland, for example, there are
concerns that measuring a process might help to destroy it, but lack of measurement may also mean that the
process is not taken seriously by teachers and students.

Most of the International Review Project countries have a mixture of summative and formative assessment
arrangements in citizenship education. Continuous student assessment is the responsibility of the individual

class teacher in many countries, with formative assessment introduced at a number of natural end points across

the school year, often the middle or end of terms. These sometimes coincide with points of transition and exit

in the school system, where formative assessment may be part of more formal national procedures. Summative
assessment comprises a number of components, including student performance in class tests, the standard of a
student’s written work and his/her oral contribution in lessons. Indeed, in Sweden, in most grades, school
free to report on student progress in terms of their creativity, personal conduct and ability to co-operate.

The purposes of assessment are varied. Assessment often helps to inform the teacher and the individual
and may also include some reporting to parents. In Sweden, for example, regular oral and written report
made to parents, while in Spain, written reports are made to parents every three months. However, asses:
may also be increasingly used to monitor the state of citizenship education performance. A number of cour
are moving in this direction, through the establishment of national standards for all subjects, with accompar
statements, learning outcomes and testing instruments. This is the case in New Zealand, Sweden and ir
Australian and American states. For example, the states of New South Wales and Victoria in Australia a
begin to formally assess civics with history and geography for Year 10 students. Meanwhile in the US sta
Kentucky, 57 ‘Student Academic Expectations’ define what students should be able to know and do in
major content areas, including social studies. The social studies expectations stated as learning outc
include students’ demonstrating effectiveness in community service. There are similar developments afo
Maryland and Wisconsin.



However, it is vital to give careful consideration to the purpose of assessment in citizenship education and its
Impact on teaching and learning approaches. Seminar participants saw clarity of purpose as the crucia issue
concerning assessment arrangements for citizenship education. What was being assessed, how and for what
purpose needed careful consideration. Some participants called for an in-depth discussion of the relationship
between citizenship education and assessment, and for assessment issues to be a more explicit part of teacher
training. They felt that this was long overdue. In some countries, citizenship was only taken seriously as a
recognised and valued part of the curriculum when it became an examination subject. This was the case in the
Netherlands with the use of end of year written exams at national school level alongside assessment of practical

or experiential components (often in project form). There may be a need for more formal, written examinations

as part of the assessment of citizenship education in order to raise its status in the curriculum. However, in
some countries, the formal assessment system has a negative influence, both direct and indirect, on citizenship
education. For example, in Japan, the senior high school entrance exam, which include social studies,
encourages ‘teaching to the test’. The same phenomenon is noted in Germany. In Australia, howeve
pressure to report on student performance in the Year 12 public examinations is one factor in inhibiting
introduction of citizenship education as a discrete curriculum component.

Finally, it is important, when discussing assessment, to bear in mind the point made by Graham Ruddock i
previous thematic studyathematics Education in the School Curriculum: an International Perspective (QCA,
1998). He gave a reminder that the degree to which assessments can serve more than one purpose has
been a contentious issue. Some aspects of the discussion are technical and systems (as in England)
emphasise results at the school level can also produce a national or regional picture by aggregating s
results. More arguable is the degree to which assessment systems can successfully combine summati
formative/diagnostic purposes. A commonly held view is that assessment cannot be expected to meet
than one objective properly, but that summative tests can be used to provide some diagnostic informatior
secondary purpose.

Current and future developments

Key questionsfor discussion

* What isthe current position of citizenship education in the school curriculum?

* What are the challenges in citizenship education?

* What is meant by ‘effective citizenship education’?

» Is there any attempt to measure the impact of citizenship education on student attitudes and actions?

Current position of citizenship education in the school curriculum

In a comparative study of 16 countries, there are bound to be variations in the position of citizenship education
in the school curriculum. However, looking across the countries as a whole, the general position of citizenship
education is a healthy one, in that it is arecognised and accepted part of the school curriculum in the mgority of
International Review Project countries. The only exceptions are England, and to a lesser extent Australia,
where it has yet to establish a firm hold in the curriculum and Canada, where reforms threaten to severely
weaken its curriculum status and position.

Developments in the near future also offer hope. Citizenship education is part of the maor reforms of the
curriculum currently underway in Spain, France, Hungary, Italy, New Zealand and the Netherlands. It is subject
to a change of official emphasis in Japan, Korea and Singapore, as a vehicle for the introduction of more
creativity, debate and discussion into the curriculum. The situation is relatively stable in Germany, Switzerland
and the USA, with some interesting developments concerning the establishment of standards for citizenship
education in a number of US states. Meanwhile, there are promising developments in those countries where
citizenship education has yet to take a hold in the curriculum. In England serious consideration is being given
to the introduction of citizenship education as a discrete component in the revised National Curriculum from
September 2000 while in Australia the federal government is attempting to increase the status and take-up of



citizenship education across the states and territories. Only in Canada is there cause for concern where
citizenship education is being marginalised in many provinces by the national emphasis in education on
technology, mathematics and science.

Challengesin citizenship education

Many of the current and future challenges facing citizenship education have aready been highlighted in the
previous sections of this paper. Indeed, a useful way of reading this thematic study is to draw up alist of the
common challenges highlighted and gauge the extent to which they match your experience and that of the
country you represent. How universal are the common challenges set out here?

The main challenges for citizenship education are to:

» achieve aclear definition and approach

* secureitsposition and status in the curriculum

» addressteacher preparedness and teacher training

» increase the range of appropriate teaching and learning approaches
* improve the quality and range of resources

» decide on appropriate assessment arrangements

» develop and disseminate more widely effective practice
 influence the attitudes of young people.

What is clear is that many of these challenges are interrelated. As countries reconsider and revise their
approach to citizenship education, in order to meet the impact of global change, there is a need to consider
citizenship education as a whole package. This means not only examining definition, aims and approach, but

also ensuring that the curriculum that is drawn up and the curriculum that students experience support the
overall aims and approach. For this to happen, more consideration has to be given to the educative process, to
teaching and learning approaches, to support structures and to the needs of teachers and students in terms of
training, resources and attitudes. There also has to be much deeper thinking about what is meant by ‘eff
citizenship education’. It is quick and easy to state as a defining aim of education but difficult, messy and
consuming to achieve and sustain in practice.

One of the difficulties facing citizenship education is how to keep up with the incredible pace and impac
change in modern societies at all levels and the implications of such change for groups and individua
society. As Kennedy (1997) reminds us, this is perhaps the major challenge facing citizenship educa
namely how to balance global citizenship issues with national developments and with the realities of life
modern society as experienced by young people. There is growing concern in many countries abou
attitudes of young people and, in particular, with the signs of their increasing lack of interest and n
participation in public and political life. Effective citizenship education in schools is seen as crucial
addressing this concern. However, there remains considerable debate as to what is meant by the term ‘effe
and how it can best be measured.

M easuring the effectiveness of citizenship education

Despite increased interest in citizenship education in many countries, the knowledge and research
(including examples of effective practice) underpinning this area is still patchy. There has been limited rese
carried out during the past 20 years on policy and practice and on what influences the attitudes and actic
young people in this area. However, the increased interest in citizenship education across the wor
beginning to produce initiatives and projects at both national and international level, which have the capaci
enhance greatly our understanding of this area. At national level, there are initiatives underway in a numb
states in Australia and USA, which seek to establish agreed standards and learning goals for citizet
education, and promise baseline information on the attitudes and opinions of young people. The availabili
the information later this year from the National Assessment of Education Programme on students’ knowle
of civics and government in a representative sample of schools in the USA, should be of particular inte



Innovative approaches and programmes of citizenship education are also being developed and implemented in
many countries. These deserve wider recognition and the increased dissemination of the outcomes.

Meanwhile, at international level the IEA Civics Education Project, involving 28 countries has entered its
second phase, with the outcomes of the first phase just published. The project promises to have a major impact
on our understanding and on policy and practice in this area across the world, particularly when the findings of
the second phase are made public in 2002. There are aso a number of comparative studies by individual
researchers which will add to our knowledge base. It is hoped that the process of conducting this thematic
study, particularly the proceedings of the invitational seminar and this paper, will also, in its small way, add to
our knowledge and understanding of this complex and important area.

Conclusions

This thematic study has confirmed a number of the general conclusions from the earlier thematic studies.
However, it has also raised specific issues concerning citizenship education, and provided some pointers to
effective practice, which require more detailed consideration. The study has reiterated the power of reviewing
curriculum and assessment frameworks in the INCA ‘Archive’ with representatives from the relevant countries.
The invitational seminar is central to this review process and helps to:

. understand the unstated values and aims underlying the curriculum and any planned reforms
. challenge stereotypical expectations or assumptions about the meaning of words or concepts
. avoid sweeping generalisations about policy and practice in countries

. gain an insight into perceptions of the strengths and weaknesses of other education systems
. tackle perceptions of the strengths and weaknesses of the education system in England.

The study has further demonstrated the importance of avoiding superficial solutions to education reform ar
carefully examining alternative approaches to issues within the context of other countries’ implicit and exp
values and educational aims, structures and curriculum and assessment arrangements. Such links are
complex and subtle but they are always significant. They help to explain the commonality and diversit
educational provision in the 16 International Review Project countries.

The study has found, with reference to citizenship education:

. the topical nature of citizenship education and the breadth, depth and complexity of the issues it
addresses. The area is under review with planned revisions in most International Review countri
as part of the overall reform of the school curriculum;

. the important role of context and culture in understanding aims and approaches to citizenship
education. What works in one cultural context cannot simply be adopted and expected to achiev
the same ends somewhere else. It requires careful adaptation to suit the new cultural context;

. broad agreement among countries on the common challenges facing citizenship education, ever
national responses to those challenges vary;

. a recognition that the explicit statement of shared values underpinning citizenship education can
make a difference to policy and practice and may make a difference to outcomes. Those countri
with a ‘values-explicit’ tradition are better able to set out the aims and goals of citizenship
education (policy), how those are to be delivered (practice) and what the end results should be
(outcomes) than those countries with a ‘values-neutral’ tradition. However, it should be noted th:
clarity of aims does not guarantee successful outcomes;

. a move in many countries away from a narrow, knowledge-based approach to citizenship educat
to a broader approach encompassing knowledge and understanding, active experiences and the
development of student values, dispositions, skills and aptitudes. However, this transition was
proving difficult to manage because of the impact, in particular, of teacher culture and beliefs anc
the slow adaptation of schools to change;



. the continuing gap between the rhetoric of policy and the reality of practice in many contexts, from
anational level to individual schools and classrooms. Thereis still along way to go to ensure that
effective practice in citizenship education is devel oped and sustained within and across countries,

. agreement on the centrality of the teacher in citizenship education and on the need for better
targeted training for teachers and the development of a broader range of teacher-friendly resources;

. the need for further discussion about assessment arrangements for citizenship education and the
importance of clarity of purpose when deciding what arrangements to make. There was a growing
debate in some countries about the desirability of terminal, written exams for citizenship education,
as part of compulsory, national assessment systems, and their balance with other types of
assessment;

. calsfor the urgent co-ordination and dissemination of approaches, programmes and initiativesin
citizenship education which are devel oping effective practice. This could be effected through the
establishment of a citizenship education database within each country and across countries. The
invitational seminar highlighted the potentia for such a database.

What the thematic study has shown, above all, is the commonality of interest, challenge and approach to
citizenship education across countries. This came through very strongly in the invitational seminar. Once you

get beyond the differences in context and in curriculum and assessment frameworks countries have much more

in common concerning citizenship education than they think. Awareness of and in-depth analysis of this
commonality is the key to developing more co-ordinated and effective policy and practice in citizenship
education. Indeed, active and participatory citizenship requires active and participatory dialogue between all
those with an interest in citizenship education — researchers, teachers, policy makers, curriculum desic
government officials, parents and students.

It is to be hoped that this central message will live on beyond this thematic study. There is no reason wh
process of dialogue and exchange of information and ideas should be limited to the 16 International Re
Project countries. Though some countries are further along the road to securing effective practice in citizet
education, the evolutionary nature of citizenship means that there is still far to go and much to learn alon
way. It is perhaps fitting to end this study with the final contribution to the invitational seminar from tt
Canadian representative.

‘We know enough about how students learn in citizenship education to put in place programmes which
are based on the growing research and practice base. We need to draw out what this research and
practice base tells us and then create a partnership with policy makers and curriculum designers’.

This spirit of partnership is surely the best way to respond to the current challenges in citizenship education.
This sentiment also applies to the review of curriculum and assessment frameworks, to which this thematic
study is a contribution.
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Appendix 2 Outline of the education systemsin the 16 countries studied

|Eng |Aust |Can |Fran |Germ |Hung |ltaly |Japan | Korea | Neth [Nz | Sing | Spain | Swed | Switz | USA
Compulsory education
Starting age 5 5/6 6 6 6 63 6 6 6 5 6 6 6 78 6 6/7
Minimum school 16 15/16 | 15/16 | 16! 182 164 14+ 15 15 166 16 16 16 16 15 16
leaving age
Duration in years 11 10/11 9-10 10 1I0FT |11 8 9 9 1I0FT | 10 107 10 9 9 10
+2 PT +2 PT
Educational phases (not necessarily involving transfer from one school to another)
Pre-school 2-5 3-5 5 3-6 3-6 3-6 3-6 3-6 3-6 4-5 3-5 3-6 0-6 0-7 0-6 3-6
5 comp
Primary/basic 5-11 | 5/6to | 5to 6-11 |6to 6to 6-11 | 6-12 6-12 5-12 5-12 | 6-12 6-12 | 7-16 |6to 5-13
12/13 12/13 10/12 10/14 10/12
Lower secondary 11-16 | 12/13- | 12/23- | 11-15 | 10/12 10/14- | 11-14 | 12-15 12-155 | 12-15 12-16 | 12to 12-16 | 7-16 10/12 - | 14-16
15/16 | 17/18 to 16 to 16 15/16 15/16
Upper secondary 16-18 | 15/16 | 17-18+ | 15-18 | 16to 16-18 | 14-18 | 15-18 | 15-18 | 15to 16-18 | 16/17- | 16-18 | 16-18 | 16- 16-18
to 18 18/19 16/18 18-20 18/19
Eng Aust Can Fran Germ | Hung Italy Japan | Korea | Neth NZ Sing Spain | Swed | Switz USA
Ages overlap as categories show the age of most pupils at start and end of each school phase.
The countries in italics are those with devolved responsibility for education. The information provided, particularly for these countries, may not apply to al regions
Appendix 3 National education aims
Educational aims, purposes, goals and principles, as stated in source documents consulted for INCA.
Eng | Aust | Can | Fran| Germ| Hung Italy Japan Korga Ngth NZ Sihg Spain Swed  Switz JJSA

9 USA: Although education is the responsibility of individual States, the United States Congress has enacted legislation, ia¢odis@@00: Educate America Act.
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France: Most students complete lower secondary education at 15 and are consequently required to continue into upper secondary education until they are aged 16.
Germany: Students must complete at least nine to ten years of full-time education followed by two to three years of part-time education.
Hungary: But attendance in pre-compulsory education at age five is also compulsory.
Hungary: Thereisaproposal to extend thisto age 18 from 1998.
Korea: Thefirst cycle of secondary education (age 12-15) is gradually becoming compulsory throughout the country. Post-compulsory schools (15-18) charge fees.
Netherlands: Full-time from agefive to 17 OR full-time from five to 16 plus two years’ part-time education. After age 16, school fees become payablee+iestaddasis.
Singapore: The average of ten years’ formal general educatianii®rsal but not compulsory

Sweden: There are proposals to extend the starting age to six for all students from September 1998.
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