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Preface
Networking European Citizenship Education

Finding a way to incorporate the European dimension into the educational
work that is taking place in citizenship education is vital to the field’s sur-
vival. Because citizenship education arises out of a variety of national his-
torical backgrounds and is shaped by political frameworks that vary from
country to country, its development is often bogged down by national con-
cerns. The history of the emergence of the German Federal Agency for Civic
Education (Bundeszentrale f r politische Bildung, or bpb) contains typical ex-
amples of this phenomenon.
As a governmental institution that is also committed to non-partisan work

in controversial areas, the bpb is unique in Europe, both in terms of
conditions governing its activities and its size. Founded in 1952 with a man-
date to ‘anchor and propagate democratic and European awareness’, the
Federal Agency for Civic Education is now an integral part of a ramified
citizenship education system initially established to continue the work begun
during the Allied re-education programmes in post-war (West) Germany.
The experiences of the Second World War, National Socialism, and the
Holocaust had convinced those who were laying the foundations for the
new republic that simply putting a democratic political system in place
would not be enough to turn Germans into democratic citizens. Instead,
the population needed to become familiar with the freedoms of and respon-
sibilities in a democratic nation through extensive education and training
programmes, which were aimed at fundamentally altering German ‘con-
sciousness’ as well as encouraging the process of coming to terms with Ger-
many’s past.
Since its founding, the Federal Agency for Civic Education has sponsored

publications, educational multimedia programs, and events that seek to in-
crease democratic awareness and give people the tools they need to form a
political opinion and participate in the democratic process. In some cases,
these efforts address the population directly. In others, they are directed at
what are known as ‘multipliers’, such as schoolteachers or educators who
work with young people and adults in extracurricular capacities. In addition
to these educational activities, the bpb also sponsors annual conferences,
seminars, and congresses involving about 400 non-governmental institutes
for civic education.

9



Against the backdrop of the bpb’s historical roots and legal status, it’s no
surprise that the organization’s work and activities were for many years pri-
marily concerned with topics from a national perspective. In the last few
decades, however, the bpb has also focused increasingly on questions of
European integration and issues in international politics.
Today, the circumstances surrounding citizenship education are charac-

terized by the internationalization of politics, finance, and even culture.
More and more, the problems that have lent a breath of fresh air to citizen-
ship education’s legitimacy have arisen within the framework of European
and international processes, and now extend far beyond national borders. To
adequately respond to current challenges, Europe’s citizens must develop a
political consciousness that is no longer mired in regional or national ways of
thinking, but instead takes stock of global interdependencies and builds on
categories such as worldwide development, justice, democracy, and willing-
ness to compromise. Under the influence of this imperative, many citizens
have the impression that their ability to influence or help shape political
events is rapidly dwindling. Citizenship education must therefore also
help redefine citizenship action under this set of rapidly changing conditions,
and communicate to citizens the skills necessary for coping with those
changes.
These developments have contributed to the fact that citizenship educa-

tion has recently begun to attract a great deal of interest, particularly at the
transnational level. Since 1997, the Education for Democratic Citizenship
project (EDC), sponsored by the Council of Europe, has worked to create a
sustainable basic framework for its member states in the field of human rights
education. At the EU level, efforts surrounding active citizenship initiatives
and related educational measures have grown immeasurably in importance,
not least due to the debate sparked by attempts to ratify a European Con-
stitution. In 2006, the ‘White Paper on European Communication Policy’,
which was developed within the framework of ‘Plan D’, explicitly stipulates
reinforcing commitments in citizenship education.
The underlying belief that powers this initiative is the conviction that, as

Europe grows together, only a politically mature European populace of citi-
zens will be able to master common challenges and sustain democracy here.
Within this context, citizenship education must itself first go through a cu-
mulative process of Europeanization before it will be able to live up to these
challenges. The still substantial ‘walls’ that lead to the isolation of both the
involved parties and their individual national discourses must first be broken
down. In spite of a long list of comparative studies and European networks,
these barriers remain high. On the one hand, we must establish transparency

10

Preface



for systems, methods, and approaches for citizenship education in Europe.
On the other hand, we have to use a transnational discourse to identify cur-
rent challenges, and develop common approaches for overcoming them.
Last but not least, we have to come to a consensus on what ‘European cit-
izenship’ actually means, and how citizenship education must be structured
in order to smooth the path during the paradigm shift away from responsible
national citizenship towards responsible European citizenship.
Through the NECE-Networking European Citizenship Education area

of focus, which has been active since 2004, the Federal Agency for Civic
Education has provided long-term support and played an active role in mod-
elling the necessary process of citizenship education’s Europeanization. It has
made good use of the unique possibilities and competencies given to a gov-
ernmental organization that is also an interface between state and private
institutions of education. A wide variety of cooperating partners and target
groups are integrated into bpb activities, as are scholars affiliated with rel-
evant institutions. In principle, NECE can therefore be viewed as a pro-
gramme that supplements and supports existing initiatives.
Developing the interactive NECE-database (www.bpb.de/nece) is just

one way the bpb is helping to establish transparency for individuals, insti-
tutions, and networks active in the field of citizenship education in Europe.
After registering with the database, experts and relevant organizations can
present profiles and projects, network with others in closely-related areas,
and search for cooperating partners.
NECE promotes the transfer of skills and know-how across national

borders. At the same time, it provides a forum for an interdisciplinary ap-
proach to problems, as well as helping to identify areas of citizenship edu-
cation in Europe that need work. To encourage this process, the bpb also
regularly sponsors NECE-workshops aimed at bringing together a diverse
range of partners. Participants include experts from education and extra-
curricular training programmes, representatives from governmental and
non-governmental organizations, instructors, scientists from many fields
of study, and decision-makers from European nations. The results ham-
mered out in the expert workshops eventually become part of the pro-
gramme at annual NECE conferences. How must European citizenship
education reinvent itself in order to cope with the heterogeneity that is
an aspect of countries of immigration? How can we best communicate his-
tory from a European perspective, or what has to be part of a common Euro-
pean citizenship education ‘mission statement’? Those are just a few of the
central questions that have been addressed within the framework of NECE
to date.
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This volume looks at many of the topics discussed at past NECE-events,
and provides a glimpse into the current state of citizenship education and
relevant expert discourse in Europe. Presentations of successful practical ap-
proaches round out the theoretical contributions. With this first major
NECE publication, the Federal Agency of Civic Education is continuing
its contributions to the establishment of a European citizenship education
community, which in the end helps foster a more vocal and active European
public.

Petra Gr ne
Head of Department of the Federal Agency for Civic Education/bpb, Bonn

Thomas Kr ger
President of the Federal Agency for Civic Education/bpb, Bonn
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Viola B. Georgi

Introduction
New Perspectives on Citizenship Education
in Europe

European societies, albeit at different paces, have undergone profound
changes in the fabric of their populations due to EU-enlargement, global-
ization, and migration processes. These developments have added tremen-
dously to a new mobility, which finds expression in transnational economic,
political, and social phenomena such as European joint ventures, European
political institutions, NGOs working across borders, research groups, Euro-
pean exchange programmes for pupils and students, and possibilities to com-
mute between countries for career and employment. As a consequence,
European nation-states are becoming even more diversified; in addition
to the traditionally and regionally based ethnic groups, ‘new’ ethnic groups
and other minorities within these states have been engaged in attempts to
attain cultural, political, and economic rights (Soysal 1994). Apart from this
development the nation-state model itself is being eroded. That is why
scholars such as Stephen Castles and Alastair David (2000) argue ‘that basing
citizenship on singular and individual membership of a nation-state is no
longer adequate’ (1). For them citizenship should not derive from member-
ship in an ethnic or cultural group or another ‘imagined community’, but
from residence in a state’s territory. They make the case for a concept of
citizenship that focuses on the political community without any claim to
common cultural identity (25). Considering these changes, traditional mod-
els of citizenship and related concepts of citizenship education must be re-
thought. An urgent need exists for a more flexible and more broadly based
concept of citizenship, one that goes beyond the notions of citizenship as
determined by ethnocultural descent. Rather, citizenship in this new ‘glo-
balized’ and ‘postcolonial’ Europe needs to build on an idea of ‘community’
that embraces the local, the national, the regional, and the transnational con-
texts in which individuals move simultaneously. Castles and David in this
context argue that ‘new approaches to citizenship are needed, which take
account of collective identities and the fact that many people now belong at
various levels to more than one society’ (2000: 1).
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Thus, even though legal and social rights and entitlements will continue
to furnish essential elements for the concept of citizenship in Europe, com-
munity based understandings of citizenship that are seen as part of a con-
tinuing process of social negotiation are gaining more currency in the public
discourse surrounding these issues. This is the point of departure for a fruitful
debate on how to fill European citizenship with life, beyond the pure ju-
ridical framework. Approaching citizenship and citizenship education from
such a perspective brings about the necessity to further examine and reflect
citizenship as a category of belonging and as a practice. The European Parlia-
ment and the European Council embrace this idea of ‘citizenship as a prac-
tice’. Therefore, in their Recommendation (2006) on key competences for
lifelong learning, ‘civic competence’ is identified as an essential concept for
creating and measuring citizenship practices in Europe.1 Civic competence,
according to this document, is based on ‘knowledge of the concepts of de-
mocracy, citizenship, and civil rights, including how they are expressed in
the Charter of Fundamental Rights of the European Union and applied by
various institutions at the local, regional, national, European and interna-
tional levels. Knowledge of main events, trends and agents of change in na-
tional, European and world history and present, with a specific view on
European diversity is essential, as is knowledge of the aims, values and pol-
icies of social and political movements’ (2006/962/EC).

1. Implementing a European Dimension

The European Union and the Council of Europe, as well as national edu-
cation authorities, have developed policies, programmes, and projects whose
aim is to promote the integration of a European dimension in teaching and
learning processes of young people. Although most governments in Europe
support this agenda, a recent comparative survey on citizenship education
documents that the European dimension is still rather neglected in curricula
for civic and citizenship education, which are for the most part still limited to
national affairs (Eurydice 2005). The survey confirms the persistence of na-
tional foci. Thus, for citizenship education in Europe some of the most im-
mediate questions become: How can (national) educational efforts incorpo-
rate European citizenship as a transnational topic? How can citizenship
education contribute to forging an inclusive European identity that is based
on the recognition of common history and values, and at the same time is
open to dialogue, negotiation, and critique? The German philosopher J r-
gen Habermas in this context emphasizes that European integration is less
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about forging a strong European identity than about opening up citizens to
supranational processes of political reflection and decision-making that will
enable them to think in reciprocal and inclusive patterns (2004: 76).
From this perspective, a major objective of Citizenship Education in Eu-

rope can be seen in the formation of European literacy: learning about public
life in Europe, being an informed citizen, developing knowledge, under-
standing, critical thinking, and independent judgement on local, national,
European, and global levels. A European dimension of learning to live in a
democratic society, therefore, requires the study of history, geography, lit-
erature, and languages from a multi- and intercultural perspective.2 Given
this normative framework of what young people should learn about Europe
and (European) citizenship, it seems enlightening to look at young people’s
actual opinions and self-perceptions when they think about Europe.

2. Young Citizens in Europe: Attitudes and Policies

Seventy-five million Europeans – about 15 % of the European population –
are between the ages of 15 and 25. For these young people, growing up
demands not only that they develop a sense of belonging to a particular
community, region, and the nation-state in which they live, but also to a
greater political construct called the European Union. The following data,
taken from Eurobarometer (2005), give us some idea about what young Euro-
peans (15–24 year-olds) know and feel about Europe:
– Membership: 63 % of young people in Europe think that membership in
the European Union is a positive thing. Only 8 % think negatively about
the membership.

– Knowledge: a majority argue that they know rather little about the Euro-
pean Union – 54 % think they know little about the EU and 17 % say
they know (almost) nothing about the EU; 2 % feel very well informed,
and 27 % feel well informed. These self-assessment results were empiri-
cally supported by instruments that tested actual knowledge.

– Belonging: 65 % of young people in Europe feel a sense of belonging to
Europe, while 35 % do not.

European developments have gained increasing significance for the life and
career planning of young people in Europe. Opportunities for experiences
outside the boundaries of individual countries within the EU have multi-
plied massively over the past years. Open borders and the freedom to move
about unhindered are now taken for granted: more and more young people
criss-cross the continent, participating in youth exchanges and youth pro-
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jects, doing internships, serving as volunteers, studying, or undergoing their
vocational training in European countries other than their ‘own’. These
European experiences that occur relatively early in life will strongly influ-
ence how young people will later deal with linguistic, cultural, and religious
diversity. As a result, learning foreign languages, as well as the acquiring and
reflecting of intercultural and democratic competences become key issues in
the socialization process of young Europeans.
Realizing the enormous potential represented by European youth’s in-

ternational and intercultural encounters, the European Commission decided
to allocate a substantial block of funds to support a new generation of educa-
tional programmes (2007–2013) devoted to fostering ‘Active Citizenship’
(European Commission 2005a). The goals are ambitious, as evidenced by
the following data (European Commission 2004; Rappengl ck 2006):
– Between 2007 and 2013 every twentieth child will have participated in an
activity of Comenius, a vocational exchange programme for young Euro-
peans.

– By 2011, three million students will have taken part in European student
exchange programmes, thus tripling the current numbers.

– During each year between 2007 and 2013, 150,000 employees and ap-
prentices will have enrolled in an exchange programme.

– With an additional youth focused programme called Youth in Action
(funded at the level of E885 million), out-of-school youth exchange,
youth volunteering, and youth cooperation in Europe will be increased.

These programmes are being accompanied by additional, though not nec-
essarily youth specific, efforts such as Plan ‘D’ – Dialogue, Debate and De-
mocracy – initiated by Margot Wallstrçm, current vice-president of the
European Commission (Cf. Wallstrçm 2005). Her White Paper on Commu-
nication (2006), places citizens and democracy at the heart of the political
project of the EU. It appeals to the member states to develop a ‘partnership’
with their citizens. Democratizing European politics, Wallstrçm argues, re-
quires not only time but commitment and leadership from all levels of the
EU: ‘Local, regional and national politicians, parties and NGOs must take
greater responsibility for encouraging more democratic and wider debate
about the EU’ (Wallstrçm 2006). It is in this context that the international
and intercultural communication of young people and young people’s or-
ganizations and associations have become a major focus for European
(youth) policies.
According to the aforementioned guidelines, the European Commission

considers young people as vital in ensuring that the 2000 Lisbon goals can be
met. These goals, as will be further explained, emphasize that young people
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are the future work force, the future source of research capabilities, inno-
vation, and entrepreneurship. These goals can, however, only be met if bar-
riers, such as growing up in poverty, are removed, and if young people are
adequately equipped with a high level of knowledge, skills, and competen-
ces, relevant education and training. Addressing these requirements and con-
cerns of young people, theCommission has adopted a Communication on Youth
Policies (2005), a follow-up to the so-called European Youth Pact (2001) by the
European Council in 2005.3 The Youth Pact has made young people a key
part of the renewed Lisbon partnership for growth and jobs. To achieve these
goals, the Pact proposed taking action in the fields of employment, integration
and social advancement, education and training, mobility, and the reconciling
of family and work life. Adopting a new framework of cooperation, the Euro-
pean member states identified the following four priorities concerning youth:
1. participation, 2. information, 3. voluntary activities, and 4. greater knowl-
edge and understanding of youth (through research).
The Commission’sWhite Paper on a New Impetus for European Youth (2001)

endorsed the active participation of young people in society and in decision-
making processes on local, regional, and national levels. The instruments for
youth participation promoted in the White Paper are manifold: informing;
promoting participation through information and communication technol-
ogies; promoting participation in the media; encouraging volunteerism and
community service; supporting young people’s projects and initiatives; pro-
moting young people’s organizations; encouraging participation in political
parties and non-governmental organizations (NGOs); institutional partici-
pation in local and regional affairs (e.g., youth councils, parliaments, and
panels); and general support for structures of youth participation (Commis-
sion of the European Communities 2001). The latest programme, launched
in 2007 – Youth in Action – is the successor to the former Youth Programme
(European Commission 2007),4 and seeks to develop in young people a
sense of personal responsibility, initiative, concern for others, and citizenship
and active involvement at local, national, and European levels. With its new
Europe for Citizens Programme5 the European Commission has placed the
promotion of active and responsible civic behaviour, beginning in school
and continuing throughout life, high on the political agenda. This develop-
ment can be very advantageous for citizenship education through its endor-
sement of young people learning more about Europe by exploring common
interests, issues of citizenship and participatory democracy across national
borders. The current political framework and climate suggests that a window
of opportunity for a broad and more sustainable implementation of citizen-
ship education in Europe is now open, a chance we should not miss.
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3. How this volume came about

The idea for this book was born within the framework of a European ini-
tiative, Networking European Citizenship Education (NECE), launched by the
Federal Agency for Civic Education in Germany in 2005. During that year, a
series of European workshops addressing important issues on citizenship ed-
ucation in Europe was held in cooperation with different partner organiza-
tions and in different European cities. Meanwhile, two big NECE-confer-
ences brought together over 500 teachers, programme developers, NGO-
representatives, politicians, and academics from all over Europe in order to
network and exchange ideas about issues relevant to citizenship education.
One was titledCitizenship Education in Europe: National Experiences – European
Challenges and took place in Berlin in 2006. The other one was held in Lis-
bon in 2007 under the topic Rethinking Citizenship Education in European
Migration Societies.6

This volume, The Making of Citizens in Europe: New Perspectives on Citizen-
ship Education, takes up important topics from the past NECE-work-
shops and conferences. In doing so, it analyses, interprets, and reports on
the variety of ways citizenship and citizenship education in Europe can
be defined. The contributors attempt to address the following list of ques-
tions from their respective academic, professional, regional, and national
contexts:
– What is Citizenship Education? Why should we engage/invest in it?
What role does (general) education play in terms of making good (Euro-
pean) citizens?

– What are the dimensions of Citizenship Education? What is the nature of
the intersections of Citizenship Education with issues of diversity, gender,
and human rights?

– What are the challenges of Citizenship Education in Europe today?
– How can the national/regional/local agents of Citizenship Education in
Europe become more linked (e.g., exchanging programmes, materials,
experience, expertise)?

– How can the effect of Citizenship Education be measured (e.g., quality
assurance, assessment, evaluation)?

– What significance is ascribed to citizenship education in the political dis-
course of/on Europe? What political provisions are being made by in-
stitutions (e.g., European Commission, Council of Europe) to promote
and support the ‘case’ of citizenship education in Europe?

– What are the different concepts of Citizenship Education in Europe?
What does the practice of citizenship education look like in different
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countries? What are the respective opportunities for/obstacles to the im-
plementing of citizenship education?

– How do we identify the European dimension of citizenship? How can
membership and belonging to the European community be expressed in
terms that are equivalent to traditional ideas of national citizenship? What
is necessary to infuse such a concept with the power to establish social
cohesion that can be understood as similar to that devolving from national
categories of identity?

– What new and innovative approaches to Citizenship Education in Eu-
rope currently exist (in and out of the school sector)?

With such questions in mind, these authors have produced a collection of
articles whose common interest is the developing, scrutinizing, and promot-
ing of conditions under which learning and living democracy in Europe can
most effectively occur.
Part I, ‘Citizenship and European Citizenship’, explores the relationship

between citizenship and European citizenship. Dieter Gosewinkel devel-
ops a historical perspective on citizenship in Europe by unfolding its double
meaning: membership in a political community (rights and duties) and a
form of active behaviour towards the community with the aim of becoming
a good and responsible citizen. Gosewinkel outlines how the concept of
citizenship has developed in Europe and how it has expanded frommember-
ship status in a local community to membership status in the territorial na-
tion-state. Looking at the inception of citizenship in Greek city-commun-
ities and the Roman Empire, Gosewinkel shows how the concept and ideal
of citizenship spread worldwide, creating states based on the principle of
constitutional democracy. More contemporarily, citizenship as entitlement
to individual rights, Gosewinkel argues, has been transferred from the level
of the nation-state to the level of supranational communities, the European
Union serving as an exemplary case.

Ute Frevert has structured her article around the questions ‘What is a
citizen?’, ‘What is a European citizen?’, and finally, ‘What is a good Euro-
pean citizen?’. Guided by this sequence of queries, Frevert develops a his-
torical perspective on the European integration process, drawing the reader’s
attention to both the inclusionary as well as the exclusionary effects of Euro-
pean citizenship. She dares to envision the ideal of the good European citizen
– as a ‘normative leitmotif’ – and consequently welcomes the attempt of
major European institutions such as the European Council and the European
Commission to empower citizens by promoting active democratic citizen-
ship. Frevert makes a strong case for interactive and collaborative projects
that enable Europeans to see themselves through the eyes of others, criticiz-
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ing any kind of unilateral emphasis on national politics of memory. And she
concludes by advocating for a citizenship education that recognizes the role
of immigration and treats the immigrant experience as an integral part of
European history.

Tony Venables and Naomi Holford approach the theme from a more
legalistic perspective, asking how the rights guaranteed by European citizen-
ship are reflected in citizenship education. The article by these two authors
introduces the varying conceptualizations and current (juridical) discourse
on European Citizenship. By doing so, they point at problems inherent to
establishing transnational citizenship, such as the crucial question of whether
European Citizenship needs to be constructed on the basis of a common
European history or a set of shared cultural values, or whether European
citizenship can simply be assembled through the act of participation and
the employment of citizen rights. Pleading for the latter, Venables and Hol-
ford argue against the rediscovery of European communalities in service to
the forging of a European identity at the expense of those who do not share
this heritage.
Part II, ‘Dimensions of Citizenship Education’, explores three important

dimensions of citizenship education: human rights, gender, and diversity.
Claudia Lohrenscheit looks at citizenship education through the lens
of human rights (education). She asserts that learning about human rights
is a vital aspect of citizenship education, and she stresses the distinctions be-
tween implicit and explicit approaches for including human rights education
as a subject in citizenship education. Lohrenscheit explains the cycle of hu-
man rights education along the three dimensions of ‘learning about human
rights’, ‘learning for human rights’, and ‘learning through human rights’,
drawing on the core elements of a modern understanding of those rights:
equality, freedom, dignity, and rights. Her article ends by reminding the
reader that in many places in the world the development and implementa-
tion of human rights and human rights education remain unfulfilled prom-
ises.Ursula Apitzsch interrogates the relationship between citizenship, mi-
gration, and gender. In her analysis of the history of immigration and
integration policies in the EU countries, she points at unequal gender con-
structions within immigration policies in Europe. She argues that these pol-
icies constructed immigrant women as a deviant, subordinated female ‘oth-
er’, and thus she identifies some of the constraints female migrants face when
it comes to citizenship. Apitzsch cues us to the fact that the EU provides
access to social rights only to those who are part of the paid labour system.
Women, particularly migrant women, are often not part of this system, es-
pecially if they are undocumented. The unpaid care work in which many
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immigrant women are frequently engaged is not yet recognized as an ex-
pression of their responsibility as citizens. In a critical revision of Thomas
Humphrey Marshall’s theory of social citizenship, Apitzsch looks to more
recent feminist studies in which the case is made for a more inclusive and
pluralistic notion of citizenship, one that would make it easier for migrant
women to become active citizens. Viola B. Georgi elaborates on the sig-
nificance of diversity for citizenship education. Drawing on the diversity and
multicultural citizenship discourses in traditional immigration countries such
as the United States and Canada, she describes the political and educational
challenges of a Europe that is increasingly composed of multicultural, dem-
ocratic nation-states. Georgi argues that the deepening of ethnic divides
within these nation-states, and the quest by different groups for cultural rec-
ognition and rights, challenges the assimilationist notions of citizenship and
citizenship education. She then makes the case for (re)conceptualizing cit-
izenship and citizenship education in the light of diversity, delineating some
major intersections of intercultural and citizenship education, and focusing
on learning objectives with regard to knowledge, skills, and attitudes. The
current process of evaluating and rethinking different models of multicul-
turalism and citizenship in Europe, Georgi maintains, may result in new
approaches to citizenship education that promise more intercultural aware-
ness, more equity, more social cohesion, and more democracy in Europe.
Part III, ‘Perspectives on Citizenship Education: Country Profiles’, in-

troduces different European perspectives on citizenship education based on
case studies of the history and current status of citizenship education in Ger-
many (Dirk Lange), France (Elise F ron), Portugal (Maria Helena Sale-
ma), the UK (Ted Huddleston), and Slovenia (Mitja Sardoč). These au-
thors address both country specific and overarching issues of citizenship
education that derive from particular and/or similar conditions of the educa-
tional discourse and accompanying policies in their respective countries.
Part IV, ‘New Approaches to Citizenship Education’, examines some

new and successful approaches to citizenship education in Europe today.
It presents a number of selected projects from different European countries,
providing the reader with some unconventional and fresh ideas on what is
possible in and with citizenship education. Olçf Olafsdottir presents a
project by the Council of Europe called Education for Democratic Citizenship
and Human Rights, which has had a strong impact on the European discourse
and European practices within citizenship education. Stefan Marschall
discusses the idea of the ‘Wahl-O-Mat’, developed by the German Federal
Agency for Civic Education, and how it has become one of the most popular
and successful online projects for increasing political awareness, participa-
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tion, and communication in periods preceding elections in Germany. Mar-
schall draws on the positive evaluation results the tool has received and em-
phasizes its transnational potential as an online tool, one that could be put in
place in time for the next elections of the European Parliament, thereby
contributing to the making of European citizens. Stefan Rappengl ck in-
troduces the notion of ‘parliament simulations’. First, he notes the growing
gap between young people and the political system as demonstrated by some
recent studies. He then considers the possibility of using simulations and role
play as effective tools for narrowing this gap, which is often grounded in a
lack of knowledge about the political system, its institutions, and respective
procedures. Rappengl ck introduces role-playing exercises as applied to
legislative processes in the German federal and state parliaments: these sim-
ulations take place in actual parliamentary legislative halls and committee
rooms; profiles of real parliamentary roles and the different positions taken
by real life political parties concerning real life political issues and questions
provide the basis for pupils to assume active personas as ‘parliamentarians.’
Taking a detailed look at the method, learning objectives, and organization
of the learning process, Rappengl ck explains how participatory simulations
can provide opportunities for social learning as well as an increase in knowl-
edge (e.g., of democratic dilemmas, parliamentarian procedures).Calin Rus
puts forth a model project from Romania that utilizes information and com-
munication technologies in the service of intercultural and citizenship edu-
cation. Under this model, a project idea becomes concrete through the es-
tablishment of what are termed ‘online learning partnerships’. Rus describes
for the reader a sequence of (research) tasks centred on a common topic that
students from two or three classes, from different schools and countries, and
guided by their teachers, would simultaneously work their way through over
the course of a three-month period. Rus emphasizes the intercultural learn-
ing potential of these virtual learning partnerships, which not only enable
students to interactively explore issues on local, regional, and international
levels but also confront them with the diversity of positions that can exist
within and across their individual classrooms, schools, and countries. Since
the Internet exchange requires research and field study, Rus stresses the fact
that participants learn to make use of a variety of sources of information/
communication, including consulting relevant actors from their everyday
environments. Raji Hunjan presents the British project ‘Inspiring Schools
– Embedding Pupil Participation’. Hunjan describes how the launch of a
citizenship curriculum in England in 2000 prompted many schools to em-
brace pupil participation for the sake of encouraging active citizenship; ‘In-
spiring Schools’ was designed as a support project for these schools. Studies
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conducted in the UK on citizenship education found that many schools were
limiting the degree of pupil participation and only involving a very small
number of students. Hence, as Hunjan explains, the necessity for a ‘whole
school’ approach, one in which schools are transformed into participatory
institutions. To achieve this goal, teacher training and model workshops
involving all stakeholders set out to develop school specific strategies for en-
couraging more pupil participation. She notes that while the toolkit Inspiring
Schools: Resources for Actionwas designed to support schools in the UK it has the
potential to kick-off a Europe-wide Inspiring Schools Action network. Tim
Verbist’s article examines the major components of a European project called
Youth Empowerment and Partnership Programme (YEPP), conceived to en-
courage young people, particularly those living under difficult conditions, to
participate, make decisions, and take responsibility for themselves and their
local community. Verbist outlines the general political and social context of
the YEPP programme, which seeks to distinguish itself from other youth
empowerment projects through its systemic, sustainable, community-based
and transnational approach. The case study of Antwerpen-Noord (Belgium)
provides the reader with an inside look at how YEPP’s activities are carried
out for and by young people in this particular locality.
Part V, ‘Quality Assurance and the Implementation of Citizenship Edu-

cation’, deals with citizenship education from the perspective of research,
monitoring, and evaluation.David Kerr surveys the latest research and stud-
ies on citizenship education in Europe, sketching out some of the main de-
velopments and outcomes of citizenship education at a supranational and
European level. In doing so, he focuses on the analysis of four landmark
supranational initiatives concerning citizenship education in Europe: the
Council of Europe’s Education for Democratic Citizenship Project, the
IEA Civic Education Study 1999, the EURYDICE survey – Citizenship
Education at School in Europe (2005) –, and the very recent (2007) Euro-
pean Commission initiative for developing programmes and indicators for
civic competence and active citizenship. Kerr emphasizes the importance of
developing and strengthening the evidence-base of citizenship education as
part of efforts to close the compliance gaps between research, educational
practices, implementation strategies, and policy-making. Janez Krek ex-
plores the complex relationship and tensions between citizenship education
and quality assurance within schools and school systems. He presents and
analyses a scheme for quality assurance that can be administered by schools
themselves, underscoring the significance of school self-evaluation as an in-
tegral part of school development. In order to provide relevant information
that supports the planning of school development, he also notes the impor-
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tance of creating indicators that not only reflect school reality but that use
language familiar to all the relevant actors. As an example of indicators that
can be used to assess citizenship education programmes, Krek presents the
Tool for Quality Assurance of Education for Democratic Citizenship as well as the
concept of School Development Planning, both formulated under the auspices
of the Council of Europe.
Part VI, ‘Past, Current, and Future Challenges of Citizenship Education’,

takes up the important issue of articulating and promoting a more inclusive
concept of citizenship and citizenship education in Europe. Jagdish Gun-
dara analyses the intersections of intercultural and citizenship education
from the perspective of civilizational knowledge, abstracting in particular
those historical periods from the so-called cultural revolutions from the
Tributory Era to the Enlightenment (and beyond), which may contribute
to understanding and developing a notion of ‘inclusive globalism’. Gundara
poses the question of whether it is possible for educators to pool civilizational
knowledge in a way that does not polarize along the lines of differences and
diversities, but rather allows syncretism to evolve and inform citizenship
education. He makes the point that teaching about the historical legacies
and current realities of inequality is a crucial dimension of citizenship edu-
cation and must be embedded into the positive narratives of struggles for
equality, citizenship, and human rights. Audrey Osler and Hugh Starkey
query the traditional nation-states based understanding of citizenship, argu-
ing that this model is an anachronism given the complexity of being a citizen
in the twenty-first century. Building on the ideas of the American philos-
opher John Dewey, they argue in favour of the concept of cosmopolitan
citizenship. As empirical support for this notion, they provide qualitative
data from a research project on citizenship and youth in the multicultural
British city of Leicester. The interviews Osler and Starkey conducted with
young people from diverse backgrounds reveal significant concerns over is-
sues of identity and community, underlining and bringing ‘home’ the fact
that the widespread phenomenon of multiple and dynamic identities has
moved citizenship and citizenship education far beyond the borders of
the nation.

Notes

1 Cf. European Parliament (2006).
2 In order to illustrate this agenda and its official implementation, I would like to

introduce an example of good practice: the transnational and intercultural initiative
Europe at School, running under the joint patronage of the Council of Europe, the
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European Commission, the European Parliament, and the European Cultural Foundation.
The objective of Europe at School is to create and promote a European awareness
among pupils and students, as well as among teachers. By integrating European
themes of central and current concern into education, Europe at School aims to
help young people develop personal and social competences and skills that can
help them meet the challenges of modern societies in a larger Europe. Europe at
School encourages young people, supported by their teachers, to (1) improve their
knowledge and understanding of other cultures and of European cooperation and
integration; (2) develop a sense of responsibility for shaping their own lives and their
environment in Europe; (3) become aware of being European citizens; and (4)
understand and respond to the permanent challenges that a knowledge-based society
implies. The initiators of Europe at School claim to have developed effective tools
(e.g., a European school award) for implementing a European dimension in edu-
cation, reaching out to a remarkable number of students and teachers all over Europe
(Europe at School, 2005).

3 It was the first time that a Youth Council sent a representative to a European Council.
4 The Youth Programme (2001–2007) was a mobile and non-formal education pro-

gramme targeting young people aged 15 to 25. It offered many possibilities for
experiencing Europe: group exchanges, individual volunteer work, as well as support
for these and other activities.

5 The programme seeks to bridge the gap between citizens and the European Union,
providing the Union with instruments to promote active European citizenship. It
will respond to the need to improve citizens’ participation in the construction of
Europe by encouraging cooperation between citizens from different countries, as
well as their organizations, in order to meet, act together, and develop their own
ideas in a European environment that goes beyond a national vision and respects
diversity (European Commission, 2005b).

6 For the programme of the NECE-Conference in Berlin see website www.bpb.de.
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I.
Citizenship and
European Citizenship





Dieter Gosewinkel

Historical Reflections on Citizenship
in Europe

Citizenship means membership in a political community. As a membership,
citizenship confers the status of equality among all citizens with respect to the
rights and duties that the status implies (Barbalet 1988: 15). Citizenship also
signifies a form of active behaviour towards the community, which constitutes
the good and responsible citizen. These two basic meanings of citizenship
apply to all of the historical phases that the formation of citizenship as subject
and concept has undergone.

1. Citizenship as a historical subject

The historical origin of citizenship is European. While every human group
has developed institutions by which to define its members and procedures for
making new members, the Greeks were the first society to combine the legal
provisions of membership with a political theory of membership virtues and
institutions in order to perpetuate their idea of citizenship. The legal status of
citizenship established equality among Athenian citizens in terms of their
rights and obligations. The status of equal membership marked privilege
vis- -vis non-members. Apart from the legal framework, the concept of
Athenian citizenship included a set of citizen values, behaviours, and com-
munal attitudes. Ideally and practically, though not necessarily, ‘passive’ legal
citizenship was linked to democracy by the civic virtues of an ‘active’ citizen,
which permitted him to ‘share in the polis’, a politically active and auton-
omous community (Manville 1990).
Roman citizenship was more complex, expansive, and legalistic than its

Greek counterpart. The history of Roman citizenship over eight centuries,
from the end of the monarchy to the decline of the Roman Empire, reveals
the stages of its development from an instrument for defining the city-state
community to one for the legal integration of an extensive world empire. By
the first century BC, citizenship in the Roman Republic had reached its
greatest ‘density’: the highest level of participatory rights in the government
of the republic and equality before the law accompanied a golden age of civic
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education and virtues. This construction lost its balance in the Roman Em-
pire. A centralized, differentiated legal order within the city or state had
proved to be the indispensable precondition for the development of citizen-
ship. With the loss of a central, universal legal structure at the end of the
Roman Empire, citizenship became obsolete as a political concept.
Christianity rejected the model of political order to which ancient phi-

losophy, especially that of Aristotle and Cicero, had contributed. It devel-
oped a complete and alternative system of social and moral values that helped
establish a new institutional political order. The rise of Christian corporatism
and its unlimited commitment to the Kingdom of God produced a dichot-
omous organization of the body politic. A dual system of metaphysically
based allegiance to the Church and personal allegiance to the monarch arose.
A system of multi-faceted loyalty replaced the citizen’s concentrated loyalty
to the state.
The lack of a centralizing and nationalizing state power in parts of

medieval Europe left room for the growth of a strong, urban citizenship,
particularly in the city-states of northern and central Italy. Along with
the weakness of the monarchy, a certain continuity of Roman law and civic
responsibility formed the backdrop for the upsurge of a politically active
municipal life with a high participation of the citizenry in decision-making.
A vigorous philosophical revival of the Aristotelian concept of citizenship,
and the founding of universities and vital communal life in Upper Italy paved
the way for a resurgence of the classical concept of citizenship during the
Renaissance (Heater 1990: 23). The theory and political order of state sov-
ereignty in European absolutism, with its concentration of central state
power and its unambiguous claim to loyalty, prepared the ground for a na-
tional rather than local concept of modern citizenship. The personal and
territorial delimitation of sovereign states and the ordering of their interna-
tional relations increased the necessity to define membership in and alle-
giance to the state. The call for (individual) rights of religious freedom
and self-government, strengthened by religious opponents of the state
and revolutionary efforts to found governments upon popular sovereignty,
in England, for example, were the predecessors to active citizenship.
The eighteenth century brought a breakthrough in the defining of cit-

izenship, with political theory and institutions at its core. The word ‘citizen’
– and its French equivalent citoyen – became a key concept in the legitima-
tion of the political struggle against the feudal ancien r gime, as well as in the
struggle for equality before the law, freedom from religious discrimination
and arbitrary arrest, the extension of political rights, and popular democracy
(Gosewinkel 2001). The decisive step from a political and educational pro-
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gramme to a legal guarantee was, however, taken by American constitution-
alism before it occurred in Europe. The revolution of the American colonies
against the ties and obligations incurred by being subject to the English
Crown was accompanied by a decisive change in legal terminology. Within
the decade before the enactment of the Federal Constitution (1787), the
term ‘citizen’ came to replace previously related words such as ‘subject’
and ‘inhabitant’ in constitutional texts. The republican concepts of ‘citizen’
and ‘citizenship’ marked a political and terminological break with the feudal
age. From this point onward, citizen and citizenship became core terms of a
state order based on democracy and constitutionalism (Waldinger, Dawson
and Woloch 1993).

2. The nationalization of citizenship and beyond

The French Revolution made citizenship (citoyennet ) one of its key concepts
(Waldinger et al. 1993). This new citizenship combined four traits that were
to become essential for the development of citizenship throughout the nine-
teenth and twentieth centuries: an egalitarian, anti-feudal impetus; confirma-
tion as a key concept of the legal constitution; an association with extensive
individual rights; and finally, nationalization. The modern concept of citizen-
ship arose together with the concept of the nation-state (Bendix 1964) and
became one of its central legal institutions. The age of revolution and con-
stitutionalism in the Western world was also an age of an increasing delim-
itation of national citizenries. Extended citizenship law came to define mem-
bership in the nation-state as well as the rules of naturalization policies.
Citizenship and citizenship law (in the sense of nationality law to define
formal membership in a nation-state) became key instruments for defining
national identity and controlling migration in a modern world characterized
by increasing transnational mobility (Brubaker 1992).
This can be explained more precisely by looking at the German case: The

development of the German notion and concept of Staatsangehçrigkeit (‘na-
tionality’ as a legal status of membership) accompanied the rise of the modern
nation-state (Gosewinkel 2003). This was linked to the upswing of the prin-
ciple of descent (ius sanguinis). From the middle of the nineteenth century
this principle came to exclusively regulate the primary acquisition of Staats-
angehçrigkeit in German states. Originally it was to be an institution of mod-
ernization and state regulation. At the beginning of industrialization, modern
German territorial states faced rising work migration and poverty. Compared
to the fluctuations and contingencies of territorial mobility, the quality of
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physically-rooted descent from state-members seemed to offer the advantage
of permanence and unambiguity. However, this state-rational impetus soon
came under the influence of nationalist political theory, both in terms of legal
science and bureaucratic use. Increasingly, the principle of descent was re-
garded as the ‘true national’ principle of belonging to the state. At that time,
German Staatsangehçrigkeit developed into an institution of predominantly
ethnocultural descent. The practice of naturalization became an instrument
to homogenize state-membership according to substantial ethnocultural cri-
teria of language, custom, religion, national origin, or even ‘race’, and was
common to the majority of European states from the turn of the twentieth
century to the period after World War II.
The central function of citizenship in defining membership in the sense of

nationality was supplemented by a second main function, i.e., conferring
upon the citizen individual rights vis- -vis the state. In the nineteenth
and early twentieth century, Western constitutional states extended the
range of civil, political and, increasingly, social rights that had been reserved
mainly for their own citizens. The nationalization of citizenship as a mem-
bership status corresponded to a nationalization of citizens’ rights. Citizen-
ship became an institution for distributing ‘life opportunities’ in a world of
nation-states.
As the importance of citizenship as a legal entitlement increased, its ex-

tension to new members became more and more contested within the na-
tional citizenry. The struggle for inclusion, in European as well as in Amer-
ican constitutional law, dominates the history of citizenship to this day. The
gradual extension of equal civil rights to groups resident on the nation-state’s
soil who had been denied citizenship rights and were subjected to discrim-
ination on the basis of ethnic or national origin, religious beliefs, social status,
or gender, determined the direction that citizenship was to take. The claims
of discriminated groups to equality became the motor for full inclusion in the
community defined by citizenship.
With the decline of liberal democracy, the rise of radical nationalism,

racism, and totalitarian dictatorship in the constitutional states of Europe
(and Asia), the period between the two World Wars represented an inter-
ruption in the development of modern citizenship. In this age of extremes
the historical practice of Staatsangehçrigkeit politics also changed the concept
of nationality. The national-socialist race laws of 1935, e.g., destroyed the
abstract, unified model of Staatsangehçrigkeit. Instead, they distinguished be-
tween ‘simple’ state-members (Staatsangehçrige) and a special, privileged class
of full citizens of ‘German or related blood’ (‘Reichsb rger deutschen oder art-
verwandten Blutes’) (Gosewinkel 2003: 369).
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The dominance of ascriptive national, ethnic, or racial criteria in admis-
sion to citizenship, the splintering of the citizenry through hierarchical
classes of rights, the withdrawal of civil rights, and massive expatriation
of millions destroyed the core of equality within the concept of citizenship.
The rise of an army of stateless people deprived of rights and protection
(Arendt 1951) revealed how dependent citizenship was on the liberal legal
structures of the nation-state.
Developments after World War II, in Europe and beyond, were char-

acterized by a dual tendency. On the one hand, the restoration of liberal
democracy, particularly in Western Europe, saw a reconstruction of citizen-
ship. This was reinforced and extended to the global arena after 1989 with
the end of ideological block confrontations and the adoption of democratic
and constitutional patterns by most of the formerly communist states. On the
other hand, there is also evidence of a tendency towards a certain ‘devalua-
tion’ of citizenship. The weakening of nation-state structures, the trend to-
wards transnational political unions, global standards, and guarantees of civil
rights as human rights have all diminished the importance of (national) cit-
izenship for the conferral of individual rights. While formal citizenship is still
crucial on the level of the right to full participation in the political arena, this
no longer applies to economic and social rights. Citizenship as national
membership status is of decreasing importance for the exercise of these in-
creasingly relevant rights (Soysal 1994: 136).
The historical development of citizenship from its beginning in the Greek

city-states has been characterized by a multiple process of expansion. Cit-
izenship as a historical concept developed in Europe. It expanded from a
membership status in a local community to a central membership in the
territorial nation-state. Citizenship as entitlement to individual rights was
transferred from the level of the nation-state to that of supranational com-
munities. From its inception in the Greek city-communities, the concept
and ideal of citizenship has spread beyond Europe all over the world to states
based on the principle of constitutional democracy. The substantive pro-
gramme of citizenship as a set of individual rights has expanded from political
and civil to encompass social and economic rights, and ultimately, cultural
and environmental rights as well.
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Ute Frevert

How to Become a Good European Citizen:
Present Challenges and Past Experiences

What is a Citizen? What is a European Citizen? And what is a Good Euro-
pean Citizen? Three questions lurk behind the title of this article – which
asks another, even more fundamental one: How does one become a GEC?
The underlying assumption is, of course, that GECs are not born as such.
GECs have to be ‘made’, by experience and education. It demands a con-
stant, unrelenting effort to mould people into GECs, and it does not come
easy – as history tells us.

1. Definitions of Citizenship

But first things first: What is a Citizen? Historically, we have come to define
citizenship as the result of a long-term development of rights – rights that
individuals hold against the state. According to sociologist Thomas Hum-
phrey Marshall (1950), citizenship in Europe has seen three waves of expan-
sion: starting with civic rights (legal equality, habeas corpus), continuing
with political rights (suffrage), and ending with social rights (to education
and welfare). In the light of recent multiculturalism, we might add a fourth
wave: the right to be ethnically different and be protected in that difference.
A citizen, we might then be inclined to say, is someone who enjoys civic,

political, and social rights in a state that offers him or her its protection. As
citizens, we cannot be deported from our country, and even when abroad,
our government offers us some kind of security: it intervenes in cases where
we are mistreated by another government or its agencies, it tries to protect
our physical integrity, and it supports us in times of need.
On the other hand, citizenship is not only about rights and entitlements.

If we are male and live in a country with military conscription, we have to
serve in the armed forces and, in case of war, go off to fight. And we are
obliged to serve on a jury if asked. These are duties that citizens, and only
citizens, have to perform.
But what about those who are not citizens? What about people who

choose to live in a country whose citizenship they do not hold? This is
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not a question that bothered Marshall, who wrote in the 1940s (although
even then, migration was not uncommon). At this point in our history, mi-
gration is a powerful experience, and one which affects more and more peo-
ple. So the question has some urgency: What about non-citizens’ citizen-
ship? What about their rights and duties? As to the latter, a major obligation
that is conventionally associated with citizenship – paying taxes – is not con-
fined to citizens proper. Anyone who earns an income in a given country is
taxed, regardless of his or her nationality. Similarly, each child has to go to
school, or, to put it the other way round, is entitled to free public schooling,
independent from his or her parents’ national affiliation.
This already gives us a sense of how murky the status of a citizen actually

is. While certain rights and obligations are granted to and imposed on every-
one whom a state permits to reside within its territory, others are restricted to
those who hold official citizenship. As a general rule, crucial political rights –
the right to vote in national elections and be elected to parliament – are only
granted to citizens proper. Other political rights, for example, free speech,
forming parties, joining an association, participating in a demonstration, can
be enjoyed by every adult. The same holds true for social rights like edu-
cation, health care, or social security: they, too, extend to anyone who le-
gally lives in a local community, and are not related to his or her nationality
(Soysal 1994).
But then, who can take-up residence in a country of which he or she is

not an official citizen? Logically, each state assumes the right to restrict for-
eigners’ entry into and presence in its territory. Usually, states issue (or deny)
entry papers; even if they waive the visa requirement (as the U.S. does for
most European citizens), they establish limits for how long people may stay
and require applications for requesting that this period be extended. In this
regard, the European Union has set a precedent. It not only grants the right
of domicile and work (plus the ensuing social rights) to every citizen in every
member state, but it also grants political rights: national citizens who reside
in another EU country can vote in local elections as well as in, not surpris-
ingly perhaps, European elections. These rights are part and parcel of a new
concept of citizenship known as ‘citizenship of the Union’. Introduced in
the Maastricht treaty of 1992, it makes every citizen of a member state ipso
facto an EU citizen. The highly visible expressions of this concept are the
red EU passports that have replaced national passports since 1985, and the
European driver’s licences available since 1996 (Commission 1997; Beyme
2001).
So here we are, meeting the European citizen, who though still primarily

tied to his or her national citizenship can also feel at home and live without
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discrimination in any other European Union member state. More and more
people are exercising this option by migrating to other countries, seeking
and finding work there, and building a life, whether on a temporary or per-
manent basis. Apart from the growing number of people working for Euro-
pean (Union) institutions in Brussels or Strasbourg, Br gge or Luxemburg,
European citizenship is practised by those ERASMUS students who study
abroad, as well as by anyone who for economic or sentimental reasons be-
comes a resident in another country. It makes life much easier for bi-national
couples and their children, and it encourages mobility across national bor-
ders.
But it also has an excluding effect that must not be overlooked. The for-

mation of an in-group of eligible Europeans who are welcome in any other
European Union country signals a non-welcome to those who come from
‘third countries’. The closer Europe and Europeans grow together, the more
distant non-Europe and non-Europeans become. Even if these non-Euro-
peans are accepted as legal residents, they do not hold official citizenship
status. For example, an immigrant from Turkey who has lived in Germany
for thirty years is not allowed to participate in local elections, while a young
man from Paris who only recently moved to Berlin can cast his ballot im-
mediately. If we take into account that two out of three foreigners in Ger-
many come from non-EU countries, the exclusionary potential of European
integration becomes even more evident and compelling. As a critic put it
recently: ‘Schengen [the agreement to abolish borders within the EU] signifies
a distinction between the ‘good European’ (our people who are citizens) and
the ‘criminal/illegal Other’ (the immigrants)’ (Bhavnani 1993: 34).
But, we may ask back, is any European citizen by definition and official

status a ‘good European’? The critic who juxtaposes Europeans and non-
Europeans obviously takes this view. But what happens if we look at Euro-
peans from within, and take into account that the great majority still think of
themselves primarily as national citizens rather than as citizens of the Euro-
pean Union? Under this set of premises, the question arises who actually
qualifies as a GEC?
Neither Google nor Wikipedia provide us with an answer. We have,

however, access to a number of historical quotes on ‘the good European’.
The earliest comes from Friedrich Nietzsche. ‘I might not be a good Ger-
man’, he wrote to his mother in 1886, ‘but I am a good European’. What did
he mean by that? As someone who had left Germany early in his life, first to
take up a professorship at a Swiss university, then to travel widely throughout
Europe, and eventually coming to be known as the loner of Sils-Maria (again
in Switzerland), he might have felt a sense of having deserted – deserted the
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national territory, so to speak. But his estrangement went further and deeper.
This becomes apparent in the paragraphs of Beyond the Good and the Evil (also
written in the 1880s). There he equates being a good European with aborting
nationalism. Nationalism for Nietzsche is the ‘disease of the century’. He
loathes its pettiness, its racial hatred, and its self-admiration; he considers it
to be totally insane. Against the negative experience of nationalism – which,
from the 1880s onwards, was an all-European phenomenon – he set the pos-
itive ideal of the good European. This was someone who not only defied
‘patriotic constrictions’ and national borders by being truly ‘transnational
and nomadic’. He (or she) also denounced what Nietzsche thought was deeply
connected with the fervour of nationalism: Christianity, rational science, crav-
ing for power, and an obsession with the past, with history. These European
ideas, mentalities, and institutions had to be overcome in order to free Europe
from itself (Nietzsche 1964: 170–173, 193; Krell and Bates 1997: 9–11).
Nietzsche was well aware that among his contemporaries there were but a

few who figured as ‘good Europeans’. But he was confident that the process
of the ‘emerging European’ was well under way and could only temporarily
be interrupted by nationalist policies. His confidence resonated well with
European intellectuals. He was quoted time and again, especially in the
1920s when people tried to come to grips with the material and immaterial
consequences of the Great War. There were numerous European associa-
tions, clubs, journals, and conferences all interested in some sort of European
federation. Some even managed to enlist members of the political class,
without, however, making a major impact on foreign and domestic politics.
Only after the Second World War had raged and destroyed Europe did in-
creasing numbers of politicians and public intellectuals embark on the project
of forging good Europeans. In Germany, ‘Europe’ was offered as a substitute
for a shattered national identity. The first West German chancellor, Konrad
Adenauer, who described himself both ‘as a good German and a good Euro-
pean’, was quoted in 1952 as saying: ‘You have to give the people a new
ideology, and this can only be a European one’ (Friedl nder 1949; Schwarz
1994: 856).
Leaving German specifics aside, the move to connect European and na-

tional identity has come to stay. Varying according to nation, class, and po-
litical allegiance, the decades-long process of European integration has ac-
quired many different meanings. In more recent times, the EU itself has tried
to strengthen European identification and consciousness by, for example,
investing in symbolic politics and adopting emblems such as a hymn and
a flag (Bruter 2005), supporting projects like a European museum, and,
for that matter, endorsing programmes of European citizenship.
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As a result, we can expect the GEC to emerge: a person of unblemished
democratic convictions and attitudes, who is firmly embedded in his or her
national polis but holds equally strong views on the solidarity of European
citizens. Furthermore, this person is not just thinking about European solid-
arity and connectedness, but he/she actively practises those virtues. He/she
participates in local, national, and European politics by, above all, casting
his/her vote in elections. But the political responsibility of the GEC
does not stop at the ballot box. The ideal citizen – and especially the
GEC – engages in all sorts of civic activities. He/she participates in local
politics, forms grassroots initiatives, holds membership in several NGOs,
and has a blog. However, a GEC makes sure that these activities are not
restricted to national issues. GECs are eager to gather information in and
on other European countries and share it with like-minded people from
all over Europe. This includes learning languages, travelling, making friends
abroad, fostering exchange, and supporting initiatives in other countries.
Rather than buying into national stereotypes and animosities, the GEC
makes a conscious effort to discover European similarities and shared tradi-
tions across national borders. When it comes to obvious differences, he/she
embraces them as evidence of European diversity. As such, the GEC serves as
a perfect ambassador to the non-European world, testifying in person to the
virtues and achievements of European integration and inviting others to em-
ulate the European model.

2. Visions, goals, and policies

This may sound too good to be true. And without a doubt, it invites criticism
of all sorts. European sceptics will dismiss it as a simple-minded caricature.
Even optimists will shrug their shoulders and mention the huge gap between
vision and reality. Political scientists will argue that the vision, while it might
be benevolent, is unfeasible as it runs counter to growing tendencies of po-
litical apathy and individualism that are currently replacing participatory ac-
tivism in most European (and Western) countries (Putnam 1995 and 2000).
Others might take offence at the deliberate exclusion of non-citizens: How
do the latter fit into concepts of good European citizenship (Kymlicka and
Norman 2000; Soysal 2001)? Sociologists will point towards manifest diffi-
culties that limit the extension of GECs due to social and economic con-
straints. And feminists will, last but not least, remind us that the concept of
the GEC bears a heavily masculine note, depending, as it were, on the figure
of the free male individual who conquers the public by excluding (and mar-
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ginalizing) the private (Bock and James 1992; Yuval-Davis and Werbner
1999; Hobson 2000).
That said and taken for granted, it still remains to be seen if the concept of

the GEC can serve as a visionary goal, as a normative leitmotif. After all,
politics needs visions, and so does education. Both politics and education
display a heavy normative bias, they rest on ethical assumptions, and pursue
goals that are strongly imbued with values. In democratic systems, these goals
and values are open to public debate and negotiation; they are constantly
scrutinized and contested. So visions and norms cannot be imposed from
above – which clearly distinguishes the late twentieth and early twenty-first
centuries from more authoritarian times. There is thus no imminent danger
that the European Union might follow in the footsteps of, say, Imperial
Germany, Tsarist Russia, or Napoleon III’s France, which all established
rather rigid and undemocratic systems of citizenship education.
Rather than promoting the ideal of the law-abiding, authority-driven,

patriotic citizen-subject, the EU and its various agencies propagate the con-
cept of ‘active European citizenship’.1 This goes way beyond a definition of
citizenship that traditionally focuses on rights and obligations, although nei-
ther does it dismiss privileges and duties. It takes them as the basic foundation
and indispensable condition of citizenship and thus pays tribute to the long
historical struggle to expand and protect a citizen’s rights vis- -vis the state.
But it does not stop here. By invoking the concept of ‘active citizenship’, the
EU – council, commission, and parliament alike – seeks to empower citizens
as public agents. Citizenship in the active mode means participating in the
activities and organizations that form part of civil society. It draws on the
ability and willingness of people to take on responsibility for the community
to which they belong, be it the immediate neighbourhood, the city, nation,
or Europe (and the world) for that matter. It accepts citizens’ involvement in
the public sphere as something that invigorates the political process and adds
to the vitality and vibrancy of democratic societies (Hall and Held 1989;
Faulks 2000).
Active citizenship in this sense is not a theoretical concept but a practical

experience, which, since the 1960s, many Western countries have seen
emerge, and in response have radically altered the standards of good citizen-
ship by introducing new forms of civic behaviour and greatly expanding the
fields on which they are played (Schudson 1998). The erosion of traditional
political milieus that accompanied the social transformation of Europe’s
capitalist societies into consumer societies and welfare states after World
War II made room for new social movements. While organizations like
parties or trade unions continued to lose members, the women’s, ecological,
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and peace movements (to name but the most important) grew in numbers.
At the same time, local, regional, and national politics faced an upsurge of so-
called citizen’s or grass-root initiatives, some of them short-term, others of
more permanent duration. In any event, citizens successfully conquered the
public space and made their voices heard, not as party members, but as con-
cerned contemporaries who wanted to have a direct impact on political
decision-making.
This development has fundamentally changed the notion and scope of

politics. Instead of being confined to certain privileged institutions and prac-
tices (e.g., parliament, parties, voting patterns), politics has taken on a new
face. It has expanded both in terms of issues that became newly ‘politicized’,
and in terms of their modes, procedures, and personnel. The empowerment
of the ‘active citizen’ found its backbone in the education system and in the
media. The fact that since the 1960s a steadily growing percentage of the
relevant age-groups entered secondary schools and engaged in higher learn-
ing has affected the degree to which they have taken an interest in public
affairs. The increasing presence of media, old and new, likewise influenced
the intensity and density of political debate. As more and more men and
women have gained access to information and taken part in political com-
munication, discussion, negotiation, and contestation have acquired a stron-
ger position than ever before, occurring in schools, in the workplace, in the
street, in NGO’s, on TV, and, of increasing importance, on the Internet.
Politics thus has been driven ‘home’; it has become much less remote and
abstract, and, instead, more personal and democratic.
The EU’s focus on active citizenship clearly capitalizes on this develop-

ment. It embraces the self-organizing principles of civil society and acknowl-
edges citizens’ participation in and expansion of politics. When it aims at the
‘involvement of citizens and civil society in the process of European inte-
gration’, it signals that it wants to make the process more interactive, more
transparent and participatory. This undoubtedly reflects the growing criticism
of the EU’s democratic deficit. At a time that hails the active citizen rather
than the deferential subject, the EU citizen is notably absent from the insti-
tutions that constitute the Union. Politicians deplore the low voter turnout in
European elections, and Strasbourg representatives resent the parliament’s
lack of real power. Many critics complain that European integration has,
from the very start, been a top-down enterprise administered by a self-serving
class of Eurocrats and politicians. The current emphasis on ‘active European
citizenship’ can be seen as a reaction to these complaints and criticisms.
But there is more to it. It is no coincidence that citizenship programmes

are being invented and carried out at the same time the EU is undergoing its
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most dramatic expansion. In 2004, the EU Council launched a programme
to support ‘active European citizenship’; two years later, the programme was
extended both in time and scope: ‘Europe for citizens’ should ‘connect peo-
ple throughout Europe’ and strengthen their sense of belonging to the EU.
European Union citizens should meet more frequently and regularly, par-
ticipate in common projects, exchange experiences and opinions. European
values and achievements should be made explicit, and the ‘European idea’
should be propagated. Intercultural dialogue should be supported, underlin-
ing both the diversity and the unity of Europe. This should eventually result
in the build-up of a European identity based on common values, history, and
culture. The European commission made it very clear that all these activities
were meant to bring about a close cooperation between ‘old’ and ‘new’
citizens. The historical split between East and West, between early and
late member states should be mended by enlarging the contact zones be-
tween their respective citizens.2

To sum up: It is widely perceived that Europe/the EU not only suffers
from a democratic deficit, but also from an identity deficit. This has triggered
fervent attempts to boost identity formation among European citizens and
foster their participation in a wider European public. Official EU policies
include the support of town-twinnings as well as ‘high visibility events’ like
conferences, presentations of prizes, and commemorations. Special targets
are young people, who are encouraged to travel and study abroad, and cul-
tural workers (e.g., film makers, artists, musicians), whose European-wide
performances are funded by the EU.

3. Citizenship Education and Europe’s Past:
Seeing oneself through the eyes of others

The EU thus seems to attach more and more importance to what we might
call the formation of the Good European Citizen (GEC). True to the gospel
of subsidiarity, it relies heavily on local, regional, and national initiatives that
promote citizenship education in a European sense. Now, interestingly
enough, many of these initiatives display a strong interest in history, in
the past. Since the 1980s, local history groups, whose aim is to present history
from the bottom-up, appropriating it as a democratic, participatory under-
taking, have sprung up all over (Western) Europe. While some of these
groups indulged in a harmony-driven micro-perspective on everyday life
in villages and towns, others took a more critical view. They were eager
to retrieve submerged and forgotten aspects of past experiences, and uncov-

44

I. Citizenship and European Citizenship



ered, for example, significant patterns of exclusion and repression of social
outsiders like gypsies and Jews, discrimination against post-colonial immi-
grants, and the persecution of homosexuals. They published their findings,
organized exhibitions, and established memorials. Over the years, the history
workshop movement, as it came to be called, grew more and more visible
and influential. Supported by private foundations, teachers, and local offi-
cials, the movement serves both as an arena of active citizenship and as a
powerful means of citizenship education. In many countries, it is closely
connected to projects like history competitions that engage students in orig-
inal research.3

Since 2001, these projects have had a common European host. EU-
STORY, initiated by the German Kçrber Foundation, structures itself as
a history network for young Europeans. It connects nineteen civic organ-
izations from 19 European countries. Apart from serving as a point of link-
age, it carries out its own activities: It organizes conferences for young Euro-
peans, publishes research, and engages students in European-wide history
research. In 2004, it launched an Internet project on ‘the future of memory
in Europe’. Forty young men and women from 20 European countries em-
barked on a months-long journey and investigated the ‘long shadows of
World War II’. They examined monuments and history textbooks, and
they conducted interviews with eyewitnesses and peers. Apart from shedding
a critical light on the highly patriotic bias that they found in national text-
books and cultures of commemoration, the participants shared a crucial ex-
perience: they learned to see themselves through the eyes of others (Kçrber-
Stiftung 2005).
This is an achievement that stands at the core of European citizenship

education. Any GEC who lives up to our expectations has to do just
that: reflect on and inspect him- or herself through a European prism.
This goes far beyond the usual reference to tolerance and respect for others
that has come to be common currency in European discourse. Instead of
paying lip service to European diversity, it makes creative use of different
viewpoints and experiences. By confronting myself and my nation’s history
with how others see me/it, I become more self-critical, but also more self-
understanding. By integrating other opinions and perspectives, I become
attuned to a more complex and less self-centred image of past events.
History projects like EUSTORY can thus serve as important gateways to

European citizen education. They are immensely more conducive to ‘in-
tercultural understanding’ than those actions that are funded by the EU
under the heading of ‘active European remembrance’. By supporting pro-
jects that commemorate victims of Nazism and Stalinism in Europe, the EU
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wants to ‘preserve the memory of the past’ and at the same time ‘connect
people throughout Europe’.4 But those sites and archives associated with
Nazi and Soviet crimes, such as deportation and concentration camps,
are generally national sites open to national visitors. They tend, as the EU-
STORY Internet project informs us, to privilege exclusively national per-
spectives. They might indeed, as expected, serve as a kind of negative foil on
which to project the positive values of the European Union: freedom, de-
mocracy, human rights. But they do nothing to ‘connect’ Europeans and
make them see themselves through the eyes of others.
The latter is all the more important since history, remembered in a na-

tional vein, can seriously obstruct the development of a European identity.
Up to very recent times, history writing had more often than not been used
to underpin national identity claims. Since the nineteenth century, it has
been perceived of as a major tool of cultural nation-building. History text-
books, public monuments, commemoration festivities and the like all served
to strengthen national allegiances and patriotic feelings. Pride in national
achievements went hand in hand with the denigration of others. As national
identification was in the majority of cases achieved through exclusionary
strategies – other nations were either enemies or allies – national rivalries
and animosities were emphatically stressed in historiography and public
memory. Two World Wars did not help much to change this pattern.
They left resentments and wounds that are not easy to heal. Their presence
is felt even within those countries that have experienced European integra-
tion for more than half a century.5

On the other hand, recent years have seen a growing disposition in many
European countries to pay more attention to the shadowy aspects of their
own history rather than indulging in tales of national greatness, victimhood,
and heroism. When it comes to the crucial experience of the Second World
War, France, Belgium, and the Netherlands have become more and more
aware of the legacy of active and wilful collaboration with German occu-
pation forces. In Italy, the history of fascism is deeply contested. (Former
West) Germany has witnessed painful fits of self-investigation and has gained
a reputation for relentlessly unearthing the nation’s criminal record. Austria
has stopped talking about itself as Hitler’s first victim. And Poland, for whom
innocent victimhood seemed a birthright, has been confronted by its own
history of anti-Semitism and mass murder.
This development has led some observers to declare ‘Holocaust recog-

nition’ to be the ‘contemporary European entry ticket’ (Judt 2005: 803;
Assmann and Novick 2007). As disclosed by the aforementioned EU citizen-
ship programme, ‘Gulag recognition’ increasingly figures side by side with
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the Holocaust, due to the intervention of those new EU member states that
experienced traumatic periods of Soviet repression. No one knows, how-
ever, how durable this consensus will be. Domestic policies might soon call it
into question or put an end to it.6 Moreover, such stances require constant
reaffirmation by a critical public – but, again, public discourse may shift in
focus or position.
So what is to be done? How can we encourage national citizens to look at

past events and experiences in a self-critical mode? How can we convince
them that becoming GECs entails seeing themselves and their history
through the eyes of others? Much will depend on how history is being taught
in schools and discussed in the public sphere. Historians, journalists, film-
makers, and politicians have an enormous responsibility to shoulder: their
task is not to produce identification, but critical distance. Furthermore, they
are being asked to break through national enclosures. If we want European
citizenship to be a lived experience rather than solely a legal status, we have
to show Europeans a past that is not neatly separated into national boxes.
History has to be written and taught from a European perspective that draws
attention to both similarities and differences, to relationships and encounters,
be they conflict-ridden or based on cooperation (Frevert 2005; Schissler and
Soysal 2005).
This kind of history has a great potential to ‘connect European citizens’ by

making them aware of their past connectedness, of what they shared, and of
what drove them apart. It also has something to offer those citizens in Europe
who do not officially count as European citizens. As mentioned in the be-
ginning, citizenship is not identical with holding a European passport or
participating in elections. Citizenship is about participation and responsibil-
ity, and as such, it is open to everyone legally living in a given country.
Going to school, having a job, joining an association, or reading a newspaper
all expose immigrants to the values, norms, and practices that all citizens are
expected to observe and follow. Pre-schools and schools are assigned the
most important task here: Apart from teaching (immigrant) children the lan-
guage of their host country, they also introduce them to basic rules of con-
duct and communication. They offer crucial training in how to conduct a
debate, how to listen to one another, how to construct an argument and
defend it. These skills depend on a clear set of values and virtues: polite man-
ners, respect for each other, tolerance of other attitudes, and abstaining from
violence. Without these skills, democratic citizenship is not conceivable
(Macedo 2000; Macedo and Wolf 2004; Oliver and Heater 1994: 147–169).
But citizenship education should not stop here. Teaching democratic val-

ues and practices also implies teaching the history of their development and
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appropriation. How did we become democrats? How did we learn democ-
racy? And how could we, at times, forget those lessons? Democracy, after all,
had to be invented, popularized, fought for, and defended. It did not come
easily. Each country had to face numerous challenges in order to establish a
political system that granted the rule of law, equal rights, the separation of
powers, and public participation. Each nation had to experience turmoil and
stress before it even approached a state of embracing all its members, regardless
of gender, race, class, sexual orientation, political affiliation, physical, emo-
tional, or mental abilities, or religion. And, to be sure, as close as any single
nation may have been to achieving such an all-encompassing acceptance of its
citizens, that acceptance did not last. European history has many tales to tell
about democracy being curtailed, diminished, and abolished, about civil rights
being suspended or denied altogether. Within and outside Europe, democracy
was and still is – and will always be – an imperilled project.
This is why history matters. If told in a critical, self-reflective and Euro-

peanized way, it can serve as a major educational force, reaching out to new
citizens and helping them to come to terms with their social, cultural, and
political environment. Rather than staging European history as immaculate,
heroic, and ‘superior’, as a via triumphalis, a one-way-road of glorious suc-
cesses and national pride, such self-reflexivity presents history as a map of
diverging boulevards and alleys, including a number of dead-end-streets and
no-go-areas. As such, it defies identification, and rather calls for critical dis-
tance and reflection. This makes it much easier for immigrants who carry
different national memories or cultural identities to approach and appropri-
ate it. History can therefore actually bridge the gap between long-term citi-
zens and new immigrant generations. Rather than divide, it can unite.
This might come as a surprise. Most of us are used to thinking of history as

something divisive. We have read about young Turkish people in Germany
who refuse to participate in the collective national memory that defines the
Holocaust as the crucial moment in German history. We have heard about
Arab or African immigrants in France who feel left out of the historical nar-
rative that reconstructs the achievements of French civilization and coloni-
zation as benevolent. And we wonder about the sense of historical estrange-
ment that might befall African or South American immigrants to Portugal
when they are greeted by the Padrao dos Descobrimentos (Monument to the
Discoveries), a structure that celebrates the Portuguese role in the Age of
Discovery and the conquest of non-European regions of the world during
the fifteenth and sixteenth centuries. Immigrants from non-European coun-
tries, so the general argument runs, cannot identify with European history
because (a) they are either left out of this history, and their personal or col-
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lective experiences are excluded; (b) they are negatively involved in the his-
torical narrative, be it as colonial subjects or as victims of imperialism; or (c)
they are not prepared to accept the ‘negative property’ (Jean Am ry) of the
host country, e.g., the Holocaust as the defining factor of German historical
consciousness (Georgi 2003).
For those European countries that (more or less reluctantly) conceive of

themselves as immigrant societies, this poses a real challenge. The traditional
versions of European history add to immigrants’ sense of cultural alienation
and seriously hamper all efforts at integration. If immigrants are going to be
invited to become active citizens, they have to be introduced to a different
conception of European history. Apart from being more self-critical, it
should make room for immigrants’ experiences (Motte and Ohliger 2004;
Kçnig and Ohliger 2006). The fact and events of European expansion, im-
perialism, and colonialism should be taught and remembered, including pay-
ing close attention to the consequences for those who were thus colonized
and ruled. The rich and complex relations between Europe and non-West-
ern entities like the Ottoman Empire should receive more coverage. In a
similar vein, the history of religions in Europe – various brands of Christian-
ity, Judaism, and Islam, and their complicated and often tortuous (and tor-
turous) relations – deserves a fresh and more nuanced approach.
In conclusion, citizenship education has a long way to go if the aim is to

(a) strengthen Europe as a place of democratic citizenship; (b) educate GECs;
and (c) bridge the gap between official citizens and immigrants. History can
make a solid contribution to the achievment of these ambitious goals, but
only if it is taught with a keen eye on diversity rather than homogeneity, and
in a spirit of critical appraisal rather than the insular activity of blowing one’s
own national trumpet.

Notes

1 http://eacea.ec.europa.eu/citizenship/guide/index_en.htm
2 http://europa.eu/scadplus/leg/de/lvb/l33218.htm; http://europa.eu/scadplus/leg/

de/lvb/l29015.htm
3 Among the oldest is the (former West) German competition that started in the 1970s,

and is organized by the Kçrber foundation. On its history and impact, see Frevert
2006.

4 See ‘Europe for Citizens’ Programme 2007–2013, in: http://eacea.ec.europa.eu/cit-
izenship/guide/index_en.htm; ‘Ein Europa f r die B rger’ (2007–2013), in: http://
europa.eu/scadplus/leg/de/lvb/l29015.htm

5 Highly visible examples are the negative musings about the German ‘national char-
acter’ at the Chequers conference convened by the British Prime Minister Margaret
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Thatcher in 1990, or Nicholas Sarkozy’s anti-German utterances in his (successful)
bid for the French presidency in 2007.

6 Poland can currently (2007) be seen as a case in point.
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Tony Venables and Naomi Holford

Dimensions and Challenges of European
Citizenship Today

European citizenship is a concept with a bewildering variety of interpreta-
tions as well as interpreters who rarely seem to share their thoughts with each
other. For some, EU citizenship is about existing legal rights and their en-
forcement; for others, it is about who is a citizen in the first place and the
need for citizenship based on residence; whereas for a third group, it is more
about active citizenship and the involvement of civil society, a practical
European citizenship of projects. With everyone and no one responsible
for European citizenship, it can become a rhetorical label and abstract device
meaning different things to different people. This makes European citizen-
ship a challenging subject for civic education, but also one on which aca-
demics, teachers, and politicians find it very difficult to achieve consensus.
What we suggest in this chapter is that as a starting point common ground
should be found in what already exists, particularly as a result of the case law
of the European Court of Justice.
In the debate about citizenship and citizen education, it is curiously rare

for the experts to make much reference to the legal provisions – the base on
which European Union citizenship is built. Those who are most involved in
citizen education, at the national and European level (for instance, with ex-
change schemes such as Erasmus) are rarely focused on how citizenship as
developed through these schemes is related to its legal expression. But it
seems fitting that this discussion start with an overview of the rights en-
shrined in law, not because legal rights are the only (or necessarily the
most important) aspect of citizenship worth discussing, but because they
should be seen as a ground on which to stand, not an irrelevancy to be
put aside. We must first look at what European citizenship is, before we
start to think about what it could be.
Union citizenship, then, is set out in Part II of the Treaty on Euro-

pean Union of 1992 and reaffirmed in the Constitutional Treaty. Article
17 states that every person holding the nationality of a member state shall
be a citizen of the Union. Citizenship of the Union shall complement and
not replace national citizenship. It is this ‘complementary’ concept of EU
citizenship that results in one of the most controversial exclusions, that of
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legally resident third country nationals. The Treaty entitles citizens to the
following rights:
– free movement and residence enjoyed by Union citizens (article 18). De-
cisions can be taken by majority vote, except in certain areas member
states consider as sensitive.

The Treaty entitles citizens of EU member nations to the following rights:
– free movement and residence within and across all Union member coun-
tries (article 18).

– to vote and to stand as a candidate in European and local elections in the
member state of residence.

– diplomatic and consular protection outside the Union.
– to petition the European Parliament or appeal to the European ombuds-
man and receive a response from the European Institutions.

According to article 22, the European Commission can make proposals to
strengthen or add to the rights in the Treaty. Hence, European citizenship
has the potential to evolve. Other rights, such as transparency, access to
documents, and good administration are closely bound up with the concept
of Union citizenship, although these, of course, are not limited to nationals
of member states.
How relevant are these rights to civic education? It could be argued that

the rights provided in the Treaty provide an insufficient basis for a true Euro-
pean citizenship education. For example, free movement has historically
been viewed as providing the basis for only a limited conception of citizen-
ship, with individual rights triggered by crossing a border. Opinion polls
show that the right to move is the aspect of European citizenship its citizens
value most; in the 2006 Eurobarometer poll, when asked, ‘What does the
European Union mean to you personally?’, 50 % of respondents answered
‘the freedom to travel, study and work anywhere in the European Union’ –
well ahead of the 39 % and 33 % who chose ‘the Euro’ and ‘Peace’, the two
next most popular answers.1 Young people in particular consider free move-
ment a central right. From being an issue of individual rights, free movement
has become an indisputably societal one, bringing undoubted benefits for the
economy but also creating new social problems and tensions. And the issue is
likely to only become more important in the future: demographic predic-
tions suggest that more rather than less migration will be necessary, both
within and from outside the Union. Free movement, however, is unevenly
spread, concentrated in border regions or on certain trajectories (e.g., the
high level of migration from Poland to Ireland). For many students, Euro-
pean citizenship and free movement would seem an irrelevant topic, whereas
for others – for instance, a primary school in Ireland, where native children
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study Polish – it is highly pertinent as classes become more multinational. It
would seem, therefore, that the teaching of European citizenship should start
in areas where students are European, and not just national, citizens.
When Union citizenship was first introduced by the Maastricht Treaty, it

was far from clear what the effects would be. Academics tended to be either
sceptical or over-optimistic; it was pointed out that the inclusion of citizen-
ship in the Treaty in fact added few substantial new rights to existing Com-
munity law. None foresaw that it would be the European Court of Justice
(ECJ) that would give real substance to article 18, making free movement a
fundamental European right and not just the symbolic label placed on pre-
existing treaties. The case law of the Court is too important to be ignored or
circumvented, but it is largely unknown as a body of work that created Euro-
pean citizens for the first time. In the Court’s own words, the ECJ ‘has re-
peatedly emphasized that Union citizenship is destined to be the fundamen-
tal status of nationals of the Member States, enabling those who find
themselves in the same situation to enjoy the same treatment in law irre-
spective of their nationality, subject to such exceptions as are expressly pro-
vided for’.2 This Delphic statement has given real substance to what it means
to be a European citizen, obliging member states to justify and often lift
national restrictions.3

Through combining the right to free movement with the general prin-
ciple of non-discrimination, the ECJ has displayed its commitment to the
principle of European citizenship. Its judgements have emphasized the
power of the principle, encroaching upon areas such as access to higher ed-
ucation, health and social entitlements, taxation, and even the acquisition of
nationality, all arenas in which member states are reluctant to give more
powers to the European Union. For instance, in the case of Bidar, the Court
found that French citizen Dany Bidar should be allowed access to subsidized
student loans while studying in London since he should not be prevented
from relying on the principle of equal treatment during his period of studies.
The 2004 case of Chen was a particularly notable judgement in the case of
nationality acquisition, one of the most sensitive areas. This case concerned a
baby born in Northern Ireland to Chinese parents who were living in the
UK at the time. This entitled the baby to Irish citizenship. Upon moving
back to the UK, the baby and her parents were refused a long-term residence
permit, but the ECJ held that since she was an EU citizen, and her right of
residence would be meaningless if her parents were refused the right to re-
main, they should all be allowed to stay.
This judgement was particularly striking because it was clear that the

baby’s mother had delivered her baby in Northern Ireland for the precise
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reason of acquiring EU citizenship for her child: Irish law allowed any child
born on Irish soil to gain citizenship. However, the Court rejected the UK
government’s submissions that the baby’s mother, Mrs. Chen, should not be
allowed to rely on the provisions of EU law because she was attempting to
improperly exploit EU law and circumvent national legislation. ‘Baby Chen’
shows that children can affect the rights their parents have. The case has
important ramifications: it created a precedent obliging the Irish government
to change their very liberal constitution, and it illustrated how people from
China might find a way of escaping a jurisdiction that limits the size of the
family. Court cases are about real people in real situations, and may prove to
be much better material for civic education than all the most well-meaning
charters or codes!
The rights provided in the Treaty and their interpretation and strength-

ening by the European Court of Justice provide a firm grounding for citizen-
ship of the Union. But the Court has its limits. It is not a legislator, and the
case law is not well known. One could almost say that the Court is too far
ahead of the game, working on the basis of a concept of European citizenship
that it has internalized and accepted, but which is beyond what other EU
institutions, let alone the citizens of the Union, see as the current state of EU
citizenship. Even more important is the gap between the state of European
legislation and its enforcement. Many of the cases taken to the European
Court indicate the failures of member states’ administrations to translate
European law into national legislation or to follow it in practice. But this
is only the tip of the iceberg: for every case that goes as far as the ECJ we can
assume that there are many other similar cases in which national adminis-
trations put obstacles in the way of the citizenship rights that should be legally
available to European citizens, and nothing is done because the citizens (as
well as, sometimes, the administrations) are unaware of their rights, or may
be aware but cannot afford the time and effort needed to pursue the case
through the courts.
Indeed the inevitable decentralized management, as it were, of European

citizen rights is the cause of a large proportion of the problems inherent in
exercising European citizenship. Member state administrations and public
authorities are of necessity the first (and often the only) contact points sought
out by citizens, and if these sources are unable or unwilling to provide cor-
rect and sufficient advice and information on citizens’ rights, then this may in
effect put a stop to any use of those rights. In addition, the quality of services
provided by different member states (and even within one particular state)
can be extremely variable, so rights that should be universal and equal may in
fact be applied in a decidedly unequal manner. It should not be forgotten,

55

Tony Venables/Naomi Holford, Dimensions and Challenges of European Citizenship Today



either, that those who are most likely to know their rights and are able to
seek out information for themselves are likely to be the most advantaged. It is
socially marginalized groups who suffer most from inadequate provision of
information and services. European citizenship is a good illustration of one
issue for civic education when it comes to citizenship: rights may exist on
paper, but how could they be enforced?
The existing legal rights, then, are more extensive and wide-ranging than

might be imagined. But of course, as we’ve already indicated, legal rights
cannot be taken as the be all and end all of citizenship; as well as considering
the level of enforcement, or non-enforcement, of existing legislation, we
must investigate other conceptions of what ‘citizenship’ entails. Many
find limiting the idea that citizenship is merely a question of entitlement
to certain rights; they consider citizenship to be a two-way process (respon-
sibilities to participate as well as rights), or a question of identity. Ideas of
what constitutes citizenship are often divided into three different models:
liberal, in which rights (political, social, and economic) are the fundamentals
of citizenship; communitarian, which see citizenship as belonging to a com-
munity; and republican, which focus on participation as the essential com-
ponent.4We have already largely discussed the liberal rights-based model of
European citizenship: some think that European citizenship in fact can only
ever fulfil this version. The ‘rights’ referred to are often characterized as
individualist economic rights, but as we have already seen, they spill over
into other spheres. One might argue that it is fruitless to discuss further as-
pects of citizenship when, as we have demonstrated, even those rights that
exist are not enjoyed fully by the majority of EU citizens. However, if enjoy-
ment of these rights is to be extended, other viewpoints must be taken into
account.
The notion of citizenship as belonging (communitarian models), poses

problems for a European citizenship, however. A historical perspective is
often brought into the discussion, and this causes problems: current ideas
of citizenship are very much based on their development in the context
of the nation-state. Indeed, many doubt that it is possible to have new forms
of citizenship without statehood, and those who consider that a European
state is an ideal to be sought are few in number. So the rhetoric of those who
do advocate a European citizenship often focuses on the values, history, and
culture shared by European countries, the idea that to forge a sense of com-
munity, Europeans must discover and embrace what is common to them all.
It would seem, though, that any attempt to focus on shared history would
have an uneasy grounding; the histories of European countries may well be
intertwined, but all too often it is the history of conflict and differences.
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Certainly teaching a united history of Europe would be fraught with diffi-
culties; probably impossible from the pragmatic point of view, given the
likely objections of national educators, and indeed hardly desirable.
The shared values of the European Union might form a more viable basis

for communitarian citizenship: essentially, following the EU’s stated com-
mon values of a shared respect for democracy, the rule of law, human rights,
and respect for minorities.5 Certainly this could provide a common ground;
and yet it is not clear quite how such values could be taken as the basis on
which to build a feeling of belonging to Europe. More importantly, perhaps,
is that the construction of a group to which some people belong requires, by
definition, the exclusion of others who do not. While few would argue that
those who do not share respect for human rights should be included in the
concept of European citizenship, the danger with predicating citizenship on
shared culture and values is that the view of Europe becomes narrowed to a
white Judaeo-Christian enclave. Ethnic and other minorities may feel – per-
haps legitimately – excluded from a conception of Europe based on an idea
of shared culture. Since 9/11, this has become all the more important to take
into account; the emphasis on shared values might all too easily slide into the
rhetoric of the ‘clash of civilisations’, heightening tensions between Chris-
tianity and Islam and alienating Muslim citizens and denizens of Europe.
The republican model of citizenship, finally, sees it as anchored in citizen

participation. This concept is enthusiastically embraced (in theory) by the
EU institutions – European Commission initiatives are peppered with men-
tions of active citizenship and participatory democracy. In particular, since
the French and Dutch ‘no’ votes on the Constitutional Treaty in 2005, the
European Commission has tried to enhance its communication policy in an
attempt to build a European public sphere: for example, its ‘Plan D’ for
democracy, dialogue and debate, which aims to give citizens a voice in Eu-
rope’s future. Yet the institutions’ desire to reach out to citizens, genuine
though it may be, has a limited ability to speak to young people. Teaching
citizen participation at a European level – especially involvement with its
institutions – is likely to be futile when young people are so often discon-
nected from the formal channels of democracy, even at their local level.
Youth must first be engaged with citizenship in a local and national context
before active European citizenship can be developed among them.
Of course, the divisions between different aspects of citizenship as rep-

resented by the above three models can obscure the necessary interactions
between them. It is in the exercising of citizen rights, most especially that of
free movement, for example, which is likely to engender a sense of com-
munity in Europe; and feeling part of a community is likely to encourage
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participation in that community. While all three models are complementary
and can develop together, we should, perhaps, avoid the temptation to en-
courage as a necessary element of European citizenship the sort of commun-
ity that is too closely based on nation-state conceptions of what citizenship
should be. European citizenship cannot be one-size-fits-all: it must recog-
nize and celebrate diversity. To decouple EU citizenship from its depend-
ence on national identity, there is a very strong case for extending European
citizenship to third country nationals who are long-term residents in the
Union.
While the European institutions have created legal provisions for EU

citizenship in the Treaty on European Union, for the most part they
have failed to perform adequate follow-up; the exception of the European
Court of Justice is left uneasily far ahead. So it is not surprising that the debate
on European citizenship is so scattered and sometimes confused: the EU
needs to take a more active role, making a stronger stand to realize the
true potential of the first ever transnational citizenship. This need is pressing
since at this point in its lifetime Union citizenship faces significant challenges.
The 2004 and 2007 enlargements have meant a Union that is larger and more
diverse than ever. The rights of free movement that are central to European
citizenship are the source of discontent in many of the older member states,
despite evidence indicating that migration is neither as prevalent as feared
nor destructive to the economy.6Worryingly, too, transitional arrangements
aimed at controlling labour flows from new member states have resulted in a
two-tier Union. The EU needs to work hard to avert the danger of a union
in which citizens from the new member states are permanently relegated to a
second class. The European Institutions have to provide a structural frame-
work that helps overcome differences in language and culture. Some pol-
icies of the EU are inter-governmental in character, suggesting that citizens’
voices should be heard primarily through their respective national channels,
whereas other policies are more supranational and aim to bring these voices
together at a European level. It is difficult for citizens to see the logic of the
scope and limits to EU ‘competences’ when they have been developed ac-
cording to the demands of member states or interest groups rather than fol-
lowing a clear plan or wishes of the public.
European citizenship is considered by some as unattainable, whether they

see it as an ideal or a threat. But, as we have seen, it is becoming more and
more of a reality, assisted in particular by the work of the Court. While the
idea of a European citizenship is not accepted by all Europeans, analysis by
Lutz, Kritzinger, and Skirbekk of the Eurobarometer opinion polls show that
the number of people who feel a European identity in addition to (or instead
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of) their national identity is rising (58 % of citizens in 2004 as opposed to
51 % in 1996); and indeed it is not surprising that it is only years after the
Maastricht treaty that European citizenship is truly beginning to make itself
felt.7 The young are the greatest supporters of Europe. But, as the above
analysis shows, it is not merely because they are young; it is that they have
grown up with the idea of European citizenship. Citizenship education can
and should take advantage of this development of multiple identities,
although, as mentioned earlier, encouraging youth participation should start
at the community level. Yet it is difficult to knowwhat should be included in
civic education at the European level: How possible is it to teach a subject
that is barely formed as a concept? It is the EU’s challenge now to make
differing understandings of citizenship work with and not against each other;
to integrate the work of the ECJ into other actions; to make sure that all its
citizens can benefit from its rights; and to move its discourse of active citizen-
ship and participatory democracy beyond mere rhetoric.
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II.
Dimensions of Citizenship
Education





Claudia Lohrenscheit

Citizenship and Human Rights

Learning about human rights is an integral part of citizenship education as
well as of many other educational disciplines, such as global learning, peace
education, or intercultural communication. Nevertheless, among the factors
that may affect human rights education (HRE) are the specific contexts in
which this learning occurs, the aims and goals of a particular curriculum, or
the composition of the learning groups involved. The largest difference be-
tween various methods of human rights education can be seen between im-
plicit and explicit approaches. Implicit teaching and learning include human
rights issues without necessarily addressing human rights bodies and instru-
ments, whereas explicit human rights education uses a human rights based
approach in terms of the methods as well as the contents of teaching and
learning. Even in light of these differences, there are a few fundamentals that
should be taken into account when teaching human rights. The following
article briefly explains the main features of human rights education and pro-
vides a short introduction to the core elements of a modern understanding of
the concept of human rights.

1. What is Human Rights Education?

Since the beginning of the 1990s an immense amount of literature and learn-
ing materials has been developed in the field of human rights education,
especially in the period since the United Nations launched the ‘Decade
for Human Rights Education’ (1995–2004) and the subsequent World Pro-
gramme.1 The rationale behind the promotion of human rights education is
that education operates as a multiplier and a pass key for unlocking other
human rights. Consequently, HRE comprises three core elements that con-
stitute teaching and learning processes, namely, learning about human rights,
learning through human rights, and learning for human rights. All three el-
ements can be illustrated in a human rights education learning cycle (see
below) where one element builds upon the other. Every stage, of course,
must be adapted to the needs of any particular learning group (e.g., age of
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group members, their previous knowledge and experience of human rights
issues, their cultural or religious backgrounds).2

– Learning about human rights covers explicit acquisition of knowledge
concerning human rights developments, specific protection mechanisms,
as well as organizations and institutions that protect and monitor the real-
ization and implementation of human rights. It encompasses the history
and development of human rights around the world, and includes knowl-
edge about human rights conventions (e.g., children’s rights, women’s
rights), and the various actors in the human rights field, on the domestic
as well as on the international level (governmental and intergovernmental
actors, for example, the UN, the EU and the Council of Europe, NGOs,
human rights defenders, social movements). In addition to internationally
accepted human rights norms, knowledge about human rights also needs to
be contextualized within the reality of teachers and learners. Here, it is
important not to reduce the teaching about human rights to a Eurocentric
perspective. but to also include important regional and local developments.

– Learning through human rights incorporates human rights values and prin-
ciples into the learning process itself. It enables adults as well as children to
experience the values of a community (e.g., a school) where the learning
environment must support the dignity of, and the respect for, all indi-
viduals. This is crucial since methods and styles of teaching and learning
may conflict with any human rights message conveyed verbally. There-
fore, it is of utmost importance that the learners be positioned in such a
way that they can acquire attitudes that foster their moral development
and prepare them for active participation in society.

– Learning for human rights is probably the most complicated part of the
learning cycle since it includes the acquisition of skills and competences
necessary in order to respect and realize human rights and the values en-
shrined therein. Learning for human rights enables the learners to play an
active role in shaping the community and/or society based on liberating,
anti-oppressive strategies. Basic competences include, e.g., communica-
tion, analytical and critical reflection, problem solving, and cooperation
skills.

This third aspect of a human rights curriculummay result in children wishing
to actively participate in human rights groups, or may catalyze the kinds of
abrupt changes in the learning environment that can pose significant chal-
lenges to teachers, school head mistresses/masters, and parents. However, it
is important not to frustrate children’s expectations, but to carefully interact
with them, supporting them in their new ideas for transforming their im-
mediate environment into a world where human rights can be fully realized.
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Scheme 1: The cycle of human rights education – learning about, for, and
through human rights

Knowledge
about

skills
for

Human
Rights

Values
through

As stated above, human rights are an integral part of many educational ap-
proaches. Nevertheless, several concepts, as well as institutional realities, may
contradict the rationales of human rights education. Human rights law as-
signs the highest priority to the elimination of inequalities. Consequently,
education should be used as a means to eradicate stigmatization, discrimi-
nation, and exclusion. The models of inclusive education and education for
liberation (Paulo Freire) provide good examples of human rights education
in which children experience the benefit of learning from one another and
embracing all the differences and diversity among them.3

2. ‘All human beings are born free and equal in dignity and rights’
(Article 1, UDHR)4

The Universal Declaration of Human Rights (UDHR) of the United Na-
tions (1948) can be characterized as the ‘mother document’ of all subsequent
human rights treaties. Nearly every country in the world now recognizes the
importance of the UDHR or has included provisions and norms of the
UDHR in their national constitutions. The UDHR is a comprehensive
text in which Article 1 already includes the most important concepts and
foundations that constitute the basis of a modern understanding of human
rights: freedom, equality, dignity, and rights. In what follows, these core
concepts will be briefly described. These descriptions, although summaries,
take into account an important aspect of HRE: working directly with and
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acquiring knowledge of human rights texts and documents is crucial in order
for people to comprehend the concepts they contain and to enable them to
adapt and apply those concepts most effectively. There is also a general as-
sumption that it is important to understand the historical background of the
era out of and during which the United Nations was founded at the end of
World War II in 1945. It was in the spirit of ‘Never again’ that the world
community of states expressed the need for a ‘human rights project’: the
world should never again be witness to the massive kinds of violations of
human dignity that occurred during the Nazi regime and the Second World
War. And in the years following the establishment of the UN and the dec-
laration of the UDHR, ‘to the astonishment of many, human rights would
become a political factor that not even the most hard-shelled realist could
ignore. The UDHR would become an instrument, as well as the most
prominent symbol, of changes that would amplify the voices of the weak
in the corridors of power’.5

2.1 Freedom

All human rights are also freedoms. The preamble of the UDHR of 1948
spells out four ‘core freedoms’, as they were also expressed by Franklin De-
lano Roosevelt while he was President of the United States. Both FDR and
his wife, Eleanor Roosevelt, were instrumental in the development of the
text of the UDHR.
‘Whereas disregard and contempt for human rights have resulted in bar-

barous acts which have outraged the conscience of mankind, and the advent
of a world in which human beings shall enjoy freedom of speech and belief
and freedom from fear and want has been proclaimed as the highest aspira-
tion of the common people […].’ (Preamble, UDHR)
The preamble understands freedom as both a political right (of speech and

belief) as well as a social right (from fear and want). Metaphorically, freedom of
speech can be understood as constituting civil and political rights as declared in
the UDHR under Article 19 (freedom of opinion, expression, and infor-
mation) and Article 20 (freedom of assembly). Not just restricted to religion,
freedom of belief encompasses intellectual and spiritual rights in general. Hu-
man beings are individuals who think and feel and try to make sense out of
life. They are entitled to do so freely and without discrimination as long as
they respect everyone else’s right to the same freedom. Freedom from fear
includes numerous dimensions. All human beings must be protected, for
example, from arbitrary assaults by the state. The state also has the duty
to protect us from violence (e.g., Articles 2, 4, and 5, UDHR) and to provide
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fair and just legal procedures (Article 10, UDHR). At the same time, free-
dom from fear also means that human beings should feel secure in terms of
the fundamental human needs for water, food, and shelter. Freedom from want
comprises economic, social, and cultural rights. As human beings, we are
entitled to the opportunity to fully develop our sense of self, a process that is
best accomplished in an environment free of fear and want.

2.2 Equality

The promotion of equality and the prohibition of and protection against all
forms of discrimination are structural elements of all human rights. Each right
– for example, the right to education – will be granted to everyone without
discrimination based on racist or sexist ideology, or with regard to class, skin
colour or other aspect of physical appearance, physical or mental ability,
sexual orientation, or cultural background. The United Nations, as well
as regional intergovernmental bodies such as the Council of Europe, has
developed a human rights protection system against such discrimination.
Article 2 of the UDHR says:
‘Everyone is entitled to all the rights and freedoms set forth in this Dec-

laration, without distinction of any kind, such as race6, colour, sex, language,
religion, political or other opinion, national or social origin, property, birth
or other status. Furthermore, no distinction shall be made on the basis of the
political, jurisdictional or international status of the country or territory to
which a person belongs, whether it be independent, trust, non-self-govern-
ing or under any other limitation of sovereignty.’
Article 2 and Article 26 of the International Covenant on Civil and Po-

litical Rights are the legal basis for the promotion of equality and protection
against discrimination. Additionally, many UNmember states have also rati-
fied ICERD – the International Convention on the Elimination of All
Forms of Racial Discrimination (1965) – and CEDAW – the Convention
on the Elimination of All Forms of Discrimination against Women (1979).

2.3 Dignity

The same respect for the dignity of every human being – no matter how
different – lies at the core of all human rights. Without respect for freedom
and dignity, human rights mean little. As human beings we all possess an
inherent dignity that is inalienable, although there are of course far too many
ways of violating a person’s dignity. The dignity of a person is bound to her
or his individuality. Everyone is unique: we are each born in a specific place,
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time, and context, with specific talents, gifts, and challenges. Each of us must
make the decision to respect our own sense of diginity, and closely bound to
that decision is the decision to respect the dignity of the ‘Other’ – every
other. Both the dignity of the teacher as well as the dignity of the learner
must be honoured in the learning process. Therefore, educators need to
ensure that learning groups develop a sound understanding of how to treat
each group member respectfully. Every culture and region of the world has
traditions and norms for respectful communication and interaction. And
every culture and religion possesses its own definition of dignity. In South
Africa, for example, I learned an isiXhosa word to explain the meaning of
dignity, Ubuntu, which means that a person is bound to her or his collective.
People need to work together because they are connected with each other.7

2.4 Rights

Freedom, equality, and dignity are of course not only rights but also values in
education. They are enshrined as rights with the aim of developing interna-
tional standards and an effective human rights protection system. Whereas
values often remain unclear, or ‘hide in the shade’, and differ from group to
group on the micro-, meso-, and macrolevels, rights are more clearly de-
fined. Human rights – guaranteed by virtue of the fact that every human
being, just because they are human, is entitled to them – differ substantively
from privileges, which are special rights granted to certain groups of people
but denied to others. And everyone knows that the former have not yet been
universally established. To guarantee human rights, states must incorporate
them into national legislation. However, governments sometimes hesitate to
fully implement human rights treaties. Germany, for example, does not fully
guarantee the rights protected by the UN Convention on the Rights of the
Child (CRC, 1989), as witnessed, for example, by its failure to fully recog-
nize educational rights of refugee children, who are treated according to
national legislation for foreigners instead of the CRC norms.
In many parts of the world the concept of human rights remains an un-

fulfilled promise. Although international and regional protection systems
have been developed and social movements worldwide are engaged in
the struggle for freedom and equity, it may seem as if this engagement
will never be sufficient, and that the full development and implementation
of human rights can therefore never be achieved. At the same time, human
rights also represent a ‘realistic utopia’, a vision of a better life for which
countless people are working in the hope of making this vision a reality.
As lawyers, educators, politicians, lobbyists, and other concerned world citi-
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zens, they have their own perspectives on human rights, and they also con-
tribute their individual experiences – dealing with issues such as gender and
class – to the work that they do. The more fully everyone understands hu-
man rights and expresses their needs, the higher the likelihood that a realistic
utopia of human rights will come about, one that operates under an inclusive
‘living instrument’ that is based on the highest respect for difference and the
notions of freedom, justice, and equality.

Notes

1 See http://www.ohchr.org/english/issues/education/training/programme.htm
2 See Lohrenscheit (2004).
3 See Lohrenscheit (2006).
4 For all references to human rights documents see: http://www.ohchr.org/english/

law/index.htm
5 Glendon (2001), xvi.
6 The text of the UDHR, as well as other human rights documents, uses the word

‘race’. However, it would be more appropriate to talk about ‘racist discrimination’ in
order to highlight the ideology that feeds racism. There is only one human race;
‘different races’ do not exist, either biologically or culturally.

7 Ubuntu originates from sub Saharan African philosophy and embodies an insight that
is universal. It incorporates the concept that the human race is a family. Briefly,
Ubuntu means I am because we are, or, in other words, a person becomes human through
other people. See also http://en.wikipedia.org/wiki/Ubuntu_%28ideology%29

Literature

Bielefeldt, H.Menschenrechte in der Einwanderungsgesellschaft. Pl doyer f r einen
aufgekl rten Multikulturalismus. Bielefeld, 2007.

Glendon, M.A. A World Made New: Eleanor Roosevelt and the Universal Dec-
laration of Human Rights. New York, 2001.

Lohrenscheit, C. Das Recht auf Menschenrechtsbildung. Grundlagen und Ans tze
einer P dagogik der Menschenrechte. Frankfurt and London, 2004.

– ‘Dialogue and Dignity – Linking Human Rights Education with Paulo Freire’s
Education for Liberation.’ In: Journal of Social Science Education 1 (2006), Ed.
P. Fritzsche and F. Tibbitts. (Online Journal: http://www.jsse.org/2006_1/
lohrenscheit_freire.htm).

Websites

Office of the High Commissioner for Human Rights: www.ohchr.org

69

Claudia Lohrenscheit, Citizenship and Human Rights



Ursula Apitzsch

Citizenship and Gender

1. The concept of citizenship with a special focus on gender

At the centre of much contemporary policy and academic writing, citizen-
ship is defined as a status that accords a collection of rights and obligations, as
well as an identity, and as a practice, involves participation of various kinds
(Gerhard 2001; Lister 1997; Siim 2000; Werbner and Yuval-Davis 1999;
Yuval-Davis 1997). It is a concept that also promotes equality and inclusion,
while simultaneously constructing boundaries that inherently create exclu-
sions.
Modern citizenship is tightly connected to the development of nation-

states. Notions of modern citizenship were conceived against different his-
torical periods and philosophical positions, reflecting the particular evolution
of individual nation-states. Citizenship is also connected to the concept of
civil society, to membership in a broader sense, that is, of community that
exists beyond nation-states (Soysal 1994). This latter position has been de-
veloped by feminist scholars who see gender relations as part of multiple
social divisions such as class, race, ethnicity, and immigration status, and
includes an understanding of social citizenship both as membership in the
civil society and as a mode of inclusion and exclusion that shapes the com-
munity. This understanding broadens the concept of citizenship to encom-
pass belonging, identity, and participation.
In the following, I will outline the concept of social citizenship with a

special focus on gender. I will examine this relationship by looking partic-
ularly at social networks and questions of diversity. Moreover, I will discuss
gendered conceptions of caregiving in the light of new citizenship concepts.
I will summarize my argument within the framework of a revision of the
traditional Marshallian concept of citizenship.1

2. Feminist analysis of welfare states and social citizenship

Feminist scholars have revealed that the Marshallian concept of citizenship
rests on the gendered division between public and private and between paid
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work and unpaid care work. In Marshall’s theory, the entitlement to social
rights was conceived of as the result of labour market activities. He neglected
unpaid reproductive work, largely performed by women and associated with
their roles as ‘wives’ and ‘mothers’ outside the labour market (Lewis and Ost-
ner 1994; Lister 1997; Pateman 1988).
There have long been two opposing strategies for incorporating women

into citizenship. One approach emphasizes women’s equality with men as
citizens by promoting women’s participation in the labour market and pol-
itics. In contrast, another strategy celebrates women’s particular qualities,
mediated through maternalism and caring, and arguing for new conditions
of citizenship ‘with implications for access to social rights’ (cf. Lister 1997;
Pateman 1988). There is an inherent tension between these strategies. The
central questions are how to overcome the gendered, hierarchical dichot-
omy in citizenship defined as equal rights and how to evaluate ‘care’ as an
element shaping citizenship.
From the very beginning of the European Economic Community (EEC),

equal rights provisions were implemented (EEC Treaty 1957). The 1970s
and 1980s witnessed further advancement. These cumulative achievements
were translated into the first approach towards gender mainstreaming in
1996. This paved the way for a new legal framework for gender equality
in the Treaty of Amsterdam (1997). Gender mainstreaming efforts face a real
challenge in recognizing social divisions that shape differences in the social,
economic, and political status of women. However, equal rights provisions
have tended to concentrate on employment, and thus lack evaluation meas-
ures for unpaid care work in its own right (Gerhard, Knijn and Weckwert
2005). Different modes of women’s inclusion into citizenship, both as a sta-
tus and a practice, have been identified in different citizenship regimes.
Among feminists there is a consensus that inequality is gendered in the ac-
quisition of civil, social, and political citizenship rights (Hobson and Siim
2002) and that doing unpaid care work should be recognized as an important
expression of citizenship responsibility. In practical terms, this involves
men’s participation in caregiving, both in the private and public spheres
(for example, hospitals), and is a much debated issue throughout Europe,
but particularly in the Nordic countries (Siim 2000). Women’s caregiving
– both paid and unpaid – is undervalued, and therefore can lead all too easily
to poverty. More generally, women’s position in the private domestic sphere
and in the public sphere of the labour market, and consequently in welfare
systems, underpinned by assumptions about female economic dependence,
increases the risk of poverty in most European countries. And poverty is
corrosive to citizenship as both a status and a practice (Lister 1997 and 2004).
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2.1 Gender, citizenship, and care drain

Feminist scholars have examined the mode of incorporation of women into
nation-states, paying particular attention to the intersection of gender, eth-
nicity, and class in institutional arrangements, i.e., the labour market, and
access to social, economic, civic, and political rights. One of the central de-
bates concerns discursive notions of multiculturalism and policy impacts on
immigrants. This aspect becomes increasingly relevant in the face of global-
izing, multiethnic European societies. An emerging strategy for more inclu-
sive citizenship promotes solidarity in differences.
Integration of migrants into cultural and social life, i.e., social citizenship,

is seen as enhancing Europe’s competitiveness, sustainable economic
growth, and greater social cohesion, as the Lisbon Strategy (2000) acknowl-
edges. Such European policies aim at assisting immigrants and women in
becoming ‘active citizens’ (Apitzsch and Kontos 2003). However, in imple-
mentation, state support mechanisms mostly require a full-time employment
history. This precondition is difficult to fulfil, particularly for women, im-
migrants, and second-generation young adults (Apitzsch 2004).
Once the fall of the socialist regimes in Central Eastern European (CEE)

countries had taken place, freedom of movement was granted to nationals of
the then EU member candidate states for visiting purposes. This change was
made in preparation for European ‘reintegration’ and the expansion of the
EU. Freedom of movement institutionally facilitated labour migration of
CEE nationals (Morokvasic-M ller 2003). In the 1990s we can observe a
development of new migratory patterns and behaviour that we call trans-
national circulation. Among Eastern European women, circular migration
has become well established. These women work as caregivers and cleaners
in West European middle- and upper-class households, while maintaining
their familial life back home.
In the European policy agenda, the irregular migratory flow is mostly still

debated in terms of control and management. At the same time, local and
national collective self-help networks of migrant women have emerged out
of which approaches to improving policy and laws for female migrants may
develop (Anderson 2001; Apitzsch 2006; Shinozaki 2005). Networking with
other female migrants from their own national or linguistic group is a major
strategy for regaining the ability to act in the social arena (Lenz and
Schwenken 2002). The question, to what extent and which groups claim
and practice their citizenship rights, using the ‘de-facto transnationalizing’ le-
gal framework (Sassen 1998), such as the EU Charter of Human Rights, is
pivotal.
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2.2 Gender, citizenship, and diversity

In recent years, research in the field of social movements and gender has
intensified. This research has investigated the different sites of citizenship
participation as well as the structural barriers to and political prevention
of women’s equal citizenship. Feminist theorizing, accustomed to dealing
with differences and intersections of differences, enables the inclusion of the
whole spectrum of social and political participation and governance in a
multilevel system.
Feminist theorizing of social, economic, and political participation sug-

gests that citizenship is historically inflected and reflects social assumptions
about similarity and difference. The recognition of the diversity of multiple
belongings without freezing people into fixed group identities is crucial (Lis-
ter 1997; Yuval-Davis 1997). Such notions of equal, just, and inclusive cit-
izenship are founded on respect for diversity (Jenson 1995).
An inclusive notion of citizenship goes beyond a judicial notion by adopt-

ing and stressing aspects of social transformation and the potential of nego-
tiation that citizens may exercise. Such notions also examine unequal power
relationships that precipitate discriminatory treatment of ‘racialized’ Third
World labour migrants and refugees in the North (Stasiulis and Bakan 1997).
In addition, a more inclusive citizenship conceptualizes processes of becom-
ing and being a citizen that can evolve over several generations, particularly
regarding entitlements, acknowledgment and recognition, and changing
identifications and belongings. Historical divisions, especially East-West,
as well as the discrimination, exclusion, and persecution of many European
population groups, have deeply marked the meaning of citizenship and the
relationships among the continent’s citizens. Antidiscriminatory action and
policies that encourage social cohesion depend on knowledge about long-
term and generational processes of becoming European citizens. Migration
scholars have looked into the gendered dimensions of generational social and
cultural change by analysing multiple belongings and identity constitution in
the host society and immigrant communities (Breckner et al. 2000; Breckner
2003).

3. Some conclusions: Marshall and the question of European
citizenship

In his study of the mid-nineteenth century, during the establishment of cap-
italist markets and the submission of human labour forces to market con-
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ditions, Marshall (1950) saw not only the foundation of a subsequent deep
social crisis but also a crisis of the traditional concept of citizenship. This crisis
was resolved by a decisive shift from the local, communal definition of social
citizenship to the definition of citizenship as directly emerging from national
belonging. When writing his book on citizenship, Marshall saw for the first
time the possibility for a parallel development of civil rights, political, and
social citizenship, three elements that had had very different developments
throughout the previous century. This understanding was eagerly supported
by national workers’ unions and the diverse national Labour Parties in Eu-
rope. With the new migration flows subsequent to the end of the socialist
regimes in Central Eastern European countries and the new transnational
women’s networks, however, it became obvious that citizenship rights could
no longer be conceived of as deriving from and granted by national status
only (Castles and Davidson 2000). Recent irregular migrations mark the
peak of a development of a loss of citizenship rights for many Europeans
that had already begun in the 1960s. Social movements have requested cit-
izenship rights based on residence so as to include so-called ‘third country
nationals’; enhanced antidiscrimination legislation; and supporting policies
to guarantee access to equal citizenship practice for women and men (Shaw
1997; Wobbe 2003).
In this regard, it is necessary to investigate the empirical consequences of

the Amsterdam Treaty, which incorporates race, ethnicity, and sexual pref-
erence into antidiscrimination law and suggests a more inclusive definition of
citizenship rights and protection in the EU on a supranational level. Con-
sideration must be given to the fragmented legal nature of the ‘European’
citizenship legislation, that is, its presence not only in Articles 17–22 of the
EC Treaty but in a number of other articles and provisions of the Amsterdam
Treaty as well, for example, Articles 12 and 141 (Wiener 2003).
The different degrees of access to fundamental civil, political, and social

rights for national citizens, non-national European citizens, and non-Euro-
pean residents in European cities may affect the concept of sovereignty as ‘the
existence of a final, highest, or supreme power over a set of people, things, or
places’ (Latham 1998), which, in the era of globalization (and I am here fol-
lowing the argumentation of Aihwa Ong) remains a ‘key to our understand-
ing the shifting relations between state, market, and society’ (Ong 1999: 215).
FollowingMarshall’s sociohistorical concept of citizenship as entailing the

triad of civil, political, and social rights and the universalistic assumption that
the concept of citizenship is based on rights and identity, an encompassing
conception of citizenship defines it as the set of institutions that determine
and reflect the rights, access, and belonging of individuals to a polity (Wiener
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1997). Crucially, belonging is based on both the legal entitlement to a na-
tional passport (Hailbronner 1997) and the cultural experience of belonging
to a particular place (Kaplan 1993).
It might be necessary for cities to give access to social citizenship rights to

irregular migrants in a more inclusive way, according to local, communal
settlement instead of national identity only. This would respect the fact that
new citizenship movements are working on a ‘glocal’ (Ruppert 1998) level:
they try to bind together universal claims for civil rights with their local social
implementation. A comparison and analysis of different trajectories of na-
tional and transnational movements in European history and in the new
European Union – especially with regard to the different stories and expe-
riences in East and West – would offer a significant contribution, a broader
understanding, and ‘a pluralistic notion of citizenship’ (Lister 1997) based on
both agency involvement and structural constraints.

Notes

1 Thomas Humphrey Marshall’s Citizenship and Social Class (1950) identifies the triad
of civil, political, and social rights as evolving in Britain during a historical period that
ran from the eighteenth to the twentieth century.
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Viola B. Georgi

Citizenship and Diversity

Global, mobile, transnational, and transcultural have become familiar terms
for describing modern societies. And most of the world’s nation-states have
long been characterized by cultural, ethnic, linguistic, and religious diversity.
In recent decades, however, modern societies have become even more het-
erogeneous, and one of the challenges facing such increasingly multicultural
democratic nation-states is how to provide opportunities for different groups
to maintain aspects of their community cultures while simultaneously build-
ing a nation in which these groups are not only structurally included but also
feel a sense of belonging. In this context, notes the American scholar James
A. Banks, the growing ethnic diversity within nation-states and the concom-
itant pursuit of cultural recognition and rights challenge the assimilationist
notions of citizenship and citizenship education (Banks 2004a: 289). This
becomes most obvious in such metropolitan centres as S¼o Paulo, Bombay,
London, New York, and Rome, as Italian sociologist Claudio Baraldi (2006)
has observed. Baraldi examines the relationship between ‘multicultural cit-
izenship’ (Kymlicka 1995) and intercultural education, and asserts that we are
facing a trend, driven by world wide urbanization processes, towards defin-
ing a newmulticultural meaning of citizenship. Baraldi claims that ‘this glob-
alisation of rights appears to be a transcultural reality as the project of multi-
cultural citizenship implies the generalized validity of human rights in a
world society’ (Baraldi 2006: 15). Concerning citizenship education, the
British scholars Audrey Osler and Hugh Starkey go even further in their
analyses. They state that national citizenship education, ‘often fails to engage
with the actual experiences of learners who, in a globalized world, are likely
to have shifting and multiple cultural identities and a sense of belonging that
is not expressed first and foremost in terms of the nation’ (2003: 245). In the
following I will outline some aspects of how questions of diversity affect
citizenship.
As one of the major scholars in the field of multicultural education, James

A. Banks considers the delicate balance of diversity and unity an essential goal
of (re)conceptualizing citizenship and citizenship education in democratic
nation-states (Banks 2004b). In traditional immigrant countries such as the
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United States and Canada, diversity has always been at the centre of debates
concerning citizenship and citizenship education. And Canadian academic
debates and immigration policies have influenced the current theoretical dis-
course on communitarian models of multicultural societies: the concept of
‘multicultural citizenship’ developed by William Kymlicka (1995) and
Charles Taylor’s thoughts on the ‘Politics of Recognition’ (1994) have
been particularly persuasive. Under conditions of ‘multicultural citizenship’
and the ‘politics of recognition’ the common national civic culture is
thought to embrace and reflect the voices of the various groups that con-
stitute it, under the assumption that this increases the acceptance and legiti-
macy of the national civic culture. Multicultural citizenship, therefore, rec-
ognizes the rights and needs of citizens to maintain commitments to their
respective cultural communities (e.g., traditions, languages) while fully par-
ticipating in the national civic culture. The British sociologist Nira Yuval-
Davis concurs with this argument when she maintains that, ‘unless we view
people’s citizenships as multi-layered, we fall into the trap of racialising them,
accusing them of ‘divided loyalties’ and denying the reality of the contem-
porary politics of belonging’ (2004: 5).
Turning to the U.S. discourse on multiculturalism and citizenship, I

would like to draw attention to Banks’s concept of ‘multicultural literacy’
(Banks 2003). Multicultural literacy, he writes, ‘consists of the skills and abil-
ities to identify the creators of knowledge and their interests, to uncover the
assumptions of knowledge, to view knowledge from diverse ethnic and cul-
tural perspectives, and to use knowledge to guide action that will create a
humane and just world’ (Banks 2004a: 291). Banks and his Center for Multi-
cultural Education at the University of Washington have initiated a reform
project on citizenship education aimed at advancing democracy and re-
sponding to the needs of cultural, ethnic, religious, and immigrant groups
within multicultural nation-states.
While it must be acknowledged that citizenship and citizenship education

take on very different shapes and statuses depending on the social, cultural,
political, and economic contexts of the respective nation-states in which
they operate, the above mentioned approaches, developed from analyses
of the multicultural societies of Canada and the U.S., have become increas-
ingly relevant for a Europe that has undergone and continues to undergo
permanent demographic and social changes. As European nation-states be-
come more diversified, ethnic groups and minorities within these states
struggle to attain cultural, political, and economic rights (Soysal 1994). Con-
sequently, balancing diversity and unity becomes a more complex and dif-
ficult task. In order to meet this challenge, the development of clear political
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and educational concepts is crucial: concepts that respect differences and
promote equality and inclusion, concepts that transfer into the consciousness
of the continent’s citizens and into the everyday practices of local, national,
and European institutions the idea that ‘Europe’s unity resides in its multi-
plicity’ (Morin 1988: 8).

1. Diversity in Europe

Since the inception of European unification, Europe’s citizens have become
increasingly mobile. European Citizenship, granted in 1992, and the en-
largement process of the EU have added tremendously to this new mobility.
Movement around the continent occurs in connection with European joint
ventures, European political institutions, NGOs working across borders, re-
search groups, European exchange programmes for pupils and students, and
as a part of opportunities for commuting between countries for employment.
All of these encounters provide transnational economic, political, and social
experiences. European national and cultural heterogeneity, globalization as
well as European colonialism, have produced cultural engagements and con-
flicts that go beyond traditional European cultural parameters. As a result,
Europe has a long-standing history of multicultural societies, although many
European states have only slowly come to acknowledge this fact. The EU
has attracted millions of immigrants, both from within and outside its bor-
ders, and these groups have established themselves throughout the Union,
adding new facets and perspectives to European societies. And (national)
minorities, mainly in the new democracies that evolved after the fall of
the Iron Curtain in 1989, have contributed yet another dimension to Eu-
rope’s diversity.
In the arena of education, one may ask how successful Europeans have

been in dealing with ‘old’ and ‘new’ forms of diversity. Does citizenship
education in Europe reflect the historic/traditional dimensions of diversity,
including, for instance the current situation of (national) minorities such as
the Danes in Germany, the Basques in Spain, and the Roma in Romania?
Does citizenship education in Europe recognize and explore new forms of
diversity, for example, the specific immigration and integration experiences
of such (ethnic) minorities as the Turks in Germany, the Surinamese com-
munity in the Netherlands, and immigrants from the British West Indies in
England? Even though these questions cannot be answered in this short ar-
ticle, as Osler and Starkey argue in their contribution to this book, rather
than emphasizing national identifications, and thereby reducing the potential
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power of the term ‘citizenship’ as well as its fulfilment, citizenship should
embrace diversity by recognizing multiple identities, which become increas-
ingly relevant for the self-perception of second and third generation immi-
grants.
As documented in frequent studies by the former European Monitoring

Centre on Racism and Xenophobia in Vienna (now the EU Agency for Fun-
damental Rights) and the European Commission against Racism and Intolerance
in Strasbourg, most European societies face growing problems of ethnic
and religious dissension, racism, xenophobia, anti-Semitism, Islamphobia,
and other forms of bigotry, intolerance, and discrimination. This Europe-
wide increase in ethnic and religious conflict calls into question the success of
the European versions of the ‘melting pot’ or the ‘salad bowl’. The assas-
sination of the Dutch filmmaker Theo Van Gogh in 2004 by a Moroccan-
born Islamic extremist, the rioting of young immigrants in the suburbs of
France in the fall of 2005, the so called ‘caricature conflict’ of late 2005 and
early 2006, sparked by a Danish newspaper’s publication of a Mohamed im-
age many Muslims viewed as highly offensive, as well as the terrorist attacks
in Madrid in 2004 and in London in 2005 triggered emotional and contro-
versial debates about the pitfalls and failures, even the declaration of the death
of multiculturalism in Europe. No matter what position one takes on multi-
culturalism, contemporary European societies cannot avoid the task of at-
tempting to reconcile myriad world views, traditions, religious beliefs, and
ideas concerning human existence. This diversity can lead to greater mutual
understanding and enrichment, but it can also lead to solidifying separatist
tendencies and encouraging political and religious fundamentalism. Because
diversity confronts European institutions and citizens with challenges that
require responses on different levels of political, social, and cultural life, it is
vital that intercultural education and diversity management be placed high
on the European agenda.

2. Intersections of Citizenship Education and
Intercultural Education

Education is a critical force in the formation of a plural, democratic Europe,
one that exhibits social cohesion and practises inclusion. European citizens
must acquire the sensitivity and develop the skills necessary for succeeding in
diverse societies, including managing diversity, being open to other lifestyles,
world views, and cultures, as well as acquiring the capacity to engage in
inter-group (inter-ethnic and inter-religious) dialogue. Educational envi-
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ronments must therefore be prepared to meet the demands and requirements
of the multicultural and multilingual worlds in which they are located. They
must be able to demonstrate and reflect inclusion and equality with regard to
issues of the access, the process, and the content of education. Thus, citizen-
ship education in the age of diversity needs to
– analyse marginalization, discrimination, and power relations (e.g., major-
ity/minority, male/female)

– challenge bias and stereotyping
– examine perceptions of otherness and the representation of others
– explore the connection between equality and diversity
– re-think, adapt and change the content of education with regard to di-
versity, and work towards the necessary curriculum reforms

– analyse and fight educational exclusion, both in and outside the school
system

– struggle for universal access to education
– ensure that difference is respected and embraced within the local, nation-
al, regional, and international community

– imagine the nation as a diverse and inclusive community (Georgi and
Sch rmeyer 2004).

These educational objectives – based on normative assumptions – mark the
potential intersections of citizenship education and intercultural education
that have not yet been systematically explored, either in theory or in practice.
Baraldi, however, identifies some connected challenges posed by the imple-
mentation of an intercultural education that intends to prepare its students
for multicultural citizenship. He writes: ‘[…] today the main problem in
intercultural education is teaching all children to accept cultural diversity.
Intercultural education has acquired the double task to include the cultural
minorities and to convince the cultural majority to accept them, promoting
successful communication across cultures. For this reason it tries to teach
dialogue among cultures and intercultural learning, promoting in this
way a transcultural perspective, that is creating the conditions for interpene-
tration among cultures, enriching them without denying the specific cultural
identities. This is the way privileged by intercultural pedagogy in order to
achieve multicultural citizenship through education’ (Baraldi 2006: 18).
Most current concepts of citizenship education distinguish between three

major dimensions of learning citizenship: 1. knowledge; 2. skills; and 3. at-
titudes and values (Kerr and Huddleston 2002). Ideally these dimensions
should overlap in the factual learning process. Looking at intercultural edu-
cation through these lenses we may differentiate the three dimensions as
follows:
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Knowledge – it is important for the learner to
– study multiculturalism in their society from both a historical and contem-
porary perspective

– learn about different group narratives and memories in society
– identify the sources of diversity (e.g., ethnic, religious, gender, language)
within society in general and in education in particular

– understand how culture and ethics influence people’s decisions and ac-
tions

– comprehend the benefits of diversity and mutual cultural enrichment

Skills – it is important that learners learn to
– communicate, negotiate and cooperate with different people
– reflect, mediate solve conflicts that may arise from differences
– manage diversity
– think critically

Attitudes and Values – it is important that learners
– learn to be empathic
– learn to clarify and reflect their own values
– learn about different values and their origins
– realize the limitations of particular values deriving from particular tradi-
tions

– incorporate democratic principles of living together as well as universal
values as presented through Human Rights

– learn to respect and recognize other forms of thinking and living
– appreciate diversity.

Moreover, it is critical to honour the heterogeneity of viewpoints that are an
inevitable component of multicultural educational environments. This can
be done by, for example, representing different cultures and languages in
school, involving minority parents, community leaders, and other actors rep-
resenting the plurality of the community in school activities, or by providing
a variety of learning opportunities to meet various interests, abilities and
cultural backgrounds. Diversity in general should be considered and pre-
sented as a chance for critical (self)reflection, a field of multi-perspective
learning and a source of enrichment rather than as a threat to rooted ‘na-
tional’ and ‘local’ cultures.
Thus, citizenship education should promote the principles of pluralism,

non-discrimination, and social justice: ‘It should help students acquire the
knowledge, attitudes and skills needed to function in their nation-states as
well as in a diverse world society that is experiencing rapid globalization and
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quests by ethnic, cultural, language, and religious groups for recognition and
inclusion. It should also help them to develop a commitment to act to change
the world to make it more just’ (Banks 2004a: 292).
As Banks continues, ‘unity without diversity results in cultural repression

and hegemony. Diversity without unity leads to Balkanisation and the frac-
turing of the nation-state. Diversity and unity should therefore coexist in a
delicate balance in democratic, multi-cultural nation-states’ (Banks 2004a:
291). The current process of evaluating and rethinking the different ap-
proaches to multiculturalism and citizenship could result in establishing
just such a delicate balance between diversity and unity in Europe. Without
wanting to overestimate the factual political and societal influence of peda-
gogy, I am convinced, that new approaches in intercultural and citizenship
education – geared towards simultaneously embracing diversity, equality,
and inclusion – can make decisive contributions to creating this balance be-
tween unity and diversity: a balance that promises greater social cohesion and
more democracy for all of Europe’s citizens.
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III.
Perspectives on Citizenship
Education: Country Profiles





Dirk Lange

Citizenship Education in Germany

1. Historical Trends

The development of ‘citizenship education’ in Germany began in 1945
when the National Socialist regime was toppled. A fresh democratic start,
however, was hindered by the fact that Germans on the whole had a very
limited awareness of democratic processes and principles. Unthinking re-
spect for authority, subservience to and blind faith in the F hrer were the
precepts which, until then, had shaped political viewpoints. There was only
vestigial consciousness of a form of rule that empowered citizens through
having a voice in public affairs and sovereign governance. The end of the
dictatorship therefore represented a break with the political past, but not a
paradigm shift in political thinking in the population. This is the problem
that the re-education programme initiated by the Allies sought to address. Its
aim was to alter the political-cultural conditions in Germany so that its peo-
ple would begin to accept democratic power structures and throw the con-
tinuity of German ways of thinking into question. Democratization of Ger-
many could only succeed if its society was made up of citizens who had a
proficient grasp of democratic concepts.
Although only a few of the re-education measures struck a chord that

could be sustained, citizenship education gave vital momentum to the idea
that democracy should not only be fostered as a form of government, but also
as a way of life. This was the common thread that ran through the partner-
ship education policies of the 1950s, during which those initial attempts at
democracy education were made, and the idea is still with us in the current
discourse surrounding the didactics of teaching democratic principles. The
influence of the school of American pragmatism on citizenship education is
unmistakable, in particular the philosophy of education propounded by John
Dewey (cf. Dewey 1993).
In post-1945 Germany, the concept of civics represents the second es-

sential ‘developmental thread’ in citizenship education. ‘Civics education’
pursued a different strategy as it also sought to democratize a public that was
first and foremost obedient to authority. The challenges to citizenship edu-
cation, it said, were due less to a lack of democratic behaviours than to a
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deficit in the area of understanding when it came to democratic systems. The
prime focus of ‘civics education’ is therefore to transmit and mediate infor-
mation pertaining to political institutions and their systems. In this tradition,
citizenship education is a discipline that falls primarily into the field of polit-
ical science. Tying the concept to a field, however, reduced didactic reflec-
tions to questions of method. The central focus of study was not the ‘How?’
but the ‘What?’.
In its initial phase of emergence, citizenship education was derived from

the closely related fields of education and political science, and it took until
the 1960s for the discipline to expand into a ‘didactics of citizenship edu-
cation’. Its experts were no longer satisfied with applying methods to pre-
determined subjects of study, and insisted on being allowed to choose their
own. The concepts developed for the new field were intended to didactically
‘filter’ expert insights before they could be accepted as appropriate educa-
tional content. The goal was to separate the subjects that should be part of a
curriculum from the many possibilities that could be part of one, and to do it
in a reasonable fashion. The categories for regulating the field’s content in-
cluded areas such as basic insights, social challenges, social conflicts, and stu-
dent interest. These first steps away from education and political science led
to the acceptance of citizenship education as an independent discipline, and
ever since it has demanded the right to deliberate questions concerned with
planning, carrying out, and reflecting on citizenship education processes (for
historical developments cf: Gagel 1995, Kuhn et al. 1993, Sander 2004).
In the 1970s, different conceptions of citizenship education led to polar-

ized ideologies. Experts were split into two camps. One believed that the
goal of citizenship education was to help citizens make rational judgements,
the other believed it was to teach citizens how to emancipate themselves
from those who might seek to seize power. Because of the socio-political
demands made by citizenship education, the debate was at times bitterly
waged. At its root, it reproduced the controversy on scientific theory taking
place between critical rationalism and critical theory.
Parties in the conflict surrounding citizenship education were finally

drawn together by what is known as the ‘Beutelsbacher Consensus’, which
created a common formula that satisfied all involved (cf. Schiele and
Schneider 1977). The first tenet of this declaration prohibits educators
from overwhelming students with political opinions, attitudes, or values.
Every form of indoctrination, it says, is inherently irreconcilable with the
idea of ‘politically mature citizens’ , and therefore, irreconcilable with cit-
izenship education as a whole. Second, educators are bidden to reflect on the
variety of perspectives and plurality of interests that problems represent. If a
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topic is controversial in science, politics, or society in general, then citizen-
ship education must also treat it as controversial. The third postulate states
that students are to be taught to analyse their own political interests, and to
influence society in a real way in pursuit of those interests. The ‘Beutels-
bacher Consensus’ has played a fascinating role in citizenship education in
Germany. Even today, it continues to act as the fundamental reference for
the diverse concepts that are practised in the field.

2. Current Positions and Challenges

The biggest challenge for citizenship education at present is the need to
develop further into an independent, research-oriented scientific discipline
(Sander 2001: 23). Four different positions have coalesced in the ongoing
debate. The first is attempting to re-establish political science as the central
discipline in specialized didactics (cf. Massing and Weißeno 1995). The sec-
ond would like a variety of fields from within the social sciences to be given
equal importance in mediating citizenship education (cf. Grammes 1997;
GPJE 2004). The third perspective refers largely to recent democratic dis-
course (cf. Himmelmann 2001; Beutel and Fauser 2001; Behrmann et al.
2004), while the fourth position emphasizes the didactic primacy of learner
expectations and develops professional perspectives from the category of po-
litical consciousness (cf. Lange 2007a; Lange and Himmelmann 2007). What
the first three approaches have in common is that they place the centre of
citizenship education firmly in academics, whether in political science, the
social sciences, or the study of democracy. The fourth has disengaged from
the demands made by disciplines and takes the perceptions (future) citizens
have about socio-political reality as both a mirror and a means of observation
in citizenship education.
Citizenship education seeks to teach learners how to recognize socio-po-

litical reality as well as how to judge and influence it. Its goal is to train the
socio-political consciousness in a way that allows the learner to develop as
much autonomy and political maturity as possible. People are therefore at the
heart of citizenship education, and its job is to help them develop the ability
to interpret and act on political issues so they can live self-determined lives in
an increasingly complex society.
Citizens’ abilities to interpret and react to political issues are a prerequisite

for a functioning, stable democratic system. Unlike other forms of ‘political
education’, ‘citizenship education’ is not subject to system adaptation, but
only to the primacy of political self-determination by politically mature peo-
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ple. Citizenship education does not seek merely to maintain a particular sta-
tus quo, but instead views events within the context of a historical democ-
ratization process, subordinate to a fundamental ability for change and im-
provement in the present state of a society’s affairs.
Citizens in modern societies need to become competent in five vital areas;

these can be separated into individual platforms for citizenship education
content. Social learning develops an understanding for social differences
and diverse interests in pluralistic societies. Citizenship education teaches
abilities that are key to interaction and communication, violence prevention,
cooperation, and conflict resolution, as well as to the recognition and accept-
ance that others might see things differently. Cultural learning creates moral
concepts and norm values that are relevant to democracy. Its goal is to enable
people to make moral choices based on the general principles of human and
basic rights. It also provides a foundation for the principle of law. Economic
learning develops perception concerning the structure and processes of the
economy. Citizenship education seeks to enable people to take on active,
reflective roles in the working world.Historical learning fosters competency in
shaping the present and the future by enriching both with past experience.
Citizenship education also teaches that social ‘realities’ are a constant work-
in-progress, and can be altered. Finally, people find out more about how
social groups regulate general obligations through political learning. Citizen-
ship education seeks to teach learners how to critically appraise politically
relevant problem zones, and play an active role in the political process.
In this sense, citizenship education integrates several forms of learning

taken from a variety of fields in the social sciences. The unifying element
is that concepts from those fields are brought into alignment with the guiding
principle of democracy. All of the forms of learning inherent in civic edu-
cation contribute to a democratic citizenship education, and its associated
values also bind learners more closely to abstract principles like human dig-
nity, peace, justice, freedom, equality, tolerance, and solidarity. It defines the
implicit position of citizenship education – one of opposition to anti-hu-
manitarian and right-wing tendencies. At the same time, however, citizen-
ship education cannot and must not seek to provide instruction in how fun-
damental democratic principles should be implemented on a day-to-day
basis. The call for controversial points of view laid out in the ‘Beutelsbacher
Consensus’ remains the golden rule when solving concrete conflicts. In this
sense, citizenship education reproduces the normative principles of living
together in a democracy, where people can share a consensual system of
values and still be members of conflicting spheres of interest with different
points of view.
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Along with this ‘alignment’ with the guiding principle of democracy, the
fundamental orientation for citizenship education is also defined by orien-
tation principles that apply to day-to-day experiences, negotiation, and
problem solving. Within the framework of everyday orientation, citizenship
education is involved in the micro-politics of everyday life, as well as in
coping with the everyday consequences that result from ‘big politics’.
This aspect of orientation reveals the dimensions of the ‘political’ for groups
that are very diverse, both in terms of size and make-up (classes, clubs,
schools, communities, and societies of every scale, including a global
one) (cf. Lange 2004). Active and self-directed learning processes enter
the citizenship education equation through negotiation orientation, which
gives learners the tools for political action. This area includes an innovative,
creative repertoire of methods for use in both research and simulation, and
for intervening in real-world socio-political situations (cf. Lange 2007b).
The principles of problem orientation ensure that citizenship education isn’t
used to trumpet a particular agenda, but instead encourages learners to de-
velop their own political senses and thinking processes. Teaching citizenship
education processes in this area generally involves starting the class or semi-
nar by introducing a controversial issue or question (cf. Hodel 2007).

3. The Role Citizenship Education Plays in the German
Educational System

Citizenship Education is firmly integrated in Germany’s educational land-
scape. The opportunities on offer can be separated into curricular and extra-
curricular activities. Citizenship education in schools falls under the cultural
authority of the German L nder, which means its importance as a subject
varies from federal state to federal state. However, citizenship education
does exist as a pedagogical principle at all of Germany’s varied educational
facilities, at every level of education. Lessons begin in elementary school,
where they are part of the general curriculum. In secondary school, the
classes dealing with citizenship education go by a variety of names. Depend-
ing on the federal state, the type of school, and the grade, these classes can be
called ‘politics’, ‘community studies’, ‘social studies’, ‘societal studies’, ‘his-
torical-social world studies’, ‘civic education’, ‘social science’, or ‘political
science/economics’. In practise, however, nearly every school provides less
than the ideal of two hours of citizenship education every week. In some
L nder, budget cuts mean that the teaching of these lessons now leads a pre-
carious existence in some school districts.
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In the past few years, citizenship education has experienced a renaissance
as ‘democracy education’. Through school profiles, study programmes and
initiatives, this area has steadily increased in importance (cf. Beutel and Faus-
er 2005; Edelstein 2005). The goal of democracy education is to increase
interest among schoolchildren when it comes to participating in social affairs.
Although the two are not identical, ‘democracy education’ has many dimen-
sions in common with the ‘citizenship education’ classes taught in schools.
Alongside school-related activities, another important aspect of citizen-

ship education is engaging both younger and older students outside the class-
room in a variety of pursuits sponsored by state and social authorities. State-
sponsored activities include civil and army service, working in adult edu-
cation centres, at memorial sites, or in the Federal or State Agencies for Civic
Education. There are also some important areas of non-formal citizenship
education such as Right-wing extremism/Racism, Learning Democracy,
Migration/Integration, Violence Prevention/Conflict Resolution, and Gen-
der Mainstreaming that are presently being improved.
Such extracurricular citizenship education activities are supported or have

been financed by political parties, unions, trade associations, foundations, re-
ligious and spiritual communities, the media, academies, independent insti-
tutions, and initiatives that pursue citizenship education out of a commitment
to its ideals. Because public institutions are withdrawing more and more from
the field, private funding for citizenship education has noticeably increased in
importance in the last few years, although it still cannot replace the state-spon-
sored, non-partisan educational support provided by public agencies.
One of a democratic society’s central responsibilities is continuously re-

producing and renewing the political-cultural groundwork necessary in or-
der for its members to live with one another – even when the society has to
be perpetually reminded of that duty.
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Ted Huddleston

Citizenship Education in England

1. The origins of citizenship education in England

Given the common perception of England as the ‘mother of parliaments’,1 it
can come as a surprise to realize just how recently citizenship education
became a statutory subject in the curriculum in English schools.
For the greater part of the twentieth century, official reports on education

were almost silent about citizenship education – at least in the sense of cit-
izenship education as an explicit programme of teaching and learning. Partly
this reflected the identification of education for citizenship with a certain
kind of moral training, in which the virtues of the ‘good’ citizen were be-
lieved to be transmitted indirectly through general school subjects – a kind of
cross-curricular osmosis. Partly it reflected the assumption that subjects such
as politics and economics were beyond the capacity of the average pupil
(Lawton 2000).
Any forms of citizenship education that did exist in schools were, by and

large, either aimed at elite students and based around the acquisition of in-
formation useful in preparation for high-status professions, or seen as a means
of inculcating in the children of the working classes the virtues of patriotism,
humility, service, and political debate. Even in the 1970s it was not uncom-
mon to find lessons in current affairs and the British Constitution for older
students in grammar schools and the academic streams of comprehensive
schools, with lessons in ‘social’ studies for the less able (Batho 1990).
The introduction of community service programmes in schools in the

1960s followed a similar pattern. Developed initially in the grammar and
‘public’ (private) schools as an option for senior students, these programmes
were increasingly targeted at low-achieving students in their last years of
compulsory schooling – a movement which gained impetus with the raising
of the school leaving age to sixteen in 1973. Though quite widespread at the
time, community service programmes were only loosely linked to, and
rarely, if ever, conceived as a vehicle for delivering elements of the curric-
ulum (Edwards and Fogelman 1991).
This class-based, ‘passive citizen’ model of education for citizenship very

much reflected the state of English society at the time: divided by class sen-
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sibilities and lacking a consciously ‘citizen’ culture. The terms ‘citizen’ and
‘citizenship’ have been slow to enter everyday language in England and it
was not until the very end of the twentieth century that they began to appear
in educational documents with any regularity. Research at the time showed
that even in the 1990s many English people still did not consciously think of
themselves as ‘citizens’, but preferred to be called ‘subjects’ (Crewe et al.
1997).

2. Political literacy and the influence of single-issue politics

The 1970s and 1980s saw a series of quite radical attempts by educational
innovators to develop politically-related curriculum programmes that ques-
tioned traditional assumptions about schooling and encouraged all young
people, regardless of class or academic performance, to take an active
part in society.
The first of these focused on ‘political literacy’: an idea promoted in a

curriculum project called the Programme for Political Literacy, financed by
the Hansard Society and championed by members of the recently-formed
Politics Association, especially Bernard Crick. The idea of ‘political literacy’
was based on an essentially ‘active citizen’ model of citizenship education,
i.e., on educating the future citizen for active participation in a democratic
society rather than simply training for conformity or obedience. Its support-
ers advocated a ‘conceptual approach’ to teaching and learning, and were as
much concerned with skills development, especially ‘critical’ skills, as with
knowledge and attitude learning (Crick and Porter 1978).
However, the change of government in 1979 put paid to any hopes of this

programme influencing official policy, at least in the short term. The Con-
servative government was deeply suspicious of any form of political educa-
tion in schools and exponents of such programmes left themselves open to
accusations of political indoctrination.
During the 1980s, the idea of political literacy was sidelined in favour of a

number of single-issue-based forms of education, such as ‘peace education’,
‘multicultural (later ‘anti-racist’) education’, ‘futures education’, and ‘devel-
opment education’ – sometimes combined in a curriculum programme
called ‘World Studies’. Although not as explicitly political as the Programme
for Political Literacy, these ‘new educations’ clearly had an implicitly polit-
ical dimension. Their controversial subject matter and open-ended methods
were seen by the Conservative establishment as an attempt to radicalize the
young. This and their association with certain single-issue pressure groups2
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that had risen to prominence at the time made it difficult for them to gain any
level of official acceptance (Davies et al. 1999).
A related development was the growing interest in student participation,

i.e., the idea that pupils should be involved in decision-making in their
schools. Although its origins lay in progressive forms of private education,
the idea began to take root in the 1980s in certain more progressive compre-
hensive schools and local education authorities such as ILEA (Inner London
Education Authority), and an increasing number of such schools began to set
up their own student school and year councils (Edwards and Fogelman 1991).
Supporters of student participation tended to conceive of it as an activity dis-
tinct from rather than integral to the curriculum, that is, as a basic right to
which young people were entitled rather than a learning opportunity per se. In
the invoking of children’s rights, critics in government saw it also as yet an-
other attempt to subvert traditional authority and radicalize young people.

3. A change of political atmosphere

By the 1990s, the political atmosphere in England was changing. The terms
‘citizen’ and ‘citizenship’ had begun to enter into everyday speech and de-
velop more positive connotations. John Major, the Conservative Prime
Minister, unveiled his Citizen’s Charter: a programme promising a better
deal for the users of public services. A Commission on Citizenship, set up by
the Speaker of the House of Commons, issued a report recommending that
every young person should study and experience ‘Active Citizenship’ from
their earliest years through to higher education, though it did not go so far as
to spell out what this might mean in practise.
The problem was that the National Curriculum, introduced in English

schools in 1988, was constructed almost entirely in terms of traditional
school subjects. This, the detailed programmes of study, and the demands
of assessment entailed by the National Curriculum, meant there was little
time or space in schools for the teaching of new or alternative subject matter.
So when in 1990, acting on the recommendations of the Speaker’s Com-
mission, the National Curriculum Council suggested a programme of ‘edu-
cation for citizenship’ for schools, what emerged was not a new National
Curriculum subject but a non-statutory ‘cross-curricular theme’ – one of five
such themes that was meant to permeate the whole curriculum. However,
mainly due to the demands of the existing National Curriculum subjects, the
cross-curricular themes were largely ignored by schools, with education for
citizenship being ignored more than most (Whitty et al. 1994).
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4. The Crick Report

Despite, or perhaps because of the failure of the cross-curricular themes, the
constituency for some form of education for democratic citizenship in
schools continued to grow throughout the 1990s. There was increased con-
cern in official circles about both the apparent apathy towards and lack of
involvement of young people in public life (the so-called ‘democratic def-
icit’), as well as the consequences of the decline in traditional forms of civic
cohesion. This coincided with the arrival of a new era of consensus politics.
The value of education for active citizenship, whether in the sense of civic
obligation (Conservative) or civic morality (Labour), had, for the first time,
strong cross-party support in Parliament.
Citizenship education was particularly close to the heart of David Blun-

kett, Secretary of State for Education and Employment at the time. In the
1997 White Paper Excellence in Schools, Blunkett pledged to strengthen edu-
cation for citizenship and the teaching of democracy in schools. He also set
up the Advisory Group on Citizenship, chaired by (then Professor) Bernard
Crick, to provide advice on ‘effective education for citizenship’ in schools
(QCA, 1998).
Reporting in 1998, the Advisory Group recommended that ‘citizenship

education’ be a statutory entitlement and that all schools be required to show
that they were fulfilling this obligation. It made a conscious effort to avoid
the problems that had dogged previous attempts at curriculum reform in this
area, seeking to develop a curriculum model acceptable politically and prac-
ticable to implement in an inflexible, traditional, subject-dominated curric-
ulum. The solution proposed involved a combination of a broad definition
of aims and purposes, flexibility of delivery, a framework of tightly defined
learning outcomes, and public accountability for schools.
Talking about ‘active citizenship’, while in reality steering a careful path

between ‘passive citizen’ and ‘active citizen’ curriculum models, the Crick
report fused a range of earlier initiatives and traditions – such as community
service, student participation and political literacy – with contemporary con-
cerns about levels of apathy, ignorance, and cynicism about public life. It
defined education for citizenship in terms of three interrelated ‘strands’:
– ‘social and moral responsibility’,
– ‘community-based learning’, and
– ‘political literacy’.3

Focusing on curriculum outcomes rather than inputs, the report was able to
establish a framework for translating policy into practice without having to
prescribe an actual curriculum programme that might have been controversial.
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5. Citizenship as statutory school subject

The Advisory Group’s report was well received politically and ‘citizenship’
became a statutory subject in the National Curriculum in England for 11- to
16-year-olds in September 2002. The statutory Order for the new subject
closely matched the spirit, if not every detail, of the report’s recommendations.
First, the Order prescribed what pupils were to learn in little more than

two pages of text, set out in the form of short bullet points and divided up
into three categories:
– ‘knowledge and understanding about becoming informed citizens’
– ‘skills of enquiry and communication’ and
– ‘skills of participation and responsible action’.4

Second, it placed a strong emphasis on flexibility of delivery and local
autonomy. There were no instructions about level of detail to be taught,
time to be spent, or how it should fit into a school’s existing programme of
activities.
Third, it required that this new subject undergo the same assessment and

evaluation procedures legally required of all other National Curriculum sub-
jects, including: formal assessment at the end of Year 9 (students aged 13 to
14); annual reports to parents; and inspection by the Office of Standards in
Education (OFSTED).

6. Implementation of the new subject

How have schools responded to this? The evidence suggests that curriculum
practice varies considerably from school to school: some, a minority, have
embraced the new subject with enthusiasm; others, perhaps the majority,
have responded with indifference.
Some schools have adopted a ‘cross-curricular’ approach, claiming they

are able to satisfy the requirements of the citizenship Order through existing
school subjects. Others say they teach citizenship largely through the ethos of
their school and extracurricular activities, such as volunteering, community
involvement, pupil participation, or special ‘suspended timetable days’.5 Per-
haps the most common approach has been to incorporate citizenship into the
pastoral, or ‘tutor’, programme normally delivered by class teachers alongside
their specialist subject teaching, either in tandem with or subsumed within
Personal, Social and Health Education (PSHE).
To date, very few secondary schools have introduced citizenship as a sep-

arate subject in its own right, and fewer still are able to offer an integrated
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programme combining discrete subject teaching with other forms of deliv-
ery, curricular and extracurricular. Where it has been embraced with enthu-
siasm, it is often one area of the subject that has been developed rather than
the subject as a whole: a school might be committed to innovatory practice
in community involvement or learner voice, for example, but provide little
teaching, say, about government or the criminal justice system.6

7. A subject still in search of a definition?

How is this response to be understood? Of the different factors at work here,
two stand out. The first is that, although the statutory nature of citizenship
compels schools to be seen to be doing something to mark the existence of
citizenship education as a subject, the demands of the National Curriculum
actually give them, however enthusiastic, little room to manoeuvre.
The second, arguably more deep-seated, factor is the almost complete

lack of any explicit or unified tradition of citizenship teaching in English
schools, the lack also of any clearly-defined tradition of teaching through
community involvement or student participation, or of integrating different
kinds of citizenship learning activities. This much was admitted when the
Crick report said, ‘a national approach to citizenship education is novel to
this country’.7

We have, therefore, a teaching profession not only ill-equipped for the
introduction of citizenship technically, but also intellectually. It is not just a
case of unfamiliarity with the detail of official requirements, it is that even
when they are in possession of this information many teachers still fail to
understand the implications of the subject – a situation borne out by a number
of school inspections.8

One of the problems is that the broad principles set out in the Crick
report, and the ‘light-touch’ curriculum based on its recommendations,
can be interpreted in a variety of ways and do not translate directly into
any one curriculum model. The lack of direction in these and official guid-
ance documents, however justifiable at the time, has led to confusion about
the underlying nature of the subject and given rise to some quite different
emphases in curriculum practice. A recent official report concluded that in
spite of ‘considerable progress’, it is clear that there is ‘still not yet a strong
consensus about the aims of citizenship education or about how to incor-
porate it in the curriculum’.9

The years since the formal appearance of citizenship as a statutory subject
in 2002 have seen the development of a wide range of structures and mech-
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anisms to support the implementation of the citizenship Order in schools –
from model schemes of work10 to a school self-evaluation tool and, most
recently, a teachers’ professional development certificate.11

The issue facing policy-makers in England now is how to obtain more
agreement about, and, therefore, homogeneity in curriculum practice in
citizenship education as a means of raising standards across schools and guar-
anteeing all students their educational entitlement. This task, in part at least,
is one of clarification, for in many respects citizenship education in England
is a subject still in search of a definition.

Notes

1 John Bright (1811–1889), English Radical and Liberal statesman.
2 For example, the association of peace education with the Campaign for Nuclear
Disarmament.

3 QCA, 1998, 2.10.
4 QCA, 1999, 14–16.
5 These are days which take place in certain English schools where the normal time-
table or curriculum is suspended or cancelled so that the whole school (or specific
year groups) can take part in one collective activity. This is quite common with
regard to citizenship education.

6 For examples of innovative practice, see Rowe, 2005.
7 QCA, 1998, 1.4.
8 For example, OFSTED, 2003 & 2006. The Office for Standards in Education,
Children’s Services and Skills (OFSTED) is the non-ministerial government depart-
ment of Her Majesty’s Chief Inspector of Schools in England (‘HMCI’).

9 OFSTED, 2006, title page.
10 Schemes of work are ‘guidelines to support medium- and long-term planning …

help[ing] schools implement the national curriculum programmes of study’. (http://
www.standards.dfes.gov.uk/schemes3/faq/?view=get#539416, accessed on 31 Au-
gust 2007).

11 For a more exhaustive list, see Huddleston (2005).
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Elise F ron

Citizenship Education in France

Initiated during the French Revolution, and developed at the end of the
nineteenth century, citizenship education in France has recently undergone
rapid and radical changes, with an emphasis on civic values as well as on the
core principles of democracy. It favours active and critical learning among
students, but suffers from the very limited space that it is allocated in the
curricula, as well as from teachers’ training, which is often wanting in this
area. Nevertheless, thanks to concrete activities implemented inside and out-
side the educational sector, citizenship education does offer students some
opportunities to put knowledge and values into practice.
Despite a long tradition of civic education, ‘citizenship education’ in

France today lacks a precise meaning, and can encompass various objectives,
practices, and programmes, implemented by schools as well as by non-gov-
ernmental organizations at the local level. This apparent fuzziness can be
explained by the fact that during the past decades citizenship education
has undergone rapid and sweeping changes in the process of adapting to
a new social and cultural context, particularly the increasingly multicultural
character of French society.
Though initiated by a private bill voted on during the French Revolu-

tion, which stressed the role of the school system in defending patriotism as
well as moral values among its citizens, it was only at the end of the nine-
teenth century that citizenship education really developed. Since the intro-
duction of free and compulsory primary education in 1880, and the inclusion
of Civic and Moral Education as a compulsory subject in the curriculum, the
intention of the school system has been to make citizens of children by nur-
turing a sense of civic duty among them. The system has been based on
secularism in order to eliminate the influence of religion but also to minimize
the role of private cultures in public life. Children have been considered,
above all, as individuals whose entitlement to equal opportunities is a core
value. The central concern has been to develop common ideas, feelings, and
representations in order to ensure the existence of a national community,
united beyond ethnic, religious, or class distinctions. This Republican credo
has been embodied by ‘civic instruction’ in the subject, during which the
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fundamental principles on which the French Republic was founded were
transmitted, but it was also translated into the structure and rules of the
school system as a whole. Dating back to the end of the nineteenth century,
the French schooling system has indeed, in principle, been indifferent to
differences. And it is this secular attitude that constitutes the means through
which a direct link is created between each individual, called upon to be a
citizen, and the political community to which he or she belongs, namely, the
French nation. In keeping with the Republican imperatives of promoting
national unity and secularity, pressure is placed on individuals to assimilate
into secular society ‘as individual citizens’.
However, after the Second World War, the need to reiterate the ideo-

logical foundations of the Republican regime was no longer a high priority,
and the provision of ‘civic instruction’ courses gradually declined, were
taught less and less, and were finally eliminated during the 1960s. Economic
growth seemed to replace national ideology as a means of fostering the in-
tegration of individual citizens. But the enduring economic crisis of the
1970s and 1980s, which was accompanied by high unemployment rates,
increased deprivation and exclusion, especially in suburbs inhabited by
high proportions of immigrants or the children of immigrants, made the
shortcomings of such an approach evident. Access to full citizenship seemed
relatively closed to immigrants as well as to their children. This was also
reflected in the school system, where migrants and their children faced ram-
pant discrimination as well as a series of cultural barriers. Far from the ideal
that portrayed the school as a haven of equality within an unequal society,
removed from the social, economic, political, and racial tensions that per-
vaded that society, the school had become increasingly permeable to these
tensions and problems. Moreover, rather than fulfilling its mandate as a ve-
hicle for promoting social equality among the working classes, the school
had become a place where learners and educators grappled with the com-
plexity of the broader social problems – inequality, discrimination, and vio-
lence – produced and reproduced in its midst. Religion had also become a
problematic issue, as shown by the ‘Muslim veil affairs’ that began in 1989.
These tensions re-awoke interest in citizenship education as a means to en-
sure the existence of a nationally united community.
Since the mid-1980s, providing citizenship education has thus once again

become one of the main objectives of the French school system. In addition
to its traditional missions of fostering integration and strengthening the na-
tional community, citizenship education has been given several new tasks,
such as preventing deviant or violent behaviour among pupils. Proper
courses on ‘civic education’, the main responsibility for which was assigned
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to French language and history teachers, were reintroduced in the curricula
of secondary schools in 1985. At this point the term ‘instruction’ was re-
placed with the more neutral term ‘education’. In response to ongoing social
and political problems, civic education was increasingly designed to solve the
highly politicized integration problems of migrants or children of migrants
with Muslim origins, by helping them to understand and adopt national
values. Civic education programmes have been organized around the trans-
mission of core values, such as responsibility, solidarity, respect for equality
and common rules, or the protection of the environment, which are pre-
sented through discussions on democracy, civil rights and duties, political
institutions, and civic practices.
At a concrete level, citizenship education in schools has been structured

around four main principles: 1. moving content progressively, starting from
basic notions, such as development of students’ sense of responsibility at the
beginning of primary school, to a full presentation of the notion of citizen-
ship, including European citizenship, by the end of secondary school; 2.
favouring a multidisciplinary approach by articulating citizenship education
with other subjects, especially history; 3. in all types of schools, applying the
general philosophy of the French school system, whose detailed structure has
been discussed and elaborated at the national level, and which is designed to
produce a ‘universal’ citizen; and 4. stressing students’ involvement based on
their own experiences and expectations.
However, the implementation of these principles sometimes proves dif-

ficult because the time dedicated to civic education seems too limited (e.g.,
half an hour per week during the first year of secondary school, and a total of
sixteen hours per year by the end of secondary school) to allow it to really
develop as its own subject matter. Even more restricting is that most teachers
of French language, history, philosophy, and the social sciences who are
supposed to supervise this subject are not trained in this area, and therefore
lack the knowledge necessary (e.g., in law and political science) to provide
adequate instruction. Finally, the very different student backgrounds, in
terms of social environment and culture, seem to directly contradict the gen-
eral principles of equality, solidarity, and freedom on which civic education
is grounded, thus giving the impression that citizenship education is at least
inadequate as a tool for understanding or at worst oblivious to the ‘real’
problems related to citizenship in contemporary France.
The implementation of citizenship education also suffers from the lack of

a coherent strategy. Mainly treated as a cross-curricular theme in primary
education, it is a compulsory subject throughout secondary education. Of-
ficial decrees seem to constantly hesitate between promoting citizenship ed-
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ucation as a proper subject in order to draw attention to it, both on the part
of teachers and of pupils, or favouring a cross-curricular approach that is
more in line with the way citizenship education is conceptualized at an aca-
demic level, but which is difficult to implement, and seems to provoke a
blurring of its meaning and content.
At a more general level, citizenship education in France also relates to

concrete activities implemented inside and outside the educational sector.
When civic education courses are meant to pass on knowledge related to
citizenship, as well as core values, activities organized inside and outside
the school system should be putting this knowledge and these values into
practice. Official texts and reports repeatedly stress the need to view citizen-
ship not only as information to be transmitted, but also as a practice that
should be included in the everyday life of children and teenagers. In other
words, citizenship education should not be limited to lectures (which tend to
encourage passivity on the part of pupils); rather, the aim here is to educate
active and engaged citizens. Schools are invited by official circulars to or-
ganize workshops on civic practice, as well as ‘civic courses’ structured
around activities outside the classroom, focusing either on rights (more par-
ticularly human rights, children rights, or women’s rights), on memory (e.g.,
deportation, the Holocaust, crimes against humanity), or on solidarity (e.g.,
international, anti-racism). Specific events or themes are celebrated through
dedicated days, for example, the Universal Children’s Day (20 November)
or International Human Rights Day (10 December). Prizes are awarded to
pupils or students in the field of human rights or the preservation of memory,
and exhibitions on citizenship specifically designed for children are organ-
ized. A so-called ‘Children’s Parliament’, jointly initiated by the Ministry of
Education and the National Assembly in 1994, is designed for children
reaching the end of primary school. It initiates pupils into the ways a de-
mocracy functions by inviting every primary school’s fifth year class to pre-
pare two private bills. The best proposals are selected by each regional edu-
cation authority and are transmitted to a national jury composed of members
of the National Assembly and of representatives of the Ministry of Educa-
tion. Once a year, 577 pupils, representative of mainland France and all over-
seas territories, are then invited to vote for the best private bill out of ten
selected proposals. The adopted private bill then becomes an official law of
the French Republic.
In the framework of these activities, organized inside and outside of the

classroom, privileged partnerships are built with a series of actors of civil
society (for instance NGOs) whose role is to organize specific activities,
such as public awareness campaigns and events. They also prepare informa-
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tion kits that are distributed to pupils, as well as pedagogical kits, including
key documents and sample activities, for instance the CIDEM (Civics and
Democracy), which can be freely used by teachers. Various NGOs, such as
the Association des conseils d’enfants et de jeunes, which publishes a book for
‘young citizens’ called Le Petit Citoyen Illustr , also organize activities related
to citizenship education.
If most of the themes covered by citizenship education focus on rights

enjoyed by French citizens, as well as on the functioning of the various po-
litical and social institutions in which citizens can exert those rights, citizen-
ship education has also gradually opened itself to other topics, such as the
impact of globalization and of the process of European integration on the
contemporary meaning of citizenship. Since 2000, European institutions and
the concept of European citizenship have thus been added to the topics that
should be included in citizenship education, especially towards the end of
secondary school. For instance, Upper Sixth formers participate in courses
on European citizenship or on European integration in which they are in-
vited to discuss four main issues: 1. the impact of the process of European
integration on the definition and practice of citizenship and the development
of a genuine European citizenship; 2. the nature and future of European
citizenship and how they are related to the forming of a European public
space; 3. the relationships between European citizenship and the enlarge-
ment of the European Union; and 4. whether the full exercise of European
citizenship will eventually require the forming of a European sovereign state.
These issues are discussed based on reading and analysis of the so-called
‘founding texts’, such as the European Convention on Human Rights. Spe-
cific events are also used as a means to familiarize pupils with European
matters. For instance, the 2005 ‘European Year of Citizenship through Ed-
ucation’, initiated by the Council of Europe, provided children with oppor-
tunities to learn that citizenship can also be exerted outside national boun-
daries, i.e., in both a European as well as international context.
Citizenship education in France presents a complex picture of a struc-

tured and content-driven programme, which has, however, only partly been
implemented because of a lack of time and teacher training. What is more,
substantial cultural and social disparities existing between children coming
from different backgrounds often surface, in spite of the fact that these dis-
parities are usually hidden behind a Republican discourse of universalism,
solidarity, and equality. While citizenship education struggles to confront
and address these schisms, which impede the building of a nationally united
community, its efforts often seem insufficient and inadequate. The stress
placed on actions and events organized jointly with actors external to the
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school system nevertheless offers pupils some opportunities to experiment
with knowledge that is conveyed to them in lectures, and to develop the
fundamental skills that should allow them to become active and engaged
citizens.
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Maria Helena Salema

Citizenship Education in Portugal

1. Introduction

This chapter begins with a brief description of the main official guidelines for
citizenship education that have been in effect in democratic Portugal since
1974. Illustrations of some of the practices in education for citizenship in the
formal and non-formal context and results of some research on student and
teacher conceptions and practices concerning education for citizenship are
also provided.1 The work presented here was carried out within the context
of the: Council of Europe’s European Year of Citizenship through Educa-
tion (2005); Accompaniment Group of the European Year of Citizenship
through Education and of the initiatives implemented in Portugal; Academic
work and research on initial teacher training in the area of Education for
Democratic Citizenship (EDC).

2. Summary of the official guidelines on education for citizenship
in democratic Portugal

In 1974, the Carnation Revolution ended Portugal’s dictatorship and col-
onial regime, restoring citizens’ basic rights and freedoms and establishing a
democracy. The philosophy of the Education System Act (Lei de Bases do
Sistema Educativo, 1986) was inspired by humanist and democratic principles:
the freedom to teach and learn, the right to education and culture, and equal-
ity of opportunity. The education system must guarantee identity, respect
pluralism, and contribute to the overall education of free, responsible, auton-
omous, critical, and engaged citizens in a multicultural society that values the
human aspect of labour.
Curriculum reforms in Portugal enacted in 1989 revolved around devel-

oping student freedoms, autonomy, and ethical self-determination, as well as
personal and social development, a sense of European and international sol-
idarity, and the critical thinking skills necessary to both understand and par-
ticipate in democratic processes and responsible, constructive change.2

In addition to the curricular areas, which have promoted education for
citizenship, what are known as European clubs have also played a role since
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1986. These clubs are frequently involved in partnerships, twinning, and
Community and European programmes, and together undertake extracur-
ricular activities to promote citizenship from a European perspective. These
clubs rely on the volunteer efforts of teachers, students, non-teaching staff,
and members of parent and other associations in official and private schools.
There are now 262 European clubs in the Portuguese network, 24 of which
are registered with an international network of similar clubs.
The reorganization of the primary education curriculum under Decree-

Law no. 6/2001 views citizenship education as a multifaceted concept that
structures all curricular development, a pillar in the construction of a school
of citizens based on the emergence of a new paradigm – lifelong learning.
The primary education curriculum is made up of subject-based and non-
subject-based areas. Decree-Law no. 6/2001 introduced three new compul-
sory non-subject-based curricular areas:
– Project Area: conception, implementation, and assessment of projects,
with the support of various subject-based curricular areas, organized
around topics or problems of interest to students;

– Accompanied Study: acquisition of study skills and work methods that
develop positive attitudes and facilitate autonomy in learning; and

– Civic Education: development of student civic awareness, critical thinking,
and responsible participation in the life of the class, school, and community.

Decree-Law no. 74/2004, concerning the secondary education curriculum,
prescribes the cross-curricular character of education for citizenship that is to
be incorporated into or serve as complement to the curricular activities of
all areas of secondary education: sciences and humanities; technology; spe-
cialized arts; professional and vocational training. The cross curricular themes
of education for citizenship may be covered in subject-based curricular areas
(e.g., mathematics, philosophy) and in subject-based curricular activities
carried out by schools in accordance with the School Education Project and
the School and Group Curricular Projects. Schools also offer curriculum-
enriching, environment-linked educational activities, social assistance work,
and voluntary activities, which develop the European dimension in educa-
tion.
For example, the Secondary Vocational Education curriculum is intended

to provide young people with a store of humanistic, sociocultural, scientific,
and technological knowledge that will prepare them to take active roles as
citizens and facilitate their entry into the employment market. The pro-
gramme has an annual module called an Integration Area ( rea de IntegraÅ¼o)
that develops an education for citizenship perspective. It includes the learning
of cognitive skills, procedural competencies such as argumentation and pro-
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ject work, ethical skills such as ethical reflection, and social participation skills
and attitudes. The annual module includes topics such as The Professional
World, Problems of the Contemporary World, Environment, Science, and
Bioethics, Man and Society, and Authority, Community, and State.
The 2005 amendment to the Education System Act of 1986 redefines and

extends the aims of higher education based on the logic of lifelong educa-
tion, and with a view to the unifying of the educational process.3 This
amendment extends the concept of knowledge to the problems of the con-
temporary world. It orientates polytechnic education towards applied re-
search and development, adopts the European system of academic credits,
and defines the recognition of certifications, their internationalization, and
the parameters of student mobility within the system of higher education. It
delineates the rules governing access and entry to higher education according
to principles of democracy, equity, and equality of opportunity; it establishes
professional qualifications for higher education faculty and for teachers at the
pre-primary, primary, and secondary levels.
These legislative priority changes are intended to improve the level of

qualifications and competencies of the Portuguese population. These prior-
ities are found in the framework defined by the Lisbon Strategy, which rec-
ognizes the irreplaceable role of education and training in economic and
technological development, social cohesion, personal fulfilment, and active
citizenship. In recent decades, Portugal has made enormous efforts in raising
the level of the population’s educational achievements, which have resulted
in substantial educational success. However, the country continues to show
structural weakness in terms of the population’s training and qualifications.
Addressing this weakness, which has kept the country below European
Union standards in such areas as school failure, school dropouts, and qual-
ifications of the working population as a whole, demands considerable and
long-term investment.
In May 2006, the twentieth anniversary of the publication of the Edu-

cation System Act (1986–2006), the Portuguese Parliament, together with
the Government, sponsored a national debate on education. This debate –
organized around the question, How do we improve education in the com-
ing years – was organized by the National Council for Education (Conselho
Nacional de EducaÅ¼o) and took place between May 2006 and January 2007.
Five themes were debated: Education and Citizenship, Quality and Equity in
Education; Schools, Teachers, and Other Professionals; Lifelong Learning
and Employment; Science, Research, and Educational Development; and
Measures and Goals for Education. In addition to illustrating the issues, these
themes also provided a framework for future courses of action. Measures are
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now being implemented in order that education and training goals can be
achieved by 2010. These goals can be summarized as follows:
– concentrate on education that emphasizes learning for lifelong active and
responsible citizenship;

– increase the range of training offered that focuses on citizens’ lifelong
learning;

– conduct research on the production of knowledge about education with a
view to its development.

In 2006, the Education for Citizenship Forum,4 an initiative of the Ministry
of Education and the Presidency of the Council of Ministers, was charged
with the mission of reflecting on the relationship between education and
citizenship, producing guidelines, and identifying and disseminating good
practices, with the aim of ensuring the consistency of ongoing initiatives
and helping to encourage the work of teachers and schools.

3. Knowledge, Conceptions, and Practices

The following section provides examples of educational practices identified
by the Portuguese Accompaniment Group of the European Year of Citizen-
ship through Education as well as some research data on the type of knowl-
edge, ideas, competencies, and attitudes held by young people and teachers.

3.1 The ‘Education for Democratic Citizenship’ (EDC) Project

The European Year of Citizenship through Education (2005) was designed
by the Council of Europe as a political frame of reference to inaugurate the
ongoing implementation process within the scope of the Education for
Democratic Citizenship project.5 Target groups would be policy makers,
practitioners, trainers, and knowledge multipliers. In Portugal, the idea
was to build on the experience gained during the project’s first two phases
(1997–2000 and 2000–2004),6 and national, regional, and local activities
were organized, especially during the Portuguese Presidency of the Com-
mittee of Ministers of the Council of Europe. Some of the activities were in
response to and in support of initiatives by schools and civil society, and
others, such as the year-end national conference in Lisbon on the European
Year of Citizenship through Education, regional seminars, and an interna-
tional teacher’s training seminar, were institutional. The main aim of activ-
ities carried out in Portugal during the European Year of Citizenship
through Education was to support and provide sustainability to initiatives
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and partnerships involving schools, municipalities, and NGOs in the area of
education and teacher training. The EDC-programme included communi-
cation activities, debate and training seminars, building partnerships, and
the dissemination of pedagogical and policy guideline materials from the
Council of Europe. The programme activities were attended by various pol-
icy-makers, educational staff, teachers, young people, representatives from
NGOs, academics, and researchers, who mentioned in particular the
– fundamental role of education in learning and experiencing a democratic
culture within the family, schools, and society;

– raising of awareness that citizenship as active and responsible participation
is a multifaceted concept with political, cultural, social, and economic
dimensions;

– role of citizenship education in learning to live communally and in pro-
moting social cohesion through knowledge, critical thinking, mutual in-
tercultural understanding, a sense of belonging, knowledge and awareness
of the values of solidarity, human rights, and principles of freedom, po-
litical pluralism, and the primacy of law.

Along with the activities carried out during the year, as in the regional semi-
nars and in teacher training seminars, good practices in education for citizen-
ship, in both formal and non-formal contexts, were identified. The regional
seminar in Santa Maria da Feira in northern Portugal, was designed for pri-
mary teachers and heads of training centres in the north, as well as researchers
and academics. They described and discussed their experiences in education
for citizenship in formal and non-formal education in the region. There
were presentations of
– guidelines produced in the context of the Council of Europe for teacher
training;7

– research projects in the area of education, development, and social
change,8 learner communities in non-formal education with a view to
facilitating access to education and training in these communities,9 and
learning mediators;

– work conducted by local development and adult education associations
with links to the university, firms, and vocational schools, such as Local
Initiative Houses.10

This seminar was combined with the European Union’s Europe Day cel-
ebrations and was organized by the local council. Its target public was the
region’s primary schools. There were debates on issues such as environmen-
tal education, the promotion of human rights, drug abuse prevention, and
affective education. The resources of the region’s vocational schools were
also publicized.
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The aims of the international teacher’s training seminar,11 held in Capa-
ride, in the district of Lisbon, were to share and reflect on experiences and
activities undertaken in the context of formal and non-formal education and
to conceptualize them in the light of
– political philosophy in the area of social and cultural rights and values in
democracy, issues related to poverty and social exclusion, as well as the need
for participation to be based on social values and social responsibility;12

– the concepts of EDC and teacher training13 produced by the Council of
Europe;

– the need to discuss and identify teacher competencies and responsibilities
in order to promote active and responsible learning through participation;

– the need to identify processes and methods for the training of teachers and
trainers in the area of EDC.

The organization, themes, and activities of the Caparide seminar were based
on the assumption that a professional teacher should understand abstract con-
cepts, have a high level of self-awareness, and be capable of making ethical
judgements and participating responsibly in society.
The practices presented by the Portuguese participants illustrated the ed-

ucational responses to problems emerging in Portugal, such as the recent
immigration flow from eastern countries, as well as the traditional flow
from Africa and Brazil, which has altered the traditional trend of Portuguese
migration worldwide. For example, the Jesuit Refugee Service NGO pro-
ject14 on immigration in Portugal, and its partnership with schools and
teachers of various subjects like geography and history, has developed in-
formative and educational components, including life stories, debates on in-
tercultural understanding, and social values that promote social cohesion.
The Su¼o project,15 located in a small isolated village in the southern Alen-
tejo region of Portugal, discussed its formal and non-formal educational re-
sponses to the problems of illiteracy and the isolation of its 900 predomi-
nantly elderly residents through the involvement of a primary school with
forty children. This cross-generational approach empowers everyone who
participates to be involved in solving their own individual problems and
making decisions within a democratic process.

3.2 Research Results

Some results from empirical and qualitative research may help us to under-
stand how the EDC curriculum is being interpreted and developed. Portu-
guese empirical data16 reveal that eighth-, ninth-, and eleventh-year students
– support a model of social or expansive democracy;
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– consider that voting is an obligation for adult citizens;
– attach greater value to involvement in activities in the community, in
particular in environmental and other voluntary organizations, than to
more conventional political activities;

– express strong positive feelings about Portugal;
– support the political and economic rights of women and immigrants;
– have few opportunities for class discussions;
– perceive that classroom methods are teacher-centred.
Qualitative data on how teachers develop activities show that there is little
conceptual coherence regarding citizenship education. Teachers prefer to
choose social topics – for example, violence in school, young people at
risk from drugs, school drop-out rates in problematic suburban areas, inclu-
sion in school of students with special educational needs, and issues related to
students from different cultures – rather then suggesting activities and strat-
egies with an intercultural slant. They prefer to adopt interdisciplinary strat-
egies and make use of a variety of actors and organizations, including those
from the local community. Two points regarding these results and the po-
tentialities and weaknesses in terms of the way citizenship education is de-
veloped: the choice of inclusive/exclusive strategies of citizenship education
has the potential to clarify issues – like the growing inequality in the con-
temporary world, the weakening of social cohesion, the confusion between
the role of the public and private sectors in social assistance – and underscores
the rights of people as individuals and social beings, and encourages the social
responsibility of the various actors. The focus on developing students’ social
competencies may reveal that the teachers’ conceptions about aims and
themes of the education for citizenship are not centred on the need for civic
participation, for commitment and responsibility to society but on personal
and social development of their students. Teachers also reveal a certain dif-
ficulty in developing citizenship themes and teaching strategies and activities
infused with the contents of the specific scientific disciplinary areas, such as
mathematics, physics, and sciences (Salema et al. 2003).17

The practices identified during the European Year of Citizenship through
Education, and the research data described, confirm results of many master’s
degree and doctoral theses that have been written at Portuguese universities
since the end of the 1990s. These investigations reveal a gap between theory
and practice in citizenship and force us to consider
– the strong and weak points of citizenship practices in formal education;
– the need to assess and measure educational structures and processes and
their impact on active and responsible citizenship; and

– the need for research on teacher training.

116

III. Perspectives on Citizenship Education: Country Profiles



Notes

1 Our thanks go to Isabel GraÅa, a member of the Accompaniment Group of the
Education for Democratic Citizenship project, and to Sandra Dion sio, a graduate in
Education at the Department of Education of the Faculty of Sciences, for help in
gathering information for this paper.

2 Cf. CRSE. Proposta Global da Reforma. 1988. 21–26; P. D’Orey da Cunha. tica e
EducaÅ¼o. Universidade Cat lica Portuguesa, 1996.

3 Act no. 49/2005.
4 Its creation was announced at the closing conference of the European Year of Cit-
izenship through Education (November 2005). See also www.cidadania-educa-
Å¼o.pt.

5 See Ad Hoc Committee of Experts for the European Year of Citizenship through
Education (2006). European Year of Citizenship through Education. Evaluation
Report (2005).

6 See Ministry of Education, GAERI. Final Reports (2001 and 2006), and Ministry of
Education, GAERI. (2001). ‘Education for Democratic Citizenship: Final Report of
the Portuguese Group.’ Lisbon. Pureza, J.M., (Coordinator), Tuna, M., (GAERI),
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teacher training for education for democratic citizenship and human rights education. Council
of Europe, 2005.
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9 For example, at the Institute of Education, Catholic University, Oporto.
10 Local initiative houses have been established in territories, cities, small towns, and

quarters that seek more competition and that trust their citizens to promote their
own progress. At the moment there are thirteen Initiative Houses active in northern
and central areas of Portugal. Everyone is welcome at the Local Initiative House,
including those seeking jobs, qualifications, professional alternatives, and information
about professional skills programmes, projects, and business activities. These citizens
are provided with guidance and empowering competencies, certification, and pro-
motion in different structures and intervention domains such as the Active Lifelong
Learning Kiosk, project workshops, and certification of competencies. Partners in-
volved include local councils, enterprise associations, development associations, Mis-
eric rdias (charitable institutions), universities, and humans rights NGOs. The com-
mon goal is to promote economic, professional, and social initiatives in the region
and to show new directions that stimulate new forms of sustainable development,
favouring the practice of the protection of the environment in small companies,
encouraging cooperation between schools and training centres, and promoting con-
crete forms of active citizenship and the participation of the population in com-
munity life.

11 Council of Europe Training Programme for Education Professionals, organized by
the Ministry of Education’s Bureau for European Affairs and International Relations.
The seminar was coordinated by Maria Helena Salema.
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12 Keynote speaker, Prof. Bruto da Costa, Chairman of the Economic and Social
Council and member of the European Committee of Social Rights of the Council
of Europe.

13 Keynote speaker, Prof. Maria Helena Salema.
14 Presentation by Rita Raimundo, teacher and Ph. D. student in Pedagogy, Depart-

ment of Education, Faculty of Sciences, University of Lisbon.
15 Presentation by Prof. Jos Bravo Nico, University of vora.
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fourteen. IAE, 2001.

17 Salema, M.H. and I. Ferreira Martins, J. Costa, M. Tuna. Teacher Education and
Education for Democratic Citizenship: description of a case study. Itiner rios: Investigar
em educaÅ¼o. Lisbon: Centre for Educational Research, Faculty of Sciences, 2003.
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Mitja Sardoč

Citizenship Education in Slovenia

1. Citizenship and Educational Policies

The educational reform that took place in Slovenia between 1996 and 1999
introduced one of the most important changes to the public system of edu-
cation: a national curriculum that placed increasing importance on education
for democratic citizenship. This new curricular component emphasized ac-
tive student participation in school communities and the development of
critical and independent thinking, all of which are preconditions for active
participation in both local communities and institutions and the society at
large, as well as for taking part in the entire spectrum of the democratic
process.
The entire reform of the public school system in Slovenia was based on

the common European heritage of political, cultural, and moral values man-
ifested in human rights, a state governed by the rule of law, pluralistic de-
mocracy, tolerance, and solidarity. The reshaping of the system comprised
the following three key stages: a) changes in educational legislation; b) cur-
riculum reform; c) implementation and evaluation. All three stages made
important contributions in the efforts to secure strong support for children’s
active participation in school and society as well as for the inclusion of cit-
izenship education in the national curriculum.
The Starting Points for Curriculum Reform, one of the reform’s most im-

portant documents, identified the educational system’s priorities as
– individuals and their development (as cultural, creative, and working so-
cial beings aware of their environment);

– freedom and responsibility of those who participate in the education of
pupils, e.g., parents;

– equal opportunities in education for all individuals and social groups; and
– tolerance and solidarity as integral to education and national identity, as
well as openness to international cooperation.

The White Paper on Education in Slovenia (1996) and the new educational
legislation that went into effect in 1996, both of which established systemic,
normative, and legislative frameworks for the entire educational system,
stress that the primary goals of the public educational system in Slovenia
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are based on a number of recommendations by leading international organ-
izations in the field of citizenship education, e.g., the European Commis-
sion, the Council of Europe, UNESCO1, and OECD2. Article 2 of the
Elementary School Act states that the major goals of elementary education
in Slovenia are
– developing consciousness of citizenship and national identity, knowledge
of Slovene history and its culture;

– educating for general cultural and civilizational values that originate in the
European tradition; and

– educating for mutual tolerance, respect for differences, human rights, and
basic liberties, and cooperating with others, thus developing the abilities
required for living in a democratic society (Elementary School Act, Article 2).

TheOrganization and Financing of Education Act sets the goals on which active
citizenship in all aspects of elementary, lower and upper secondary education
are based. In addition to those goals described above in the Elementary School
Act (e.g., mutual tolerance, cooperation with others), the organizing and
financing Act includes the development of gender equality consciousness
and equal opportunities for both sexes, as well as respect for children’s rights,
all of which shape one’s ability to successfully live in and contribute to a
democratic society. This Act’s goals also include securing equal educational
opportunities for students from socially disadvantaged backgrounds and for
children, youth, and adults with special needs (The Organisation and Fi-
nancing of Education Act, Article 2).

2. Citizenship Through the Curriculum

2.1 Approaches

A significant modification to the national curriculum that resulted from pub-
lic school system reform was the introduction into the lower secondary
school curriculum of two compulsory school subjects that deal with citizen-
ship education:
– Civic education and ethics (seventh and eighth grade of compulsory educa-
tion, ISCED3 2); and

– Civic culture (an optional subject in the ninth grade of compulsory edu-
cation, ISCED 2).

At the level of primary education, themes on citizenship education can be
included in the school curriculum by integrating them with other civic-re-
lated subjects (e.g., the social sciences, mother tongue (Slovenian Language).
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The school subject Civic education and ethics is an integral part of the curric-
ulum in the social sciences and humanities at the lower secondary education
level. It is taught in the seventh and eighth grades, with a total of seventy
lessons (thirty-five lessons/year, 45 min/lesson). TheCivic education and ethics
syllabus determines the subject’s basic units, knowledge attainment targets,
skills and competences, and goals for lessons and teaching units. The syllabus
is divided into
– Mandatory units (life in the community: nation, country; family; models
and authorities; mass media and information; generations and cultures;
religions and beliefs, Christianity); and

– Optional units (e.g., relationships between the sexes; distant cultures and
places; leisure; forms of sociability; European Union; terrorism and peace
in the world).

The mandatory part of the syllabus is implemented during the first year, i.e.,
7th grade. Pupils study primarily those themes that touch on their own roles
in diverse social groups. During the second year, themes are selected from
the syllabus’s optional sections, those that concern individuals’ ethical judge-
ments about particular problems in the wider community. These optional
units provide pupils and teachers with a range of opportunities to jointly and
creatively shape the lessons’ contents.
The optional subject Civic culture is also part of a social sciences and

humanities syllabus, and is offered during the last year of elementary school,
i.e., ninth grade. Instruction is one teaching hour per week, for a total of
32 teaching hours. Civic culture represents an extension and deepening of
the knowledge, skills, and understanding that were presumably acquired
in the Civic education and ethics classes taught in the seventh and eighth
grades.
At the upper secondary level of general education, the gimnazija, citizen-

ship education is a mandatory part of the curriculum and includes a total of
15 teaching hours per school year. The citizenship education curriculum of
the gimnazija allows lessons to be delivered through a programme that com-
bines the allocation of separate curriculum time for citizenship subjects with
specific occasions for students to take part in activities that address citizenship
objectives. These lessons and activities are designed to parallel other areas of
the mandatory curriculum (forging links with, e.g., philosophy, sociology,
and history), as well as more general school activities and opportunities that
are provided for students to learn through participation in school and local
community life. Of five main curriculum units in theCivic culture syllabus for
the gimnazija (Constitutional Order of the Republic of Slovenia; State; In-
dividual, Society and the State; Political Systems; Economic System of the
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Republic of Slovenia), three must be completed within the 15-hour per year
teaching provision for citizenship education.

3. Aims and Content of Citizenship Education

The aim of citizenship education at the primary level is to teach pupils about
the issues that are most important for the formation of a common citizenship
identity. In addition, pupils are taught about human rights and plurality of
values, and particular attention is also given to the active integration of pupils
into the school community.
The most important goals of the school subjectCivic education and ethics are

a) transmitting knowledge about society that will enable students to develop
independent answers to social and ethical questions through such means as
acquiring key data, basic concepts and conceptual networks, cognitive pro-
cedures, techniques and methods; b) developing the ethical attitudes and
skills necessary for independent, free, and responsible social functioning; de-
veloping c) social and communication skills; d) a tolerant and communica-
tional culture; e) a sense of responsibility for peers and other community
members; f) a reflexive and active relationship with one’s individual, nation-
al, religious, and cultural identity; g) the ability to recognize stereotypes and
prejudices; h) positive attitudes towards the principles of equity, equality,
freedom, and solidarity; and i) the ability to critically analyse media messages
and understand the significance of media in society.
The programme of study for the optional subjectCivic culture derives from

the basic knowledge, skills, and competences pupils have acquired during the
two years of the Civic education and ethics course; pupils’ specific interests and
experiences outside of school also play a role. The Civic culture subject’s pro-
gramme of study consists of three core units:
– democracy, political order, and institutions;
– children’s and human rights; and
– equality and diversity.
This programme combines the examination of fundamental documents and
events concerning human and children’s rights with social, intercultural, po-
litical, and general civilizational themes, as well as discussing contemporary
events (both at home and abroad) and how they are presented in the media.
Civic culture emphasizes the development of pupils’ understanding of their

own national and cultural traditions. At the same time, it familiarizes pupils
with other cultures and social structures through the use of intercultural com-
parisons, and promotes attitudes of mutual tolerance and respect, acceptance,
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and understanding of differences. It enables learning about important national
and international social and political institutions, at the same time increasing
pupils’ willingness to act responsibly in school, in their local community, and
in a democratic society in general. The lessons pursued in Civic culture help
develop autonomous and critical approaches to topical issues, and include
discussions about solutions, tolerance, and open-mindedness. One of the ba-
sic characteristics of Civic culture is linking pupils’ knowledge with the expe-
riences they gather in their social environments. Particular attention is paid to
gradually shifting pupils’ attention from their immediate milieu to topics that
are of specific importance in the development of a democratic civic culture.

4. Competencies to be Acquired

The core competences associated with citizenship education include 1. cog-
nitive: knowledge concerning the rules of life in the local and wider com-
munity, knowledge concerning the powers in a democratic society, and most
importantly, knowledge of the principles and values of human rights and
democratic citizenship; 2. affective: encompassing ethical competences and
value choices; and 3. social: the capacity to live with others, to resolve conflicts
in a democratic way, and to take part in public deliberation. The most im-
portant goals of the Civic education and ethics and the Civic culture courses are
– developing a reflexive and active relationship to one’s individual, nation-
al, and cultural identity and that of others;

– learning the basic principles, concepts, and values that characterize a dem-
ocratic political order, and learning about the origins of modern forms of
social life;

– developing tolerance for different cultural, religious, and value systems,
and advocating a rational solving of personal and social conflicts;

– becoming familiar with the most important international organizations
working at the crossroads of education and democracy (e.g., Council
of Europe, UN, UNESCO) and the basic documents concerning human
and children’s rights, as well as recognizing violations of those as well as
individual rights;

– developing social skills such as participation in decision-making processes
and active participation in society;

– discussing contemporary events, domestic and international, and observ-
ing how they are presented in the media;

– learning about the role the media plays in transmitting information; de-
veloping the ability to construct points of view and perspectives when
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observing social phenomena and media messages, and learning to engage
in critical analysis; and

– identifying different forms of injustice, inequality, discrimination, bias,
stereotypes, and prejudices.

5. School Culture and Participation in Community Life

Two important innovations supporting active participation of schools, pu-
pils, and parents in community life were introduced during the educational
reform in Slovenia, i.e., granting certain basic rights to pupils, including
placing an emphasis on increasing their active participation, and introducing
the principle of school autonomy.

5.1 Participation of pupils in schools

The new educational legislation lent substantial support to the active par-
ticipation of pupils in various aspects of school life. The Elementary School Act
introduced a half-hour session per week for class community discussions,
which then form the basis for school parliaments. The establishment of
school parliaments was derived from Article 12 of the UN Children’s Rights
Convention, which says that ‘every child has the right to freely express an
opinion in all matters affecting her/him and to have that opinion taken
into account’. The Rules on Rights and Duties of Children in Elementary Schools
requires head teachers to summon the school parliament at least twice a year.
These mandatory children’s parliaments are among the best forms of edu-
cation for encouraging pupils’ participation in active citizenship and have
been recognized in Slovenia for more than a decade.

6. The European Dimension of Citizenship Education

The issue of European citizenship has received increasing attention in Slov-
enia since it entered the EU on 1 May 2004, and teacher education and
curriculum development activities, as well as the publication of materials
on this topic, have been among the results.

6.1 Curriculum

The understanding and implementation of the European dimension in Slov-
ene elementary education is not coloured by subject-oriented and discipline-
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bound thinking. The European dimension is not a special school subject but
an educational orientation. Environmental protection and a healthy way of
life have lately been added as other elements of this orientation. The in-
clusion of the European dimension into the school curriculum at all levels
of primary and secondary education in Slovenia is assured through the cross-
curricular approach of curriculum planning and implementation, which
forms one of the basic principles of curriculum provision in elementary
schools.

6.2 Wider School Context

For more than five years now, Slovene elementary and secondary schools
have been included in several EU programmes of exchange (e.g., Comenius
and Erasmus projects) and have established many links with schools from the
EU member states. In upper secondary general education, the gimnazija,
European classes were instituted and began with the 2004/2005 school
year. The objective of these classes is to promote a European/global dimen-
sion to student learning through a range of curriculum activities, e.g., study-
ing European geographical diversity, European political and social structures,
the historical development of Europe (with a particular emphasis on the
concepts of law, state, and freedom), European cultural heritage, European
multilingual and multicultural society, the work of the EU and its organ-
izations, and the work of the Council of Europe.

Notes

1 UNESCO stands for United Nations Educational, Scientific and Cultural Organ-
ization.

2 OECD stands for Organisation for Economic Co-Operation and Development.
3 ISCED stands for International Standard Classification of Education.
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Olçf Olafsdottir

Education for Democratic Citizenship
and Human Rights:
A Project by the Council of Europe

Education for Democratic Citizenship and Human Rights Education
(EDC/HRE) is a set of practices and activities designed to help young people
and adults play an active part in democratic life and exercise their rights and
responsibilities in society. EDC/HRE aims to promote the Council of Eu-
rope’s core values – democracy, human rights, and the rule of law – through
education. EDC/HRE is a lifelong learning process, based on experience
and practice, which takes place in a broad range of formal and non-formal
education settings.

1. Background

Since the European Cultural Convention came into force in 1955, the
Council of Europe has worked on education in the framework of its cultural
cooperation. Education is the key to building free and democratic societies.
It can help people – children, young and not so young adults – to acquire the
knowledge, the skills, and attitudes needed to live in a democratic society.
The Council of Europe has, through the many education projects it has
carried out over the years, striven to help Europeans acquire a democratic
culture that respects diversity, human rights, common values and norms. It is
against this background that the project Education for Democratic Citizen-
ship should be understood.
Since the accession process of the new democracies of Central and Eastern

Europe to the Council of Europe began in the early 1990s, the Council of
Europe has paid particular attention to Education for Democratic Citizen-
ship (EDC). As early as 1994, the European Ministers for Education, meet-
ing in Madrid, asked the Council of Europe to intensify its work on democ-
racy learning. After a few years of preparation, the EDC project was
launched following the decisions made at the 1997 Second Summit of
the Heads of State and Government of the Council of Europe member states.
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In the field of education it is still one of the Council of Europe’s flagship
projects, and has grown considerably in recent years, focusing more on Hu-
man Rights Education than was the case when the project was introduced. It
has now entered its third phase, the second mainly being characterized by
policy analysis, and entitled ‘Education for Democratic Citizenship and Hu-
man Rights’.
The main reason for the success of the EDC/HRE Project is that govern-

ments and other decision-makers have acknowledged the crucial role of ed-
ucation in promoting the civic engagement of European citizens. Education
for democratic citizenship and human rights is also seen as useful in helping
to tackle major societal problems, such as political apathy, the disintegration
of the social fabric, increasing violence, the threat of terrorism, migration
within and across countries, as well as environmental threats. The project has
a strong link with the core values and philosophy of the Council of Europe,
that is, the protection and promotion of democracy, human rights, and the
rule of law. It not only teaches about how society functions, but also pro-
motes active and concrete participation in society at an early age, while
showing how individual freedoms are based on solidarity, mutual respect,
and dialogue. Therefore, EDC/HRE is increasingly considered a good in-
vestment for the future of our societies.

2. The first two phases of the Project

The first phase of the Project (1997–2000) was conceived as an exploratory
one whose aim was to develop concepts, definitions, and strategies. A series
of basic publications on EDC/HRE were issued. These publications laid the
ground for identifying the necessary skills and competencies for practising
democratic citizenship as well as how to teach these skills. They are still
referred to and used by people in member states working on EDC/HRE.1

The second phase of the Project, which started in 2001 and ran through
2004, was devoted to policy development, communication and dissemina-
tion activities, and the creation of networks. The ‘All-European Study on
EDC Policies’ (B rzea et al. 2004) mapped out the status of these policies in
member states. In 2002 the Committee of Ministers of the Council of Eu-
rope adopted a major policy document, the Recommendation Rec (2002)
12 of the Committee of Ministers. This document is still the only political
text on EDC adopted at the European level. It stressed the crucial role of
EDC in education policies and reforms, specifying that EDC should become
‘a priority objective of educational policy-making and reforms’.2
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It was also in 2001 that the network of EDC/HRE coordinators, com-
posed of one person from each member state, was set up. A series of bilateral
activities were organized to assist them with introducing or developing pol-
icy and practice in this field. Information and awareness raising seminars
were held in more than half of the member countries. More systematic
work on policy development, teacher training, democratic school gover-
nance, and teaching material development was carried out in many new
member states, in particular those of South East Europe and in the Russian
Federation.
The result of the ‘All-European Study on EDC Policies’ pointed to a

strong need for practical instruments and tools to implement EDC/HRE
policies at the level of member states. This is why in 2004 work was under-
taken on the so-called ‘EDC Pack’, a collection of guidelines and manuals for
policy-makers and educational staff developed by a group of prominent ex-
perts from the member states of the Council of Europe. It consists of tools for
dealing with such topics as key issues for EDC/HRE Policies, democratic
governance of schools, teacher education, and quality assurance and self-eval-
uation in EDC/HRE. The Pack is being translated, tested, improved, and
updated continuously. Most texts are available online at: www.coe.int/edc.

3. The European Year of Citizenship through Education (2005)

In December 2004, the Council of Europe launched the 2005 European
Year of Citizenship through Education, under the slogan ‘Learning and Liv-
ing Democracy’. The main objectives of the ‘Year’ were to raise awareness,
strengthen the member states’ commitment to EDC/HRE, provide mem-
ber states with a framework and useful tools for implementing policies in this
field, and encourage the development of initiatives and partnerships. The
‘All-European Study on EDC Policies’ had revealed that there was still a
considerable gap between policy and practice in EDC/HRE. The European
Year of Citizenship was therefore conceived as a privileged moment to build
on the project’s work and strive for practice and sustainability.
In spite of a very decentralized approach, leaving every country free to

decide on their own contribution and participation within a general frame-
work defined by the Council of Europe, the ‘Year’ proved to be a success: it
enjoyed high level political support and active participation by member
states. The feedback from various partners about the ‘Year’ was largely pos-
itive, even if a number of areas were also identified where further improve-
ment is required. At the end of the ‘Year’, 81 % of the member states re-
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ported to the Council of Europe that they would continue to work on
EDC/HRE.
The untiring work of the EDC/HRE coordinators during the ‘Year’ was

instrumental in achieving these good results. In general, it should be said that
the active participation of the coordinators in the project is absolutely crucial
if it is to reach its objectives in member states. A huge number of activities
have been organized around EDC/HRE, and quite a few countries have
already invested in changes regarding legislation and curricula. Others are
still hesitant about taking up this subject in formal education, and some
countries think that some kind of standard setting instrument, accompanied
by a monitoring mechanism, would be of great political value for speeding up
the process. The question of drafting such an instrument is one of the major
challenges facing the third phase of the project, which will run until 2009.

3.1 The third phase of the EDC/HRE Project (2006–2009)

Two major influences were at work in the preparation of the Project’s third
phase. On the one hand, the Third Summit of Heads of State and Govern-
ments of the Council of Europe, which took place in 2005, reinforced the
Organisations’ mandate in the area of democracy building education by call-
ing for increased efforts in the field of human rights education, and for en-
hanced opportunities for the training of educators in the field of democratic
citizenship education, intercultural education, human rights, and the teach-
ing of history.3

On the other hand, the evaluation carried out at the end of the European
Year of Citizenship through Education had a considerable impact on the
preparation of the programme for 2006–2009 and defined the challenges
ahead. The recommendations adopted by the evaluation Conference of
the European Year of Citizenship through Education, held in Sinaia in April
2006, stated the following: The 2005 European Year of Citizenship through
Education has had a genuinely positive effect on the development of EDC/
HRE policies and practices in member states. The wealth of actions under-
taken bear witness to a strong commitment by education authorities and
education professionals at all levels. The present challenge is to consolidate
and guarantee the sustainability of this work and make it an integral part of
education policies and practices in formal and non-formal education systems.
In line with this statement, the third phase of the EDC Project (2006–

2009) aims to build on the previous achievements and to ensure the sustain-
ability of EDC/HRE at all levels. The ‘Year’ has placed considerable expect-
ations on the Council of Europe.
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4. Priorities 2006–2009

The Council of Europe Programme of Activities 2006–2009 for EDC/HRE
emphasizes the promotion of sustainable policies, research and policy devel-
opment, exchange of good practice and increased cooperation among and
within member states. With a strong focus on lifelong learning and using an
interdisciplinary approach, the Programme of Activities includes three areas
of priority:
1. education policy development and implementation for democratic citi-
zenship and social inclusion;

2. new roles for and competencies of teachers and other educational staff in
EDC/HRE; and

3. democratic governance of educational institutions.
The programme has planned a number of specific projects and activities.
Work will continue on quality assurance in EDC/HRE, development of
indicators in education for democratic citizenship and human rights, as
well as the preparation of a European framework policy instrument on
EDC/HRE.
There will also be new issues on the table. In the area of policy develop-

ment, defining and emphasizing the role of EDC/HRE in promoting social
cohesion, equality, and intercultural dialogue will be central. Assessment of
knowledge and competencies, and the evaluation of school development
will also be among the new questions to be tackled. In teacher education,
developing criteria and materials on how to introduce EDC/HRE in initial
and in-service teacher education will be the primary objective, together
with the setting up and strengthening of sustainable mechanisms in the field
of teacher training and preparation of teacher manuals.4 As to democratic
school governance, the focus will be on practical implementation of the tools
already prepared and on the development of new tools for strengthening
democratic school development, which is considered as key to the success
of EDC/HRE.5

5. Organization and methods

The third phase of the project is being carried out under the guidance of an
Ad Hoc Advisory Committee on Education for Democratic Citizenship and
Human Rights (ED-EDCHR), a multidisciplinary group comprising ex-
perts in EDC/HRE, in youth and social policies, as well as observers
from international organizations and different bodies of the Council of Eu-
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rope. The group is assisted by the network of EDC/HRE coordinators (see
above) as well as by a small secretariat situated in the Education Directorate
of the Council of Europe in Strasbourg. The group supervises the work
being undertaken in this third phase through a variety of methods, including
drafting policy documents, guidelines, and tools, networking with NGOs,
international organizations and other institutions, organizing meetings and
seminars, preparing publications, training teachers, and disseminating and
testing tools. A special website is devoted to this phase of the project
(see www.coe.int/ed).

6. Cooperation with European and international institutions

Several other institutions are involved in education for democratic citizen-
ship and human rights, and the EDC/HRE Project for many years now
has placed a high priority on working with them. Since 2004, special co-
ordination meetings have been organized in the Council of Europe, bring-
ing these institutions together and encouraging them to develop methods
for avoiding duplication, increasing synergies, and favouring complemen-
tarity.
It is within this framework that the Council of Europe works closely with

UNESCO and the United Nations Office of the High Commissioner for
Human Rights in the field of citizenship and human rights education. Fol-
lowing a tripartite agreement in January 2006, the three organizations re-
solved to work together to implement the first phase of the Action Plan of
the World Programme for Human Rights Education (adopted in July 2005
and ongoing).6 The Council of Europe provides particular assistance in
monitoring the implementation of this Action Plan at the level of its member
states, and organized a meeting with the relevant actors in November 2007,
convened at its facility in Strasbourg.
The Council of Europe and the European Commission work closely to-

gether on developing indicators of active citizenship and education and
training for active citizenship. The Council of Europe’s pioneering work
in the field made it possible to build on the knowledge that had already
been developed. A network comprising key interdisciplinary experts
from across Europe has been established to contribute to the analysis of
data needs, the development of the survey modules, and the selection of
indicators. This work is in progress and the aim is to develop two composite
indicators of active citizenship: 1. active citizenship in practice, and 2. edu-
cation and training for active citizenship.
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7. The EDC/HRE Project, NGOs, and foundations

Cooperation with NGOs and foundations is also being promoted, and some
of these organizations have expressed a desire to work with the Council of
Europe. NGOs play an important role in the field of EDC/HRE and Euro-
pean foundations are becoming more and more active. Both entities prepare
and publish educational materials, some provide training for teachers and
youth trainers, and lead educational projects for pupils. Others encourage
broad and active participation in public life and monitor activities of govern-
ments to ensure that human rights are respected. NGOs provide space for
debate and encourage the practice of citizenship. The Council of Europe is
looking to promote stronger links between formal and non-formal education
sectors. International NGOs with participatory status in the Council of Eu-
rope actively contribute to the work of the organization in various fields,
including EDC/HRE.7

8. How can you get involved in EDC/HRE?

The EDC/HRE team at the Council of Europe would like to invite you to
contribute to the successful implementation of our project, which is also
your project. You can do one or more of the following things:
1. Practise EDC/HRE principles in your school, university, NGO, or
workplace.

2. Test the tools in the EDC Pack and share your comments and suggestions
with us (edc@coe.int).

3. Visit our website www.coe.int/edc for further information, including
country profiles and contact details for EDC/HRE coordinators.

4. Actually contact your national EDC/HRE coordinator to find out about
activities in your country or to share your experiences in the field of
democratic citizenship and human rights education.

5. Get involved with a local NGO branch of an international NGO that is
connected to the Council of Europe.

6. Send your comments about and suggestions for the Council of Europe’s
work in the field of EDC/HRE to the following address: edc@coe.int.

And finally, you can get involved in other – more creative – ways by letting
us know about work you have undertaken on your own initiative, and its
results.
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Notes

1 Cf. Durr, K. et al. (2000), B rz a, C. (2000), Audigier, F. (2000), Carey, L. et al.
(2000).

2 Recommendation Rec (2002) 12, Committee of Ministers of the Council of Europe
to member states on education for democratic citizenship.

3 Declaration and Plan of the Third Summit of Heads of State and Government of the
Council of Europe (Warsaw, May 16–17, 2005).

4 Exploring Children’s Rights, Nine short projects for primary level, R. Gollob and P.
Krapf (2007).

5 Two tools are under preparation: Tool on Key Issues for EDC/HRE Policies and
Tool on Core Competencies in EDC/HRE initial teacher training.

6 The Plan of Action, World Programme for Human Rights Education, First Phase
(2006).

7 See, e.g, the Declaration of the Conference on ‘The Role of NGO’s in Education
for Democratic Citizenship’, Warsaw, April 21–24, 2005. Website reference:
www.coe.int/edc.
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Stefan Marschall

The Online Making of Citizens: Wahl-O-Mat

TheWahl-O-Mat, an online tool offered by the German Federal Agency for
Civic Education, has become a successful web project increasing political
participation and communication before elections on the federal and state
level in Germany. It might show the way to a transnational online tool that
could be implemented for the next elections of the European Parliament,
contributing to the making of European citizens.

1. How does the Wahl-O-Mat work?

Since its first implementation prior to the German federal elections in 2002,
the ‘Wahl-O-Mat’ (www.wahl-o-mat.de) has become one of the most pop-
ular and famous online tools in Germany. Its initial success spurred new
versions for the federal election in 2005, the European Elections in
2004, and nearly every election on the sub-national level. To date, including
the Wahl-O-Mat in the city-state of Bremen 2007, the tool has been issued
in thirteen versions.
The Wahl-O-Mat presents Internet users with 30 propositions, for ex-

ample: ‘All public buildings should by law become non-smoking areas’ or
‘The VAT must be raised’. Voters visiting the website are asked to take a
stand on the 30 propositions by clicking one of three buttons: ‘agree’, ‘dis-
agree’ or ‘neutral’. Additionally, they have the option of skipping individual
entries. Having voted on all items on the list, users can mark propositions
they consider important to them, giving them a special weight in the final
calculation. A group of political parties who have been determined to have
reasonable prospects of winning seats in the election have already answered
these questions. At the end of the user’s session, the Wahl-O-Mat calculates
the distances between the voter’s and the parties’ positions and displays the
party with the smallest distance as the ‘result’, i.e., as the best fit. Additionally,
the results of the calculation show the extent of agreement between the
voter’s position and all parties by displaying the respective summed distances.
Furthermore, for each proposition users have the option of taking a closer
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look at the relationship between the parties’ positions and their own point of
view. Finally, Wahl-O-Mat players can look at any explanations the parties
may have provided concerning the positions they have taken on these prop-
ositions.

2. How is the Wahl-O-Mat project implemented?

Most Wahl-O-Mat versions are realized by the Bundeszentrale f r politische
Bildung (bpb) (Federal Agency for Civic Education), some in cooperation
with other agencies of civic education. About three months before the elec-
tions, a group of first- or second- time voters (the ‘Wahl-O-Mat editorial
staff’), all under the age of 27, convene in order to generate the policy prop-
ositions or ‘theses’. Based on the party platforms and other information pro-
vided at the time of the first staff meeting, the participants identify relevant
issues that might be controversial within the election campaign. Journalists
and political scientists advise them during the process, and there are numer-
ous other feedback loops to ensure quality and accuracy.
The propositions must meet several criteria. They should: 1. be easy to

understand; 2. address questions relevant to citizens’ lives; and 3. present
different party points of view in respect to them. Before launching the
tool (approximately five weeks before the election day), parties are asked
to position themselves in respect to about 60 theses, which meet the men-
tioned criteria and which were agreed upon by the Wahl-O-Mat editorial
staff. On the basis of the parties’ responses, a final set of approximately 30
propositions is selected. This final selection is guided first by statistical cal-
culations, ensuring that the 30 theses are able to distinguish appropriately
between theWahl-O-Mat-parties, and second, by the question of relevance:
What are the vital issues for the voters?
The final list is then turned into an online Wahl-O-Mat, becoming part

of the website of the Federal Agency of Civic Education. Download versions
for personal computers and mobile phones are also available. In addition,
didactical material for utilizing the Wahl-O-Mat in schools, colleges, and
universities is provided with each version.

3. What is the idea behind the Wahl-O-Mat?

What was the motivation to launch this tool? An overall decline in voter
turnout in Germany over the course of the last twenty years has initiated an
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intense discussion about effective ways to motivate citizens to take advantage
of their right to vote (cf. Falter and Schoen 2005). Whereas the election
turnout on the federal level remains relatively high (at least compared
with other European countries), the corresponding numbers on the sub-na-
tional level (the sixteen states or L nder of Germany) seem to be on a down-
ward slope. Young voters especially tend more and more to abstain from
voting in elections, augmenting the age bias in elections that already favours
the representation of elderly voters in particular.
The Wahl-O-Mat tries to tackle the arguments that usually bolster the

decision not to participate in elections: First, the tool tries to point out the
differences between parties on relevant political questions, thereby question-
ing the widespread perception that it does not matter which party wins the
elections since it would not alter the policy results. Second, the Wahl-O-
Mat wants to mobilize citizenship activities by raising awareness of the rel-
evant political topics of an election campaign as well as initiating debates.
Finally, it tries to boil down those political debates, which might appear to
many overly complex, diffuse, or tedious, to concrete questions directly
understandable and relevant to people, thus getting them interested in pol-
itics.

4. Does the Wahl-O-Mat meet its goals?

First, there is an effect on those taking part in the project. By recruiting a
group of young people who help to implement the tool, there is a parti-
cipatory facet to each Wahl-O-Mat project. The participants are asked to
engage in a project of civic education; they are invited to discuss, with other
young voters, political questions and the parties’ answers to these problems.
Beyond the small group of participants in the project, the tool reaches a

remarkably large percentage of the electorate. With more than five million
completed sessions, the Wahl-O-Mat for the 2005 federal elections has been
the most successful version of the tool so far. On average, the number of
sessions ranges from about three to five percent of the total electorate. Be-
yond registering mere session statistics, there has been a continuous effort to
scrutinize the effects of the tool: after having played the tool, a sample of
users were asked to complete an online questionnaire about their motivation
for visiting the Wahl-O-Mat site and the effects the tool had had on their
political activity (cf. Marschall 2005). Presentations of the survey results can
be downloaded from the site of the Wahl-O-Mat research project of the
University of D sseldorf (www.wahl-o-mat.uni-duesseldorf.de).
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So, what are the central findings in regard to civic involvement? On aver-
age, more than 50 % of the respondents say that theWahl-O-Mat was able to
shed light on the differences between the competing parties. About 70 %
intend to talk about the results with friends and family. More than 50 %
responded that the Wahl-O-Mat motivated them to collect further political
information. A rather small but still remarkable percentage of respondents
(about 8 %) said that before they played the Wahl-O-Mat they had not
planned to vote, but playing the tool stimulated their desire to take advantage
of their right to vote. On the whole, the findings of the online surveys pro-
vide strong evidence that the Wahl-O-Mat contributes to the Federal
Agency for Civic Education’s large-scale project to foster civic attitudes
and a participatory political culture in Germany.

5. Are there European and international dimensions
to the Wahl-O-Mat project?

Could the Wahl-O-Mat project be transferred in other countries and re-
gions? In fact, the Wahl-O-Mat itself is the product of such a transfer. It
is an adaptation of the ‘StemWijzer’, a very popular online tool that began as
an offline paper version in the Netherlands in the mid-1980s (www.stem-
wijzer.nl). The Wahl-O-Mat works basically like its Dutch counterpart,
although having added some new and specific features. Similar tools have
been implemented in other countries, including Austria, Switzerland, and
Belgium (cf. Liebhart and Wassermaier 2003; Walgrave 2006), and there is a
growing interest in states and regions throughout the world in adapting the
concept for their parliamentary or presidential elections.
Additionally, there is already a transnational European dimension to the

project. The Wahl-O-Mat and the StemWijzer were used for the 2004
European elections, focusing on the national parties and their positions
on Europe. Apart from these national versions, the project ‘VoteMatch Eu-
rope 2004’ was initiated in an attempt to set up a European Wahl-O-Mat,
asking European-centred questions and comparing the positions of the users
with the answers of the transnational political groups in the European Parlia-
ment.
There is no reason why such a European voting indicator should not have

mobilizing and informing effects comparable to the national versions. Such a
tool – let us call it ‘Europ-O-Mat’ – could raise awareness about the com-
petences the European political system already has, providing information
about the direct effects European politics have on the lives of European
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Union citizens. It could point out the policy differences of the European
political party families and party groups in the European Parliament, such as
the European People’ Party or the Party of the European Socialists. And
it could demonstrate that indeed, there are not only German, French, or
Spanish problems, but also European problems with European answers,
and that it is worthwhile for the citizens of Europe to devote more attention
to the European dimension of policy-making.
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Stefan Rappengl ck

Parliament Simulations

Introduction

There is a remarkable lack of knowledge and perception among the majority
of the population when it comes to understanding either their political sys-
tem’s structure and nature, or its decision-making processes. In spite of the
intense discussions in academia and politics concerning the new, interactive
forms of political participation, introducing citizens to the spectrum of par-
liamentary work and making the functional aspects of parliament more trans-
parent for them is still essential in representative democracies, because
‘understanding the political processes is indispensable for understanding
both the purpose and operation of political institutions’ (Schiele 1982).
Faced with studies showing a growing divide separating young people

and their respective political systems, the promotion of active youth partic-
ipation as an element of democratic education has become one of the most
basic duties of civic education – for both youths and adults, and both in and
out of the school system. ‘Civic’ or ‘citizenship’ education must systemati-
cally mediate information about political procedures and decision-making
processes, and seek to increase participation and the dissemination of infor-
mation in order to contribute to an active society of citizens.
Although it is understandable that ‘parliamentary democracy’ does not

play a direct role in everyday life for most young people, the fact that
they have no authentic representation in elected parliaments lowers their
interest even more. In an average political science class, we can assume
that many if not most of the students will have little knowledge of how their
political system actually works. Political science educators agree that students
should understand that in democracies, various interests clash and cause con-
flicts, and that the decisions meant to resolve those conflicts are made based
on a set of agreed rules. Scenario and simulation exercises and methods are
particularly good for communicating this information.
At the Center for Applied Policy Research (C.A.P.) at Munich’s Ludwig-

Maximilians-University, the ‘Youth and Europe’ Research Group, which is
active on a European level, regularly presents concepts for scenario and sim-
ulation exercises based on political topics. This programme seeks to improve
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interaction between professionals in political science research, political con-
sultants, and civic education experts. Carried out with diverse test groups of
individuals involved in working with young people, the exercises are keyed
to meet the specific needs of multipliers in the field of education, and the
results of this testing process are later published to help further the debate.1

Simulating the Parliamentary Decision-Making Process

Based on its many years of positive experience with scenario and simulation
exercises and methods, the C.A.P. Youth and Europe Research Group has
developed an extensive educational series focused on legislative processes in
the German federal parliament, the Bundestag, and the Bavarian state parlia-
ment. In these role-playing exercises, role profiles and differing positions
taken by parliamentary parties provide a basis for schoolchildren to assume
active roles as ‘parliamentarians’ arguing either for or against a particular law.
Within the framework of the actual legislative process, the students might,
for example, make decisions about introducing all-day schools in Bavaria,
argue the consequences of dropping the voting age to sixteen, or examine
and vote on expanding video surveillance in public spaces. Participatory sim-
ulations like these help turn the political decision-making process at both a
federal and a state level into a firsthand experience, and bring it into direct
contact with the world as it is experienced by young people. At a micro-
level, this provides practice in the precepts of social learning, while at a mac-
ro-level it mediates the fundamental elements of parliamentarian procedures.
The role-playing exercises take place in the parliamentary legislative halls

and committee rooms, and are attended by classes and groups of young people
fourteen years or older. The variable modular structure allows young people
from every type of educational facility in Germany to take part. The most
recent official opening to present the latest range of exercises on offer was
attended by the then President of the German Bundestag, Dr. Wolfgang
Thierse, and the President of Bavaria’s State Parliament, Alois Gl ck.
In the future, as part of the state-wide exercises on offer in Bavaria, par-

liamentarians from the legislature there have also agreed to be available for
discussion rounds that are held with participants at the close of the exercise.
The Youth and Europe Research Group approach is modelled on and im-
plements the most important elements of a resolution passed by the Euro-
pean Commission and a conference of the EU’s Youth Ministers, a decision
that seeks to encourage a proactive sense of European citizenship. These
elements include:
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– promoting a structured dialogue with young people on questions they
feel are important;

– holding regularly scheduled hearings with young people;
– developing instruments for encouraging participation;
– increasing youth participation in the system of representative democracy;
and

– discussing the age at which voting rights should be activated.
For the duration of the simulation, participants in the exercise take on active
roles initially defined by the ‘scenario’. Each participant receives a faction
and party description outlining his or her most important political arguments
and positions, along with information on legislative procedures and back-
ground information on the topic up for debate. To ease the simulation in its
opening phase, speeches can be structured ahead of time for figures like the
senior chairman. While some participants may act as federal or state parlia-
ment presidents, others might throw open plenary debate, present faction
positions, carry on formal or informal discussions, forge coalitions, or decide
how to submit proposals based on their specific role profile.
Due to the complexity of the negotiating process and the policy areas

involved, there are of necessity some restrictions imposed by both content
and time factors; in other words, the game has to be ‘simplified’ (didactic
reduction). Those in charge, however, can also add layers of complexity
during the simulation to meet the needs of more experienced or more quali-
fied students.
The active, hands-on aspect of these simulations – directly experiencing

political decision-making processes and institutional procedures – seeks to
lead participants to a broader understanding of political actions, decisions,
and their effects, as well as encouraging civic education in general by pro-
viding them with relevant skills. The simulation also helps meet a number of
long-term cognitive and affective educational goals, for example, fostering
competence in
– examining the functional logic of parliamentary systems of government;
– mediating the tasks inherent in committee work, including its responsi-
bilities as a control mechanism for government negotiations;

– presenting the public-service function of parliament;
– analysing legislation;
– clarifying the role of media in politics;
– facilitating near-reality experiences with political structures;
– promoting cognitive abilities when analysing the substance of political
decisions; and

– advancing procedural abilities in the political decision-making process.
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The affective educational goals include, among others, improving commu-
nicative-interactive negotiating skills and planning-strategic thought, and
boosting democratic negotiating competency overall.

Participants

The simulations replicate the committee boards involved in the German
Bundestag or Bavarian State Parliament (e.g., parliamentary factions, commit-
tees, parties), the functionaries (e.g., the President of the Bundestag, the
President of the State Parliament, party leaders, or committee heads), and
the media and public relations that take place via a press team. Every role-
playing exercise consists of at least one primary committee and a consulting
committee, with varying set-up constellations that allow between 18 (mini-
mum) and 150 (maximum) participants to play at one time.
Just as in ‘real’ political negotiations, simulation negotiations are often

marked by varied levels of knowledge and conflict between participants
with differing interests and goals. The fluctuating profile positions and strat-
egies mean players not only feel variable levels of empathy with their role,
but also experience the limits affecting their possible courses of action. Role
distribution tries to reflect all facets of a controversial topic and the discussion
it provokes.

Time Framework and Scheduling

The timeline of a role-playing simulation is generally quite rigid. Within the
framework of the parliament’s educational opportunities, simulations are
limited to four hours, which allows schools to take part without having
to take any extra planning measures.
In the assembly chambers, after a short introduction (max. 30 min) to the

topic on the agenda for simulation, the Bavarian State Parliament variant, for
example, proceeds along the following lines:
1st Parliamentary faction conference (max. 45 min)
– Vote for party chairmen/chairwomen, choose members for various com-
mittees, including appointment of committee chair; initial discussion and
compilation of party positions on the legislation concerning committee
matters.

1st Reading (max. 15 min)
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– The session is opened by the senior participant (acting as president); vot-
ing for State Parliament President; introduction of party and committee
chairs; referral of draft legislation to various committees.

Committee Meetings (60 min)
– Topic discussion, written formulation of position (consulting committee
after 40 min.); written resolution/bill proposal (primary committee after
60 min.); voting when necessary; includes 20-min. coffee break.

2nd Party Session (30 min)
– Draft of party position on resolution/bill proposals; speech preparation;
when necessary, formulation of written request for amendments.

2nd Reading (20 min)
– Commentators introduce resolution/bill; individual parties present their
positions; voting on various amendment proposals; voting on the (altered)
resolution/bill.

At the conclusion of the simulation, participants are asked to take part in the
important written evaluation (30 to 40 min). In the following discussion
round, they also have a chance to express their opinions on the general
role-playing game experience and its progression, and compare the results
achieved in the simulation with the reality of the legislative process.

Experience and Input from Simulations

Response to the simulations has been overwhelmingly positive. The sim-
ulation methods are particularly effective at imparting an understanding of
the extremely complex educational field of ‘Parliamentary Democracy’. Lat-
er analyses of the games show that without question, social, civic, and polit-
ical science learning effects were indeed achieved.
Most importantly, however, the simulations make possible a participant’s

– often first – engagement with parliamentary decision-making processes on
a very personal level. Those taking part have been able to develop a deeper
and more intimate understanding of the procedures and ins-and-outs of the
lawmaking process. The simulation didactically throws open the topic of
coming up with and passing legislation, as well as its relevance in daily
life, and gives participants’ own questions a new and more immediate sig-
nificance. Seeking to negotiate, the students quickly learn that the path to
compromise is often a long one. When collating results, faced with the com-
plicated decision-making structures and variety of interests involved, they
realize that describing participants as ‘winners’ and ‘losers’ leads to an over-
simplified schematic.
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The simulation therefore offers an opportunity to make the interests and
strategies, as well as the overriding political and legal framework, more trans-
parent to those who take part – particularly if they are young adults. It also
awakens or broadens their interest in the political process, so that in the long
run, when faced with different political developments, they will be capable
of making informed decisions.

Notes

1. For further information on simulations see http://www.fgje.de
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Calin Rus

Intercultural and Citizenship Education
through the Use of Information Technologies

For over ten years, the Intercultural Institute Timisoara (www.intercultur
al.ro), initially with the support of the Council of Europe, then mainly on
the basis of the collaboration opportunities offered by the European Com-
mission programmes, has been the promoter of an intercultural perspective
in education for democracy and of some innovative methodological ap-
proaches, the purpose of which is to stimulate and support staff teaching
in the area of EDC in Romania. Here we present that methodology and
a set of tools developed within the framework of a Socrates-Comenius
project, initiated and coordinated by the Intercultural Institute Timisoara,
with partners from Romania, Belgium, and UK, focusing on the use of the
Internet and the new information and communication technologies as a
resource for intercultural education at a European level.
The integration of an intercultural perspective in Education for Demo-

cratic Citizenship is a major priority for our organization. In our view, the
objectives of an intercultural education are
– acquisition of knowledge about culture in general and its impact on in-
dividual and group behaviour, about one’s own culture(s), and about the
cultures of others;

– development of skills related to life in a multicultural/intercultural society
(e.g., becoming aware of one’s own cultural determinants, of prejudices
and stereotypes, and identifying them to others; ability to adopt different
viewpoints; honing communication and relational skills);

– cultivation of attitudes such as respect for cultural diversity and for others’
cultural identity; rejection of discrimination and intolerance; and

– stimulation of action for promoting intercultural society, and for combat-
ing discrimination and intolerance.

Starting from these objectives, from the hypothesis that a methodology based
on the theoretical principles of interactive constructivism can best lead to the
development of educational activities that integrate an intercultural perspec-
tive, as well as from the acknowledgement that the resources offered by the
new information and communication technologies are still insufficiently and
inefficiently used in the teaching process, a new methodological approach,
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whose cornerstone is the establishment of ‘online learning partnerships’, has
been elaborated upon and tested. Within this approach, three of the main
functions of the new technologies have been considered:
– means of communication (synchronic and asynchronous);
– source of information (the Internet); and
– tool for information synthesis and organization.
The establishment of online partnerships, oriented towards the analysis of the
same topic from different cultural perspectives through the active involve-
ment of pupils in the learning process, not only produced the efficient as-
similation of knowledge, but also the development of those skills and atti-
tudes specific to intercultural education. Thus, the methodology proposes
that for approximately 12 weeks two or three classes from different schools,
and usually from different countries, follow, in parallel, a sequence of steps
focused on a common topic. These steps are structured around these main
stages:
– classes introduce themselves;
– pupils share their initial knowledge and representations related to the
topic;

– search for information about the topic using various sources (visits to
institutions, interviews with key people in their local community, libra-
ries, Internet, communication with partners);

– creation of an electronic product (website) that reflects the way in which
each class perceived the topic studied on the basis of the acquired infor-
mation;

– reflection on the learning experiences with the purpose of becoming
aware of the knowledge acquired during the whole process.

Teachers can choose from a set of four options for organizing the interactions
within and between the classes involved (Tab. 1).
This methodology includes an intercultural dimension at two levels:

– at the local level since the study of the common topic will reflect the
cultural diversity of the community or of the region where each school
is situated;

– at the European/international level since the online exchanges allow for a
comparison between the differences in perceiving a topic within different
contexts and for emphasizing the European dimension, when this is ap-
propriate.

Within this framework, according to the principles of constructivist peda-
gogy, the learning process is not based on the knowledge transfer from the
teacher to the pupils, or on solving exercises imposed by the teacher in order
to develop skills, but on a complex structure of interactions
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Tab. 1: Four options for organizing interactions within and between classes

Procedure Groups Task Interactions Comments

Step-By-Step 3–6 groups
with same task

It is the same
for all groups

Between
classes

Groups are in-
termediaries be-
tween individu-
al and class level

Colour
Groups

4 groups
named by
colours

Each group
studies a part
of the topic

Between
groups of the
same colour
and between
classes

Topic is divided
in parts in the
same way in
partner classes

The Three
Groups

3 groups, all
specializing in
a single topic,
e.g., Technol-
ogy and com-
munication

Each group
focuses on an
aspect of the
task

Between
groups with
the same task
and between
classes

The competen-
cies of each
group are com-
plementary and
indispensable for
achieving task

Common
Problem

4 groups, each
with a specific
task: problem,
solutions, class
solution, ac-
tion plan

First phase:
group/source
Second phase:
group/section
of product

Between
groups with
the same task
and between
classes

The classes
agree to study a
common prob-
lem that affects
their local com-
munities

– between the pupils, both within the same class and between the partner
classes;

– between pupils and various sources of information (not just the school
manuals);

– between the pupils and their surrounding social environment, which in
turn becomes a source of information.

The role of the teacher is that of an organizer and facilitator of the whole
process, as well as an additional resource and support for the pupils’ activities.
The teacher does not impose his/her own point of view and does not
validate a certain piece of information or opinion, but helps children to:
1. formulate their own perspectives on the topic under discussion by asking
them open-ended questions, by stimulating them to compare different
points of view; and 2. correlate the information taken from the various in-
formation sources they have consulted.
This methodology is used with the support of a system of sites, available at

www.interculturaleducation.org, including a tool for teachers that guides
them through the different stages, and a restricted site for pupils, with adap-

150

IV. New Approaches to Citizenship Education



ted means for storing and processing the data obtained and for communicat-
ing according to the recommendations made for each of the options outlined
above.
Interested teachers can register on the website, contact colleagues who

share a common language and are teaching children of the same age, and
establish a partnership by agreeing on a topic to be studied and on a working
procedure from among the four options available. Activating a partnership
automatically generates a virtual space accessible only to the pupils in the
partner classes under the supervision of their teachers.
The structure of the pupils’ site is analogous to that of a community: e.g.,

we have the City Hall (where rules are established, instructions from the
teachers are received, plans are made, their application is monitored, and
international collaborations are developed, i.e., it allows access to the partner
class’s website); the Library (where texts and photo albums are stored); The
Radio Station (where pupils can listen to audio recordings); The Cinema
(where videos and DVDs can be screened; and The Newspaper Stand or fo-
rum, (where articles can be written expressing individual or group opinions,
and announcements can be published). In the centre of ‘the community’ is
The Cafeteria or chat room (where the work groups can meet for discussions),
next to the Cafeteria is The Exhibition Room, and behind that, The Museum.
From the pupils’ point of view, going through the different stages cor-

responds to the elaboration of a series of five ‘exhibitions’ in the virtual com-
munity of their class: Who are we? What do we know [about the topic
studied]? How do we see [the topic studied]? How do we see the topic after
having discussed it with our partners? And finally, what did we learn? Once
an exhibition is finalized, the teachers can transfer it into the museum, mak-
ing space for the next partnership project.
The system can be used to study a variety of topics, however, we consider

as most interesting those that combine intercultural and democracy-related
issues. It has been used successfully to explore such subjects as children’s
rights, participation of minorities or immigrants in local community life,
influence of citizens on public policies, and management and promotion
of built heritage in different cities. Some topics can be directly connec-
ted with existing curriculum elements, while others can have a transversal
nature in relation to the curriculum or be integrated into extracurricular
activities. The methodology and the online tool system can be used by
two categories of teachers: 1. those who teach subjects such as history, geog-
raphy, civic education, and literature, disciplines with clearly defined con-
tent, and into which, through this approach, an intercultural dimension can
be introduced; and 2. those whose teaching mainly focuses on skill develop-
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ment, for example, foreign languages, computer science, and the arts, which
can integrate a specific content seen from an intercultural perspective. Of
course, activities can also be developed using the recommended method-
ology by assembling a multidisciplinary team of teachers. The process pro-
vides pupils with a more complex and layered learning experience, which
not only transmits knowledge about the topic being studied, but also in-
creases intercultural communication and democratic participation skills
and attitudes, as well as other intellectual and social skills.
The methodology and tools discussed in this article are available free of

charge to interested teachers from www.intercultural.ro. Some new devel-
opments are currently being tested in Romanian and U.S. classrooms with
the aim of adapting a specific civic education methodology to the online
environment.
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Raji Hunjan

Inspiring Schools – Embedding Pupil
Participation

1. Background

The Inspiring Schools work began in 2005 to help policy makers, practi-
tioners, and young people achieve a better understanding of the impact of
pupil participation and its relationship to citizenship education. The citizen-
ship curriculum in England was launched in 2002, and many schools began
to embrace pupil participation and its potential for encouraging active cit-
izenship. Support from a number of statutory agencies and government de-
partments, including Ofsted (2004) and the Home Office (2003), added
more weight and status to this agenda. The Inspiring Schools project there-
fore enabled the Carnegie UK Trust and the Esmee Fairbairn Foundation to
add our support to this growing interest.
Pupil participation in the context of the Inspiring Schools work referred

to involvement in a collective decision-making process with a recognizable
social and/or educational outcome. It put the rights of the child at the heart
of its work, and in particular the right for school children of all ages to be
involved in real decision-making processes.
A number of experts within the Citizenship Education community in

England had helpfully identified three arenas in which the potential for pupil
participation, democracy, and citizenship existed. These arenas are com-
monly referred to as the ‘3 Cs’ (Huddleston and Kerr 2006):
Curriculum Citizenship learning and pupil participation takes place

through the taught, or formal curriculum of an institution.
Culture Citizenship is learned through the culture or ethos of the

institution. It is most effective when it encourages young
people to take an active role in the life of the school.

Community Citizenship is learned through opportunities for involvement
in the local community and the wider world.

The Carnegie UK Trust’s and the Esmee Fairbairn Foundation’s own com-
mitment to this agenda had grown out of an active interest in young people’s
involvement in decision-making in a range of settings across the UK and
Ireland. The informal sector had long embraced young people’s participation

153



in decision-making, and we were keen to support the activity in schools. As
two independent organizations, we recognized that our strength lay in our
ability to take an objective and non-partisan view.

2. The Inspiring Schools Strategy

We began by identifying three key questions:
1. What evidence is there to demonstrate the impact of pupil participation
on students, schools, or the wider community?

2. What approaches are currently being used by schools to increase pupils’
voices?

3. How can we best support schools that want to develop pupil participa-
tion?

Our aim was to challenge schools’ attitudes and perceptions of pupil par-
ticipation, and to help them understand the benefits. We were less interested
in finding new methodologies and techniques for delivery of specific pro-
jects, but more concerned with whole school change.
We commissioned three research reports, written by Professor Lynn Da-

vies and her team at Birmingham University, to help us answer the three
questions (Davies et al. 2006). This led to the development of the Inspiring
Schools Action project.

2.1 Inspiring Schools Action Project

Lynn Davies’s reports highlighted the difficulties schools faced in embedding
pupil participation across the whole school. Many schools were limiting pu-
pil participation activities to very small numbers of students. This was backed
by research conducted by the National Foundation of Educational Research
(Cleaver et al. 2005), which found that while there had been an increased
focus on schools developing the citizenship curriculum since 2000, oppor-
tunities for experiencing active citizenship were not strategically planned or
focused.
The Carnegie UK Trust and the Esmee Fairbairn Foundation were also

aware of the growing number of valuable resources and toolkits available that
offer advice and guidance on specific methodologies and activities, such as
school councils, peer mentoring, and students as researchers. Our intention
with the Inspiring Schools Action project was to add value to existing re-
sources by helping users plan how to embed pupil participation across the
whole school and beyond.
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The Inspiring Schools Action project therefore focused on putting indi-
vidual teachers in the role of trainer/facilitator, working with adults and
young people to develop a strategy for increasing pupil participation across
the whole school. Our approach was based on the understanding that it was
not practical to prescribe one route to be followed by all schools in order to
embed greater participation.
The project began with a series of pilots in six schools. We recruited two

consultants who worked primarily to support one individual teacher in each
school, that teacher taking the lead in working with a range of stakeholders
in the school. These consultants also worked with the schools to develop a
workshop approach, which enabled young people and adults in the school to
work together and focus on
1. what counts as good or bad practice;
2. benefits and threats of pupil participation;
3. what is already happening in the school; and
4. where next.
By using a workshop model, we could avoid imposing our own precon-
ceived understanding of pupil participation. The approach enabled individ-
uals in the school to work together to decide what methods would best suit
the individual needs of the school. Once the pilots were complete, we pro-
duced Inspiring Schools: Resources for Action – a toolkit that replicates the work-
shop model.

2.2 Lessons Learned

From our pilots we learned two important lessons. The first is that the pro-
cess of planning pupil participation can be unpredictable and more time con-
suming than planned for. The challenges schools faced ranged from the lo-
gistics of stakeholders committing time to the workshops, persuading staff
about the benefits of pupil participation, and prioritizing the importance of
the pupil voice.
We therefore identified four key components that the pilots demonstra-

ted were essential to embedding pupil participation in the school culture:

Overarching the four key components is coherence – a clear and con-
sistent strategy.
Vision There needs to be a shared understanding of why participation

is important and what difference it will make to the school.
Priority
and Status

The importance and value of participation needs to be made
visible.
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People Students, staff, and others need to be equipped for working in
this manner.

Organization Participation needs to be built into school structures.

We developed an umbrella framework as illustrated below. All parts of the
umbrella must be in place for participation to be effective.

The Brolly
Here is a fun and memorable way to think about what needs to be put in
place to make student participation work. The umbrella is effective if it has
strong spokes, a canopy and something to hold it upright and make it move.
If any of these components are missing, the brolly will not function to its
optimum capacity and you are in danger of being drenched!
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Key Components,
Methodology &
Coherence

The fully functioning
brolly
The spokes are the key
components (vision,
priority, people,
and organization).
The canopy represents
a coherent approach: it
connects all the key
components. The handle
and hands represent
the methodologies
needed to make the
umbrella work.

Broken or Missing

The collapsed brolly
If the spokes are bro-
ken, or non-existent
the brolly will be
weakened and is in
danger of collapsing
or blowing inside out.

No Coherence

The skeleton brolly
If there is no fabric or
canopy to link all the
spokes together the
brolly will be com-
pletly ineffective. The
lack of coherence will
also lead to wasted
energy.

No Methodology

The lost brolly
If people do not have
effective ways of
working to turn it all
into practice then
there is no one to
hold the brolly and it
lies motionless on the
ground or is blown
away by the wind.
The students need to
be involved in hold-
ing the umbrella in
partnership with staff
to ensure a firm grip.



Key Components

Vision: There needs to be a shared under-
standing of why participation is important and
what difference it will make to the school.

‘Until it’s a community all you’re doing is keeping
them in their place.’ Teacher, Scalby School

People: Students, staff, and others need to be
equipped for this way of working and key staff
must have the capacity to make it happen.

‘Staff will be supportive if they can see the value.’
Teacher, Crown Hills Community School

Priority and Status: The importance and
value of participation needs to be made visible,
and driven from the top.

‘That is the bottom line, above everything else, the
young person feels that they are valued and that
means that their voice is important, that we listen
and act accordingly.’ Teacher, Hinchley Wood
School

Organization: Participation needs to be built
into school structures and decision-making
processes.

‘One of the subcommittees of the Governors
committee is a Student Matters group and that
involves governors and students sitting as equal
partners – they all have equal voting rights.’
Teacher, Denbigh School

Methodology Coherence

Techniques, pedagogy, and activities designed
to support pupil participation, for example
school councils, peer mentoring, task forces,
and students as researchers. Techniques and
pedagogic approaches include assessment for
learning, group facilitation, experiential learn-
ing, and circle time.

A clear and consistent strategy is necessary,
One where students believe that they are being
listened to and that their views matter, and one
where all wider stakeholders in the school
understand how all the aspects of participation
connect to support the overall vision.

The toolkit that we produced as a result of this work centres on these key
components and on the belief that pupil participation can only be success-
fully embedded if these components are established.
The second lesson we learned is that schools need face to face support

from external partners to help them successfully meet the challenges of de-
veloping a whole school system. The pilot schools involved in this project all
benefited immensely from being assigned consultants who acted as mentors.
This contact prevented individual teachers from feeling isolated in what they
wanted to achieve and helped them to understand the wider implications of
their work.
The Inspiring Schools Action project was a time-limited, small-scale pilot

project that led to a toolkit that is widely available to schools in England. We
have now disseminated over 2,000 toolkits to secondary schools. However,
we recognize that this project is only one intervention and that a toolkit can
only go so far in helping schools to meet the challenges of embedding a new
approach to working with students. In the toolkit we produced, we make
some key recommendations for future action, which include:
– Central government should take the lead to produce an entitlement
framework for all primary, secondary, and post-16 students.
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– More research funding is necessary to understand the benefits of pupil
participation, and in particular to make a clearer link between participa-
tion and citizenship.

– Further tools and training methods should be developed to continue to
help schools embed long-term pupil participation.

Where next for Carnegie and Esmee Fairbairn?

As two independent foundations, Carnegie and Esmee Fairbairn Foundation
remain committed to understanding further the link between pupil partic-
ipation and citizenship. We are planning to continue to bring together ex-
perts in the field to explore the plausibility of an Inspiring Schools Network.
This network will enable teachers to make contact with others who are
working in this field.

2.3 Making Pupil Participation a reality for all students in Europe

Through our contacts and work with other trusts and foundations in Europe
we understand that many schools in other countries have taken a keen in-
terest in pupil participation.We also recognize that pupil participation can be
defined and understood in a number of different ways, and the results can
lead to confusion and inconsistency in good practice. For us the key is that
children and young people apprehend their potential as active agents of
change. This kind of realization is very significant: through our own analysis
of policy and practice in this area, we have found that while many institu-
tions show a commitment to listening to children and young people, in
reality they are more concerned with teaching young people about citizenship
and democracy, encouraging participation only when it supports pre-existing
goals and values. We believe that real participation should lead to change in
the organization.
It is for these reasons that we would recommend the exploration of a

Europe-wide Inspiring Schools Action project and network as one way
of helping schools to begin to embed participation from a point where
they feel most comfortable and involving as many school children as possible.
When embedded into the whole school, pupil participation is a chance to
experience real decision-making and an opportunity to make a difference.
By taking pupil participation seriously, we are demonstrating to young peo-
ple that we value their contribution and their ability to make informed and
responsible decisions.

158

IV. New Approaches to Citizenship Education



References

Inspiring Schools Set available to download at:
http://cypi.carnegieuktrust.org.uk/cypi/publications

Davies L. and C. Williams, H. Yamashita. Impacts and Outcomes.
– Literature Review.
– Case Studies for Change.
Hunjan R. and M. Lewis, S. Stenton. Resources for Action.
Cleaver, E. and E. Ireland, D. Kerr and J. Lopes. Citizenship Education Longitudinal
Study, Second Cross-Sectional Survey 2004: Listening to Young People Cit-
izenship Education in England. London, 2005.

Home Office. Active Citizens, Strong Communities: Progressing Civil Renewal.
London, 2003.

Huddleston T. and D. Kerr.Making Sense of Citizenship: A Continuing Professional
Development Handbook. London, 2006.

Ofsted. Framework for Inspecting Schools. London, 2003.

159

Raji Hunjan, Inspiring Schools – Embedding Pupil Participation



Tim Verbist

The Youth Empowerment and Partnership
Programme

1. YEPP

YEPP1 is a partnership programme, at both local and international levels,
which aims to strengthen the local communities in which it operates, with
particular emphasis on young people. The programme is jointly designed,
implemented, financed, and evaluated by a consortium of European and
American foundations and the OECD2:
‘The overall goal of YEPP is to support a bottom-up approach towards

systemic change for equitable and democratic societies and sustainable
human development through holistic and community-based approaches,
youth and community empowerment, partnerships for inclusion, and goal-
oriented strategic planning. YEPP aims to overcome fragmentation, to
strengthen social cohesion and active citizenship by sharing and pooling
expertise and resources, transferring and combining best practice, enhancing
and strengthening infrastructures, creating synergy and influencing policy
through joint action and sustainable strategies at local and trans-national lev-
el.’ (Angelika Kr ger and the YEPP Programme Team, 2004)
YEPP is active in a number of selected areas of operation (known as

‘Centres of High Intensity’ or ‘CHIs’), each with its own social problems
and/or challenges. All of these CHIs share a similar infrastructure and pro-
vide the financial resources for the planned local initiatives themselves. Every
CHI develops and implements an operational plan with local objectives,
based on the needs and challenges that emerge from an analysis of the local
context. Given the huge differences between these contexts, it goes without
saying that there is considerable diversity in terms of the initiatives taken at
local levels, but these are always within the same shared global framework
and are characterized by an emphasis on a holistic approach, sustainability,
and creating partnerships.
YEPP is currently operating in seven CHIs in six different European

cities: Antwerpen-Noord in Belgium; Tuzla Simin Han in Bosnia and Her-
zegovina; Mannheim Neckarstadt-West in Germany; Kristinestad in Fin-
land; Dublin North-East Inner City in Ireland; and Turin Mirafiori Sud
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and Turin Parella in Italy. As part of the YEPP framework, all seven sites are
closely interlinked by means of a broad range of transnational study visits,
conferences, workshops, youth exchanges, and joint projects.

2. CHI Antwerpen-Noord

We will now look in more detail at one of these CHIs, Antwerpen-Noord,
which is a relatively large neighbourhood in the city of Antwerp. The area
has more than 40,000 residents representing more than 100 different nation-
alities, who together speak over fifty different languages. Antwerpen-Noord
is known (and indeed notorious) for its multiple social problems: the overall
state of its housing is well below average, due in particular to the large
number of derelict buildings. The area has a history of prostitution and
drug abuse, resulting in high levels of street crime. There are also problems
of coexistence between the older Belgian residents and the newcomers,
many of whom are so-called ‘illegals’. The area is a transient one: anyone
arriving in Antwerp for the first time will very probably end up here, but
those who can afford it will then move elsewhere. Social cohesion is thus
minimal, and it was in Antwerpen-Noord that the ultra right-wing Vlaams
Belang party first began to attract followers in the late 1980s.
Context analysis with regard to the needs of young people has also shown

that the level of unemployment here is very high. This is especially true of
North African youth between the ages of 18 and 25, who find few oppor-
tunities on the job market. Unemployment among this group in Ant-
werpen-Noord is around 75 %. We also observed that there was very little
in the way of recreational facilities and amenities for young people in gen-
eral, with a particular scarcity of indoor meeting points. Children and youth
quickly learn to use the street as their recreation ground, which is dangerous
for them and often annoys older residents, who regard them as a public nui-
sance. It should be noted that 25 % of the residents in this neighbourhood are
under the age of eighteen.
The above findings led us to draw up a local operational plan focusing on

three areas: work experience; constructive free time and recreational activ-
ities; and community development. We will now describe some of the pro-
jects relating to these three domains that YEPP Antwerpen has initiated and/
or supported via the Evens Foundation and in partnership with government,
social organizations, schools, and other bodies. All these projects are aimed at
giving young people more opportunities and a greater number of options
and, in so doing, to help them become decent and responsible citizens. Giv-
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en the context of the present article and the limited space available we will
only present a brief outline of the first two domains and reserve more de-
tailed treatment for community development.

2.1 Work experience for young people

Based on the finding that a great many young people in the neighbourhood
do not manage to secure a regular job and have great difficulty in making
progress up the socio-economic ladder by means of training or education
(Bourdieu 1999: 423), we developed a number of projects, in collaboration
with local partners, the goal of which is to give these young people an initial
work experience that will later enable them to more easily enter the larger
job market. Among the schemes currently under way are: proeftuin leren
(proving-ground learning) in which mixed teams of young people, under
the direct supervision of both professional workers and coaches, can acquire
work experience by renovating buildings allocated by the municipal author-
ities; and the matching project, in which young people help tackle the specific
needs of elderly residents, by – for example – bringing them meals, cutting
their hair, and performing minor household repairs. In a further initiative, job
application training sessions were organized in collaboration with the Human
Resources Management department of Timberland (an international foot-
wear and clothing company), who set up mock interviews in order to help
young people improve their chances of finding work through – among other
things – sharpening their attitudes (e.g., increasing their intrinsic motivation,
being on time for work, developing social skills to relate with colleagues) and
communication skills. Subsequent evaluation of these projects revealed that a
substantial majority of the youth who took part were able to find their first
job – albeit sometimes only a temporary one – within a year. Similar ini-
tiatives will be undertaken in the future to continue to improve the chances
of these youth on the job market.

2.2 Free time and recreational facilities

In the last few years, in order to offer a solution to the severe shortage of
meeting places and recreational amenities for young people, YEPP Ant-
werpen has set up and/or supported a number of initiatives. These include
helping to secure two additional indoor meeting venues: a children’s club
where children between 6- and 12-years old can play under supervision;
and a meeting centre for youth 14 and over. The older group is expected
to take charge of the day-to-day running of the centre themselves. We
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also organize an annual Fun zone, an activity week packed with creative and
sports-related workshops for youth from the neighbourhood. Last year we also
launched videAntz, a media project in which we encouraged local young peo-
ple to make films and video reports and provided guidance and supervision.
The experience helped them look at themselves and their surroundings from a
different perspective. We also organize regular transnational video workshops
for young people as part of YEPP’s Empower Media Network (EMN).

2.3 Community development

From the start of our intervention in the area we decided to look at the youth
we work with not just as individual young people, but also as members of
households (the so-called ‘household perspective’). For this reason, we al-
ways try to support the whole family and all its members with regard to their
social, political, and psychological growth (Friedmann 1992: 33). One ini-
tiative to this end was setting up a language cafe where newcomers can ex-
change experiences in an informal setting, while at the same time practising
their spoken Dutch in discussions moderated by volunteers. We also opened
a toy library where parents and their children can borrow educational toys,
but where at the same time parents also have the opportunity to ask questions
concerning child rearing and to swap experiences with other parents. The
goal of both of these schemes was to strengthen the framework in which
these young people were growing up, in the belief that this would, in turn,
also increase and improve their chances in life.
The largest project in the community development domain is Buurtschat-

ten (‘tapping neighourhood resources’), which was entirely developed using
the residents’ own competencies and from resources that were already avail-
able in the neighbourhood. ‘People must start with that essential ‘can-do’
vision – recognising that their community is already wealthy, that it already
has all kinds of assets, many of them lying idle or under-used, that if put to
better use, could really begin to change a community’s fortunes; recognising
in other words, that something can be done’ (Pike 2003: 29–30). The project
thus encourages residents to take responsibility themselves and to get directly
involved in improving their own environment and the day-to-day coexis-
tence in the neighbourhood. What makes this approach so special is that the
ideas and the initiatives come from the residents themselves and that these
ideas are then implemented with the help of other residents, supplemented
by assistance from organizations, services, associations, or the federal depart-
ment of urban policy. In this way we have helped residents with such
schemes as: building a football pitch for youth, giving language lessons to
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other residents, and organizing sailing trips for youth at risk. Buurtschatten has
now grown to such proportions that we have made arrangements for creat-
ing a fund out of which we can continue to finance residents’ projects as they
arise. In doing so we are applying the principles of Community Foundations,
i.e., that the allocation of the capital is entirely in the hands of the neigh-
bourhood residents, who are thus the de facto managers. For the time being
this constitutes the final step in our campaign to help instill a greater sense of
personal responsibility and obtain more social participation from all neigh-
bourhood residents, and in particular among young people.

Notes

1 It should be noted that YEPP is currently in a transitional phase. The present article
refers to YEPP Phase 1, which ran from 2002 to May 2006. YEPP Phase 2 began in
mid-2007 and will run until 2011. A number of aspects relating to general organiza-
tional structure will be subject to major changes, although the vision and method-
ology will remain the same. For the most up-to-date information, the reader is
referred to: http://www.yepp-community.org.

2 Organization for Economic Co-operation and Development.
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David Kerr

Research on Citizenship Education
in Europe: A Survey

1. Introduction

The past decade has witnessed a growing interest in citizenship education in
Europe and seen its promotion and evolution through policies and practices
at national, regional, and European levels. This interest mirrors the fact that
across the world, citizenship education has rapidly moved up the policy
agenda of national governments and supranational organizations. There
are a myriad of reasons for this increased interest: some are globally driven,
while others have a particular European focus. Some of the main drivers
include
– Democratic deficit – which has produced a concern about a weakening po-
litical and civic engagement in Europe as manifested in low election turn-
outs, particularly among younger people, declining membership in vol-
untary and civic associations, and an overall lack of interest in taking part
in community activities.

– Fall of old Soviet regimes in Central and Eastern Europe – which has presented
the continued challenge of replacing these old regimes with institutions
and processes that lay strong foundations for democracy and command
public support in these regions.

– Impact of global and European events – which has fostered, in the wake of the
reaction to events such as 9/11, the 2005 tsunami in the Indian Ocean,
and two wars in Iraq, as well as events on European soil, notably the
bombings in Beslan, Madrid, and London, an urgent need to address is-
sues of diversity, inclusion, intercultural relations, and social and com-
munity cohesion at all levels of society.

– Enlargement of Europe and of the European Union (EU) – which has fuelled an
ambition, at a European policy level, to construct a Europe fit for the
twenty-first century, one with a strong economy based on skilled knowl-
edge workers, and which is underpinned by a society, within and across
European countries, that is socially inclusive, equitable, and cohesive.

Taken together, these and other drivers, help to explain the growing interest
in citizenship education in Europe.
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2. An Overview

This article surveys some of the main developments and outcomes of citizen-
ship education at a supranational, European level. It focuses, in particular, on
four landmark, supranational initiatives concerning citizenship education in
Europe and their impact over the past decade, notably:
– IEA Civic Education Study (CIVED99) – a two-phase, cross-national study
involving 28 countries, 24 of which were European. It provided the first
large-scale evidence base for policy-makers concerning the development
of citizenship education in schools and communities across European
countries.

– Council of Europe Education for Democratic Citizenship (EDC) Project – a
project that began in 1997 and has involved the majority of European
countries. The project has pioneered efforts to establish networks and
frameworks through which effective policy and practice can evolve across
Europe. Its groundbreaking work has been picked up by national govern-
ments and by other supranational organizations.

– EURYDICE survey Citizenship Education at School in Europe – an over-
arching survey of the provision of citizenship education in schools in 30
European countries, which provides the most up-to-date overview of
approaches to and challenges of citizenship education.

– European Commission initiative to develop programmes and indicators for civic
competence and active citizenship – an initiative linked to the 2000 Lisbon
Objectives in education and training. Active citizenship and social inclu-
sion are central to the Lisbon process. Lisbon identified eight key com-
petences that Europeans need to acquire by 2010 if Europe is to respond
to globalization and the shift to knowledge-based economies. Among
these eight key competences is social and civic knowledge linked to the ca-
pability of being an active citizen.

Taken together, these four initiatives symbolize the shifting development
priorities of citizenship education in Europe over the past decade. They start
in the late 1990s with a concern to build and make use of an evidence base
(IEA and EURYDICE); move rapidly after 2000 to address how to take
action through developing effective policies, networks, and practices (Coun-
cil of Europe and European Commission), and, finally, from 2004 onwards,
to consider what are successful outcomes and how to measure them (Euro-
pean Commission and Council of Europe collaboratively). Using these ini-
tiatives as a base, this article provides an overview against which develop-
ments at national and regional levels can be considered. It concludes with
the identification of a number of issues that will continue to exert signifi-
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cant influence on the direction and progress of citizenship education in Eu-
rope.

3. Developing an evidence base – IEA Civic Education Study
(CIVED99)

CIVED99 remains the most important, and largest, international study of
citizenship education. It was conducted between 1996 and 2002 and twenty-
eight countries participated, the majority of which were European. The
study came at a crucial time for Europe: with the downfall of the old
Soviet regimes in Central and Eastern Europe came a concern for developing
strong, new democratic societies in their place. The timing explains why
so many European countries participated. The main goal was to identify
and examine, in a comparative framework, the ways in which young peo-
ple are prepared to undertake their role as citizens in democracies. The study
had two phases, one qualitative and the other quantitative. The first phase
saw the compilation of national case studies detailing the development
of civic and citizenship education in each participating country (Torney-
Purta et al. 1999). The second involved a survey of over 90,000 four-
teen-year-olds, as well as their teachers and head teachers (Torney-Purta
et al. 2001).
The study provided a number of critical findings concerning the state of

citizenship education in Europe and how to support its progress. Among the
findings were:
– Citizenship education is a complex enterprise that involves a variety of
citizenship dimensions (knowledge, skills, concepts, attitudes, engage-
ment, and participation) and a range of educational approaches and op-
portunities for young people, both in and out of school.

– Students with higher levels of civic knowledge are more likely to expect
to participate in political and civic activities as adults, and schools have an
important role to play in shaping future participation by teaching about
topics such as elections and voting.

– Schools that model democratic values and practices, through encouraging
students to discuss issues in the classroom and take an active role in the life
of school, are most effective in promoting civic knowledge and engage-
ment. However, for many students this is not the norm.

– Four out of five students indicated that they do not intend to participate in
conventional political activities (with the exception of voting) and young
people are only moderately interested in politics. Young people appear to
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be more open to other forms of civic and political engagement, such as
charity work or non-violent protest marches.

– Schools and community organizations have untapped potential to pos-
itively influence the civic preparation of young people. Students believe
that working with other young people can help to solve problems. The
large majority of students across countries have had some positive expe-
rience with students getting together at school, in either formal or in-
formal groups, to solve problems and improve their school. The school
environment provides students with opportunities to take part in ‘real
actions’ that matter to them.

– Student attitudes may suggest the growth of a ‘new civic culture’, which
is characterized by less hierarchy and more individual decision-making.
Young people appear to be gravitating towards actions linked to more
informal social movement groups rather than to more formal conven-
tional political parties and groupings.

These findings were eagerly picked up by national and supranational organ-
izations in Europe, which began to consider how to address the real policy
questions that lay behind the findings, questions such as:
– How to help young people develop depth of understanding about the
democratic process?

– How to improve students’ civic knowledge in ways that interest them and
encourage them to participate?

– How to encourage more schools and teachers to develop an active and
participatory approach to citizenship at whole school and individual class-
room level?

– How to convince young people that democratic engagement in society is
worthwhile?

– How to give students more opportunities to address issues that matter to
them and build their sense of efficacy (the belief that they can improve
things in the various communities to which they belong)?

The last decade has seen national governments and supranational organiza-
tions in Europe wrestle with how to address these questions and develop
effective policies and practices in response.

4. Building effective policy and practice – the Council of Europe’s
Education for Democratic Citizenship (EDC) Project

The Council of Europe’s Education for Democratic Citizenship project is
the most sustained and successful attempt to promote citizenship education
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across Europe over the past decade. Education for democratic citizenship
(EDC) is defined as being: ‘[…] based on the fundamental principles of hu-
man rights, pluralist democracy and the rule of law, with the aim of preparing
young people and adults for active participation in democratic society, thus
strengthening democratic culture, civil society, social cohesion and respect
for diversity and human rights.’ (Resolution adopted by the Standing Con-
ference of the Ministers of Education, 2000)
EDC is designed to be multidimensional and lifelong, encompassing all

age groups and social classes, and including human rights education and in-
tercultural education alongside citizenship education. Its main aims are to
strengthen democratic societies by fostering and perpetuating a vibrant dem-
ocratic culture and to raise awareness of shared fundamental values, thus
building a freer, fairer, more tolerant European society. The evolution of
the project, from its launch in 1997 through three phases to date, is a bar-
ometer of the issues facing citizenship education in Europe since 1997 and of
attempts to address them.
The first phase (1997–2000) set out to identify the values and skills in-

dividuals need in order to become active and responsible citizens, in other
words, to explore and map out the terrain of EDC. It succeeded in produc-
ing studies of EDC concepts, practices, and methods; analysing and promot-
ing grassroots citizenship projects, so-called ‘sites of citizenship’, in a number
of European countries, and building EDC networks of policy-makers, Non-
Governmental Organizations (NGOs), and practitioners (Audigier 1998;
Council of Europe 1999).
The second phase (2001–2004) was built on the results of the first phase

and focused on four practical activities: 1. developing EDC policies, includ-
ing the planning and conduct of an All-European Study of EDC Policies; 2.
setting up networks, particularly the creation of a network of national EDC
coordinators for all 48 Council of Europe member states; 3. communication
and dissemination, through the development of an EDC website and pro-
motional leaflets and studies; and 4. preparing for the designation of 2005 as
the European Year of Citizenship through Education, with the slogan ‘Learning
and Living Democracy’. This second phase included two groundbreaking
recommendations from the Council’s Committee of Ministers:
– Make education for democratic citizenship a priority objective of educa-
tional policy-making and reforms; and

– Encourage and support current initiatives to promote education for dem-
ocratic citizenship within and among member states.1

These recommendations sparked the conduct of the All-European EDC
Policy study to provide a systematic description of EDC policies across Eu-
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rope. The outcomes, through a detailed synthesis (Birzea et al. 2004) and five
regional studies (Kerr 2004; Losito 2004; Pol 2004; Mikkelsen 2004; Frou-
min 2004) produced a series of conclusions. The synthesis and regional stud-
ies found that
– there is a real ‘compliance or implementation gap’ between EDC decla-
rations and what happens in practice; indeed a gulf, in many member states.

– the main ‘pillar’ for EDC is the existing formal school curriculum since it
provides a ready-made framework and the possibility of a structured ap-
proach, particularly with regard to the transfer of knowledge.

– a more diversified approach to EDC is beginning to emerge that goes
beyond the curriculum. It encompasses whole school and wider com-
munity dimensions as well as formal and non-formal education and train-
ing routes.

– there are a number of challenges that remain to be addressed concerning
EDC, including: establishing stronger partnerships between stakeholders
and practitioners; developing more effective and comprehensive teacher
training, at both pre- and in-service levels; and, introducing a culture of
and suitable measures for monitoring, quality assurance, and evaluation.

Above all, the All-European Policy Study confirmed the considerable inter-
est in EDC policy and practices across Europe. It also revealed a growing
recognition that the development and growth of effective EDC policy, legis-
lation, and practice will not come about through ‘quick fix’ solutions, but
rather a long-term process that requires vision, adequate resources, and con-
siderable effort and patience.
The outcomes of the second phase fed into the objectives and conduct of

the 2005 European Year of Citizenship through Education. The general objective
of the ‘Year’ was to bridge policy and practice in EDC and HRE (human
rights education) by empowering policy makers and practitioners to set up
and develop sustainable programmes for EDC/HRE during and beyond the
‘Year’. The ‘Year’ resulted in a plethora of actions and activities within and
across European countries. Though it is difficult to make a definitive judg-
ment as to its overall success, it did, as the final evaluation report notes,
‘[underline] the increasing importance of EDC/HRE as governments and
other actors consider the role of education in helping to tackle major societal
concerns, notably political apathy, the alienation of social fabric, increasing
violence, the threat of terrorism, the rapid movement of peoples within and
across countries and environmental threats.’ (Council of Europe 2006)
The current and third phase of the project (2006–2009) builds on the first

two phases and the outcomes of the ‘Year’. It focuses on three practical work
streams:
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– capacity building for democratic citizenship and social inclusion;
– EDC and Human Rights – the new role and competences of teachers/
educational staff; and

– democratic governance in education.

5. Strengthening the Evidence Base – EURYDICE survey
Citizenship Education at School in Europe

The EURYDICE survey analysed how citizenship education is taught in
school at primary, lower and upper secondary levels in 30 European coun-
tries. It was requested by the Dutch presidency of the European Union in
2004 as part of an investigation into the ‘contribution made by education to
social cohesion through activities aimed at promoting active citizenship’.
The EURYDICE survey and its outcomes added considerably to the evi-
dence base for citizenship education in Europe, building from the IEA
CIVED99 and Council of Europe All-European EDC Policy studies. Above
all, it showed the considerable strides made by citizenship education in Eu-
rope. The main findings were:
– Most European countries now provide citizenship education in schools.
It is more visible and part of ongoing educational reforms in many coun-
tries, with agreement among governments about its positive impact on
young people and society. Citizenship education is seen as one of the
means of facing up to the challenges of the twenty-first century.

– Though all European countries agree on the need for citizenship educa-
tion in the school curriculum, there is no single prevailing general ap-
proach across countries.

– Citizenship education is not just about importing knowledge but also
developing positive civic attitudes and values and promoting active par-
ticipation by pupils at school and in the larger society.

– The importance of a ‘democratic school culture’ and opportunities for
pupil participation are supported.

– Measuring the success of citizenship education remains a challenge, par-
ticularly the assessment of pupils and the evaluation of schools.

– There is a need for more teacher education to support successful citizen-
ship on a more formal and systematic basis.

– The development of a European/international dimension as part of cit-
izenship education in schools is necessary and should be required.

– A need exists for more research into teaching methods and outcomes and
how they should be evaluated and monitored.
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These findings have been moved up to national and supranational levels by
organizations such as the European Commission (EC) and Council of Eu-
rope, and provided as guidelines for the designing of citizenship education
programmes and activities.

6. European Commission initiative to develop programmes and
indicators for civic competence and active citizenship

This initiative, led by the European Commission (EC), stems from the 2000
Lisbon Objectives in education and training. In 2000, the Lisbon European
Council meeting concluded that a European framework should define new
basic skills as a key measure in Europe’s response to globalization and the shift
to knowledge-based economies. The subsequent development led to the
identification and definition of a number of ‘key competences’ for lifelong
learning in a Key Competences Framework. Among the eight key compe-
tences identified in the framework was ‘social and civic knowledge’ as part of
the knowledge, skills, and attitudes that all Europeans will need for active
citizenship and social inclusion.
Subsequently, the European Commission (EC) has launched an active

citizenship programme, Europe for Citizens (2007–2013), to stimulate oppor-
tunities for active citizenship in civil society, and in both informal and non-
formal settings. The Commission has also attempted to construct a coherent
set of indicators and benchmarks to measure and evaluate the competences as
defined in the original Key Competences Framework (EC, 2006), concen-
trating on five of them: literacy in reading, mathematics and science; lan-
guage skills; ICT skills; learning to learn skills; and civic skills.
Work has already begun on developing indicators for each of these

five key competences, including one for civic competence in the form of a
composite indicator to measure the ability to be an active citizen. The de-
velopment of this composite indicator has seen the launch of a research pro-
ject, Active Citizenship for Democracy, run by the EC-sponsored Centre for
Research on Lifelong Learning (CRELL) in collaboration with the Council
of Europe. To date, the project’s primary activity has been to conduct a
survey of existing data sources. This has led to the conclusion that there
is limited available data beyond the IEA CIVED99 study. This being the
case, the Commission is working with member states to identify data needs
and to sponsor a new European module as part of the IEA’s new Interna-
tional Civics and Citizenship Education Study (ICCS), which will report in
2010.
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The Active Citizenship for Democracy project has formulated a working
definition of active citizenship as ‘participation in civil society, community
and/or political life, characterized by mutual respect and non-violence and
in accordance with human rights and democracy’ (Hoskins 2006). Active
citizenship has been broken down into four dimensions: civil society, com-
munity, political life, and values. A composite indicator, based on a list of
63 basic indicators for which data is available, has been drawn up and initial
results produced (Hoskins et al. 2006). The composite indicator is recog-
nized as only a first step in measuring outcomes in this field. It will con-
tinue to be revised in the light of further conceptual development and with
the advent of more and better data, particularly from the new IEA ICCS
Study.
This initiative marks a concerted effort, by national and supranational

organizations, to define the outcomes of citizenship education and to meas-
ure the extent to which citizenship education has equipped people with the
capabilities needed to be active citizens in twenty-first-century Europe.

7. Looking Ahead

A review of the four initiatives confirms the considerable strides made by
citizenship education in Europe over the past decade. National governments
and supranational organizations no longer ask why citizenship education but
focus on practical questions, such as how to promote active citizenship, how
well active citizenship is being delivered, what evidence exists concerning
effective delivery and outcomes, and how that evidence can be used. Cur-
rent activities of European supranational organizations concerning citizen-
ship education affirm this shift. They suggest a growing synergy between the
priorities of the past decade: to develop a strong evidence base; to use that
evidence base to take action and develop effective policies and practices; and,
to seek greater clarity in the definition and measurement of outcomes. This
synergy is evident in the growing collaboration between supranational or-
ganizations such as the European Commission and the Council of Europe in
the area of citizenship education.
However, despite the steps taken in moving the citizenship agenda for-

ward across Europe, there remain a number of key issues that will determine
the future trajectory in this area. There is only space here to highlight them
briefly. The key issues include:
– Definition and scope – there is already a move in most European countries
away from a narrow, knowledge-based approach to citizenship educa-
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tion, to a broader more active approach encompassing knowledge and
understanding, active experiences, and the development of values, dis-
positions, skills, and abilities based within a lifelong learning perspective.
The issue is how far such a transition will penetrate as it runs up against
cultural and structural barriers and, in particular, how successful citizen-
ship education will be in moving beyond formal education and perme-
ating civil society and non-formal and informal settings.

– Evidence base – there is a growing evidence base for citizenship education
in Europe and the new IEA ICCS study will add additional valuable evi-
dence when it reports in 2010. However, the work on active citizenship
indicators has highlighted the considerable gaps in the evidence base at
both quantitative and qualitative levels. The issue is whether such gaps
will be plugged to ensure a more complete and consistent evidence base
for this area. This will take time and require resources in a world of other
competing priorities and demands. It is also not clear how this evidence
base will be used.

– Status and sustainability – it is clear from developments to date that citizen-
ship education is not a ‘quick fix’ solution but needs time, patience, and
a supportive culture in order to develop effectively. However, in an in-
creasingly fast-paced world, where instant results are in high demand,
there is a question as to whether citizenship education will be given
the time and resources it requires or whether it will be overtaken by other
initiatives that have higher status and therefore attract a larger share of
those available resources.

– Ambition and priority – active citizenship and social cohesion are at the
centre of the Lisbon Process and figure strongly in the policy rhetoric
of the majority of European countries. However, the All-European Pol-
icy Study highlighted the ‘compliance’ or ‘implementation’ gap between
having a policy statement and turning it into effective practices. There is
still a considerable way to go before the rhetoric of citizenship education
is matched by the reality and before the ambition is matched by the prior-
ity given to developing effective practice.

– European citizenship – as stronger European links are being developed
through political institutions, education, trade, cultural and sporting
events, and the movement of peoples, use of this term has been growing
in the debates concerning this aspect of citizenship. However, a substan-
tial amount of work remains to be done in defining what the term means
in reality and how it relates to a range of identities that citizens have in
their lives, as well as to long-standing, persistent, national and regional
identities.
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– Relevance – citizenship education has shot up on the policy agendas in Eu-
rope over the past decade because of its perceived relevance in helping to
meet the challenges facing modern societies. However, as issues change,
there is a question as to how much citizenship education will be able to
adapt and continue to be seen as highly relevant for policy makers and the
people affected by their decisions, particularly young people.

Perhaps this last issue holds the key to the future of citizenship education in
Europe. As Bart Maes notes in his introduction to the 2005 CIDREE Year-
book, the popularity of citizenship education can be attributed to the fact
that ‘It [education for democratic citizenship] engages with many of the
topical issues and challenges that face modern societies and the development
of their education systems to enable young people to be better prepared for
their roles and responsibilities in adult life.’ (CIDREE 2005: 7)
Citizenship education is at the heart of the current vision for building a

strong and successful Europe as it moves further into the twenty-first cen-
tury. Although it is too early for an assessment of citizenship education’s
contribution to making this vision a reality, thus far, an encouraging start
has been made.

Notes

1 Cf. Recommendation (2002) 12 of the Committee of Ministers.
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Janez Krek

Quality Assurance in (Citizenship) Education

Teachers and the work of schools are under various pressures which, in a
democratic society, are difficult to resolve without the teacher and the school
having certain objective measures available that can indicate to what degree
the teacher, the school, or the system is achieving certain basic goals. There-
fore, it seems necessary to have in place an instrument of quality assurance
(including the external assessment of knowledge and/or external evaluation
of the school’s work) as a means of enhancing the quality of the work taking
place within that system.
A quality assurance system at the national level gives (or should give) the

responsibility for ensuring quality in the school system to its main actors – the
schools and teachers themselves – and demands accountability from both
teachers and schools for their performance. Through its inherent debate
about educational goals, it sets out to make explicit clear educational goals
and curriculum, defining quality in terms of the performance of the national
public school system. It ensures that these key actors are supported in acquir-
ing performance data about the effectiveness of their own sphere of activity,
and in developing appropriate responses to their own analysis of need. The
system should be set up in such a way as to ensure that it has its own internal
dynamic for achieving high standards of performance (cf. B rzea 2005).
The other side of the external evaluation (through school inspection, ex-

ternal assessment of knowledge, etc.) is the logic of encouraging internal
evaluation and the self-evaluation of the work of schools (cf. MacBeath
1999). The purpose of the internal evaluation of the school’s own work
is to arrive at actions that assure quality based on more objective findings.
The goal is to improve quality in achieving aims on the basis of a reflective
process. It is not necessarily the case that accountability is achieved by a
professional control management approach that centres on the professional
practices of teachers, making teachers accountable, and therefore the object
of increased control, i.e., establishing an increase in monitoring. Accountabil-
ity is more likely to occur by using exactly the opposite approach: through
self-evaluation and reflection on their own work the teachers (school) firmly
establish their own professional autonomy and improve their work on the
basis of findings that they have arrived at themselves.
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It is important, however, that schools work in an environment that pro-
vides them with professional support and data. The key characteristic of
quality assurance as a system is that its elements, described in the scheme
below, are interrelated and influence one another. In the text that follows
we will concentrate on just two topics from the scheme, namely, on school
self-evaluation of citizenship education and on evaluative instruments.

Scheme 1: Quality assurance as a system of interrelated elements

National educational
goals and curriculum

External data Policies for school
empowerment

School inpection

Evaluative
instrument(s)

Teacher training and
professional
development

Expert advice Accountability
measures

School self-evaluation
within school

development planning

Source: B rzea et al. 2005.

1. A key aspect of quality assurance: use of indicators for school
self-evaluation as part of a process of school development
planning

A school and/or country need a specific instrument to evaluate education for
democratic citizenship in schools since the school is the effective unit of quality
assurance. One of the key aspects of quality assurance is the use of indicators for
evaluation within the school development planning process. The purpose of the
quality indicators is to focus, structure, and facilitate the evaluation of EDC in a
school by describing which elements of the school’s work should be the centre
of attention. In general, indicators are the basic items submitted to evaluation.
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The analysis of indicators that was prepared for the ESSE project1 showed
that in different countries and different systems of quality assurance the no-
tion of ‘indicator’ conveys different meanings (the countries were the Neth-
erlands, the Flemish Community, England, and Scotland). What is neces-
sary, then, is to create a conceptual frame of reference for the evaluation in
which the concept of ‘indicator’ has a clearly defined meaning and logic.
However, since a school is a unit of evaluation and planning, indicators

should be designed in such a manner as to provide relevant information
primarily for schools rather than for policy makers. The information and
indicators designed for the purposes of the state or international policies
are usually much more general and delivered in a highly synthetic form.2

During the process of designing the set of indicators – allowing relevant
decisions to be made in the process of a school’s development planning – one
should bear in mind that these indicators have to provide information that
will and can be used by teachers, principals, and other stakeholders. To be of
practical use, indicators and their descriptions should use language that is
familiar to these users. They have to be put in place in, and be relevant
to, concrete, professional, systemic contexts. A set of indicators should pri-
marily support a school’s self-evaluation.
According to J. MacBeath et al. (2000: 202),3 a school’s self-evaluation

has a specific rationale. While it also has an accountability function, its pri-
mary purpose is developmental. From a policy perspective, it is viewed as a
mechanism for empowering schools to improve quality from within, helping
them to monitor their progress, and to report accurately to their external
constituencies – parents and the wider public. It is seen as contributing to the
democratic debate over what constitutes quality on the school and classroom
level, while also complementing the work of external agencies. From a
school perspective, self-evaluation has a more immediate purpose. Dialogue
is focused more on the internal stakeholders and their contribution to plan-
ning and improvement on the classroom, school, and community levels.
Achieving this effectively requires the involvement of all of the relevant
actors, as well as access to the instruments that can best support decision
making, learning, and teaching. This supports the thesis that a set of indi-
cators should support the evaluation of school processes.
The analysis in the ESSE project has revealed that in most countries cur-

rent inspection frameworks for evaluating schools are, or can be, used by
schools in order to monitor their own performance. In principle, a set of
indicators used for external and internal evaluation of a school’s work can be
the same or use the same pattern. A very well known example is ‘How good is
our school?’4 However, its aim is general education and citizenship education
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as such is not its particular focus.5 In principle, a school’s self-evaluation
approach may or may not be complementary to external evaluation.
As an example of a set of indicators, we will refer to the one prepared for

the Tool for Quality Assurance of Education for Democratic Citizenship in Schools
since it is generic and not bound to a particular country and/or education
system. These indicators are descriptive: they correspond to a desired quality
of citizenship education, are criteria for reaching a judgement, and provide a
means for comparing what is with what ought to be.
The entirety of a school’s work related to citizenship education is divided

into three general areas: 1. curriculum, teaching and learning; 2. school climate and
ethos; and 3. management and development. These are further expressed as six
quality indicators, with each indicator broken down into more detailed sub-
themes and descriptors. As the authors of Tool for Quality Assurance point out,
the indicators reflect the authors’ decisions about the importance of the par-
ticular tasks that a school performs specifically in relation to education for
democratic citizenship. The content and scope of each indicator are (or
should be) coherent, and the indicators are interrelated. Furthermore, ‘in-
dicators do not describe different levels of quality of schools (from the weak
to the excellent), which must be worked out in the actual evaluation. De-
ciding on and implementing measures to improve, step by step, towards

Scheme 2: Quality indicators

Areas Quality indicators

Curriculum,
Teaching, and
Learning

Indicator 1
Is there evidence of an adequate place for EDC in the school’s goals,
policies, and curriculum plans?
Indicator 2
Is there evidence of students and teachers acquiring understanding
of EDC and applying EDC principles to their everyday practice in
schools and classrooms?
Indicator 3
Is the design and practice of assessment within the school consonant
with EDC?

School ethos
and climate

Indicator 4
Does the school ethos adequately reflect EDC principles?

Management
and Develop-
ment

Indicator 5
Is there evidence of effective school leadership based on EDC prin-
ciples?
Indicator 6
Does the school have a sound development plan reflecting EDC
principles?

Source: B rzea et al. 2005.
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achieving such standards is the objective of school development planning’
(B rzea et al.: 56). (In scheme 2 and 3, EDC stands for ‘Education for
Democratic Citizenship’.)
These indicators are broken down into subthemes (see, for example, in-

dicators 1 and 4 below). Certain topics of citizenship education may appear
in only one or the other indicator, or they may appear in several indicators
and are considered from the perspective of the respective area.

Scheme 3: Subthemes of the quality indicators

Areas Quality indicators Subthemes

Curriculum,
Teaching, and
Learning

Indicator 1
Is there evidence of an
adequate place for EDC in
the school’s goals, policies,
and curriculum plans?

1.1 School policies in EDC
1.2 School development planning in

EDC
1.3 EDC and the school curriculum
1.4 Coordinating EDC

School ethos
and climate

Indicator 4
Does the school ethos
adequately reflect EDC
principles?

4.1 Application of EDC principles in
everyday life

4.2 Relationship and patterns of au-
thority

4.3 Opportunities for participation
and self-expression

4.4 Procedures for resolving conflicts
and dealing with violence, bully-
ing, and discrimination

Source: B rzea et al. 2005.

Only subthemes are then described as standards; for example, subtheme 4.2
(Relationships and patterns of authority): ‘The school promotes open, friendly
and caring relationships among all stakeholders. In-school communication
and behaviours reflect patterns of authority that are based on rules and reg-
ulations, clear distribution of roles, and rights and responsibilities. All school
stakeholders, particularly students, teachers and parents, have been involved
in their preparation and adoption. The school operates as a team in which
relationship and authority are established and exercised with a view to con-
tributing to individual development and classroom and school cohesiveness’
(ibid: 63).6

Indicators have to comprise all of the relevant factors that influence cit-
izenship education in a school. For the self-evaluation and improvement of
citizenship education it is possible to use the usual methods and instruments
of evaluation and research developed within pedagogical methodology and
statistics.7 We will briefly discuss certain aspects that seem particularly im-
portant.
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2. Is it possible to appropriately evaluate the achievement
of the goals of citizenship education?

MacBeath (2007) points out that the traditional ‘input-output black-box
approach’, as he calls it, is, in the case of citizenship education, the least
appropriate. Mathematics, for instance, is a subject in which knowledge
is explicitly cumulative, and for most pupils context (family, society – dis-
counting expectations regarding success) has no significant influence on
knowledge; therefore, the input-output model of the evaluation of school
work is probably still appropriate and provides certain important informa-
tion. But citizenship is perhaps one of the most difficult subjects of all to place
in the black-box model ‘because it is mostly shaped by forces which lie be-
yond the classroom and beyond the school’ (ibid: 2).
If we wish to evaluate the influence of school work on the knowledge,

skills, and values of the pupil, as determined by the goals of citizenship edu-
cation, it is not possible to simply measure the input and output results and
then calculate the added value contributed by the school to the pupil’s
knowledge, skills, and values. In evaluating the achievement of the school
in the field of citizenship knowledge in the broad sense (knowledge as know-
ing, understanding, skills, and values), it is necessary to always bear in mind
three interrelated dimensions: knowing, feeling, and doing. Taking every-
thing into consideration, it seems more appropriate to evaluate the learning
process on the level of behaviours (in the scheme below: doing), which then
allows an evaluation of how a school functions.

Scheme 4: A Generic View of Citizenship
Understanding Competencies Values

Knowing Acquiring knowledge
which is processed
in ways that lead to
understanding

Knowing what skills
and competencies are
valued in different
contexts and by dif-
ferent people (e.g.,
by employers)

Recognizing which
values are important
and which are less
important for the
welfare of self and
others

Feeling Feeling that knowl-
edge acquired is
important to you

Having confidence in
your own skills and a
belief that they can
be put to use

Internalizing values
and making them
your own

Doing Using knowledge
to act, to initiate,
to make decisions

Practising and testing
competencies in real-
life situations

Acting on and staying
faithful to values, even
in challenging social
situations

Source: MacBeath 2007.
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When we focus attention on the process of how a school functions, we do
not imply that the results – the pupil’s citizenship knowledge and values – are
unimportant and that it is somehow unnecessary to evaluate these results,
i.e., to measure them as output. The output is always important, not only in
the sense of achieving the goals important for society, but also from the point
of view of evaluating the work of the school; at the point when the school
evaluates the process, information about results is a condition for the quality
interpretation of the results that are provided by the evaluation process itself
(cf. Kovač Šebart and Krek 2007).

3. Evaluation of the Goals of Citizenship Education within School
Development Planning (SDP)

It is of great significance that schools improve citizenship education within
the framework of so-called school development planning. As B rzea et al.
(2005) write, ‘a school development plan is an operational programme that,
having begun with the question, ‘How well are we doing?’, then sets out to
answer the question, ‘How can we get better?’ After having determined a set
of answers to this latter question, it then works out how to put them into
practice’ (43). School development planning is an ongoing process. The
cycle of evaluation, comparison with national goals and policies, self-under-
standing, self-improvement, monitoring, etc., leads to progress, but is never
complete. This cycle of evaluation and improvement can be explained as
consisting of eight possible steps. The tool for quality assurance of EDC
(B rzea et al. 2005) explains the concept of school development planning
in more detail than we are able to do here,8 thus, we offer the following
pr cis:
1. A school has to start developing an evaluation culture (awareness raising,
the usefulness and importance of improving citizenship education, ac-
quisition of knowledge and skills).

2. Then it has to set up a self-evaluation team (with the principal, teachers,
students, parent(s), researcher or critical friend, etc.).

3. The third step is to ask the right questions: What information are we
looking for and where will we find it? Here the building and/or use
of externally provided indicators come into play as a reference for eval-
uation.

4. Then the team has to decide on methods of evaluation (which depend on
the questions). For better quality information, a variety of methods should
be used to collect factual, value-based, and process information. For ex-
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ample, for the evaluation of achievement of the above mentioned indi-
cator 4 (the school ethos), subtheme Relationship and patterns of authority, a
variety of instruments could be used/prepared.

Scheme 5: Explanation of Indicator 4

Indicator 4
Does the school
ethos adequately
reflect EDC
principles?

Subtheme 4.2
Relationship and
patterns of author-
ity

• Observation and peer-observation
• Focused questionnaire
• Focus-group discussion
• Interviews
• Storytelling
• Document analysis
• Photo evaluation
• Questionnaires

Source: B rzea et al. 2005.

The cycle continues with these next steps:
5. Analysing the data, identifying strengths and weaknesses.
6. Drawing conclusions about the achievements in citizenship education,
their weaknesses, and the critical points needing improvement.

7. Preparing, disseminating, and discussing the evaluation report.
8. Designing a development strategy: establishing priorities, determining
timetable, training, support, and funding needs, and who does what;
agreeing on method to monitor progress.

A quality assurance approach could be instrumental in achieving an im-
provement in citizenship education in schools. Referring to knowledge,
competencies, and values of citizenship education, it is the framework
for evaluation and improvement that should be specific, not the methods.
However, some quality assurance measurements are more appropriate for
education for democratic citizenship than others. Applying fundamental
principles and values of education for democratic citizenship to quality as-
surance should stress a participative approach for defining quality in citizen-
ship education as well as transparent, professional, and information based
accountability that excludes such radical measures as league tables (i.e., in
the market competition approach, performance results are used primarily for
rating schools). At the same time, by improving self-evaluation within school
development planning and supporting the empowerment of schools and
teachers, it is likely that an increase in the quality of citizenship education
will result.
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Notes

1 See: Effective School Self-Evaluation (ESSE) Project – ESSE Report, http://sici.
org.uk/ESSE/. The European Commission (EC) approved funding in early 2001 for
a proposal made by The Standing International Conference of Central and General
Inspectorates of Europe (SICI) to run the Effective School Self-Evaluation (ESSE) pro-
ject. The EC funded the project for two years, from April 2001 to March 2003. The
main purpose of the ESSE framework is to enable the collection of evidence and the
formation of judgements about the effectiveness of the process of self-evaluation
within schools and of the effectiveness of the external support provided by coun-
tries/regions to school self-evaluation.

2 One such example: the European Report on the Quality of School Education pro-
posed sixteen quality indicators in four areas of quality: (1) attainment, (2) success and
transition (example: the completion of upper secondary education), (3) monitoring of
school education, and (4) resources and structures. Example: educational expenditure per
student. The information that is given by the indicator in this report refers to a
national average. A particular school needs information about its own results.

3 Cf. also http://europa.eu.int/comm/education/archive/poledu/finalrep/rep.pdf.
4 See web page and documents: http://www.hmie.gov.uk/hgios/hgios.asp.
5 ‘The provision of such an evaluative instrument to schools is vital for at least two

reasons. First, it provides an invaluable support for the reflective process: it enables all
schools to attempt that which only a few could even begin unsupported. Second, the
existence of the framework ensures that all schools will scrutinize all important
aspects of their functioning – not just the ones that form the current focus of their
interest, or perhaps those that they find most comfortable to scrutinize’ (B rzea et al.
2005: 47).

6 The whole document is on the web pages of the Council of Europe, Strasbourg;
UNESCO, Paris; and the Centre for Educational Policy Studies, Ljubljana. See for
example: http://unesdoc.unesco.org/images/0014/001408/140827e.pdf

7 Cf. Bogdan, Biklen 2003; Bryman 2004; Creswell 1995; Denzin et al. 2005; Fraenkel
et al. 2006; Lofland 1995; Silverman 2004; Stake 2005; Tashakkori 1998.

8 For exhaustive and practical information on school development planning see:
http://www.sdpi.ie/guidelines/index.html. The School Development Planning Ini-
tiative presents a bank of guideline materials from which schools may draw in ac-
cordance with their needs.
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Civilizational Knowledge: Complex Issues
for Intercultural and Citizenship Education

1. Intercultural and Citizenship Education: Historical Legacies
of Difference

Citizenship education and civic engagement raise a complex set of issues at
the present time. In Bosnia, attempts to develop both intercultural under-
standings and common citizenship entails bringing Bosnian, Croatian, and
Serbian children into the same school, sharing the same books. There is,
however, no agreement on a locally developed curriculum or common
set of textbooks because the memories of the three groups are very different
and they use curricula and textbooks developed by an external agency called
the Atlantic College. Work undertaken in Kosovo by Jack Peffers and me
from the University of London for UNICEF demonstrated similar problems
in agreeing on a common curriculum between all the groups in Kosovo,
including the Albanian and Serb communities. The contention of this chap-
ter is that the biologically derived versions of the nation of ‘blood and soil’
only tell a narrow and singular version of the story of nation-states. The
substantive historical and contemporary realities necessitate the telling of
much broader stories which are inclusive of good citizenship values derived
from diverse sources in complex multicultural societies. There is no scientific
evidence for the existence of race. Concepts of ‘race’ are social constructs
and therefore have no basis in the domain of education especially in teaching
and learning about citizenship.
In England, citizenship education was introduced in secondary schools in

2002 and, according to a recent OFSTED1 Inspectorate Report, only a mi-
nority of schools have embraced it with any enthusiasm and the quality of the
lessons is considered inadequate (The Guardian, 28 September 2006). The
Inspectorate may, however, have only a partial understanding of why cit-
izenship education in the country is inadequate: another aspect could simply
be the learners’ lack of interest. Their underlying concerns may range from
being preoccupied with being part of the fissiparous tribes of electronically
engaged members of the body politic, who are not susceptible to the modern
politics defined by ‘control freakery’, to being confronted with inflated ca-
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reer expectations and the grim realities that inform swathes of contemporary
pop culture.
In Japan, Shinzo Abe, former Liberal Democratic Party Prime Minister

intended to follow a more nationalistic course and to revise the U.S.-im-
posed pacifist constitution and the Fundamental Law of Education – which
was enacted in 1947 as a basis for post-war schooling – in order to emphasize
moral values, patriotism, and tradition (The Guardian, 27 September 2006).
He has however, subsequently had to resign and these measures are currently
in abeyance.
These examples – taken from the Balkans, England and Japan – broach a

few questions about the nature of intercultural, citizenship, and civic edu-
cation in comparative contexts. Is a nationally based understanding of local
and central government and human rights sufficient? If one moves to the
next level of regions, are the Eurocentric (Bernal 1987), Indo-centric
(Chaudhuri 1990), and Sino-centric (Hamashita 1988) memories, histories,
and understandings of the past a sufficient basis for citizenship education?
Would such narrow national, regional learning about citizenship not in turn
raise the spectre of Afro-centrism (Asante 1987), Islamo-centrism (Voll
1994), or other ‘centrisms’ at the continental and global levels because of
the diasporas of African, Muslim, and ‘other’ peoples? The attempt therefore,
is not to replace one type of centrism with another, which reinforces centric
intellectual tunnel visions, but to develop a more holistic formulation of
issues about citizenship education.
At one level, the rise of ‘siege mentalities’ and singularized community

identities based on religious, ethnic, tribal, or linguistic loyalties, as well as
the negations of nation-state and social class identities, may partly be a result
of the discontinuities, binary/oppositional memories and mentalities that
may have been informed by past experiences of servitude or slavery, and
colonial and imperial legacies that have become extenuated with the rise
of economic globalization. However, histories and societal development
are not necessarily one-dimensional or negative: issues of citizenship are
based on struggles that can embody positive aspects and memories. But,
at this level, too, one is again confronted with complex issues of how to
give legitimacy to the multiple identities and discourses based on the pro-
gressive struggles of the subaltern groups. Normally, in most nation-states
citizenship values are based on the dominant and largely nationalistic stories
of citizenship. These are largely exclusive of groups that have been subdued
or conquered, and therefore not inclusive of all the good values of all groups
that constitute a polity. Therefore I suggest that a process of de-linking from
the dominant and exploitative global forces is needed (see also Amin 1997).
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Such a de-linking must be accompanied by a process of linking or bridging
(Putnam 2000) with the progressive forces that form part of the current
agendas for citizenship and human rights. A significant part of the content
of these agendas is a result of struggles by serfs, peasants, slaves, indentured
labour, agricultural and industrial workers, and universally oppressed women
against subjugation. While the exceptionalism of each oppression or geno-
cide is recognized, the educational challenge is to determine how the divides
and differences can be used to develop shared understandings and common
struggles. In the absence of these shared understandings, Freud’s concerns
about the ‘narcissism of small differences’ come into play, deepening the
divides between groups.
During the UNESCO project conducted in Kosovo, referred to earlier,

the issue of singular group identities was raised with different communities,
and some members claimed that narrow ‘ethnic’ or ‘racial’ identifications
exist because they are a part of ‘human nature’. This is too complex an issue
to discuss here but it needs to be stressed at the outset that there is no sci-
entific basis or evidence concerning the notion of ‘human nature’. If such a
thing did exist, then any ideas about citizenship and civic education in the
context of contemporary schooling would stand no chance of succeeding.
Hence, a focus on immutable human nature negates the possibilities of un-
ravelling either the historical legacies or current realities of inequalities, and
detracts from the positive dimensions of human history and progressive
struggles for equality, citizenship, and human rights. The challenge for cit-
izenship education at this level is how to recognize ‘bonding’ within a group
and use this as a basis for bridging or linking with other groups on a sustained
basis (Putnam and Feldsten 2003: 280-1). This is important at the present
time because most diverse societies have become increasingly fragmented,
and individuals ‘bowl alone’, whereas it is necessary to re-connect isolated
individuals, groups, and communities through active citizenship engage-
ments so that people can ‘bowl together’ in safe communities.
Furthermore, these issues are not only a prerogative of Eurocentric no-

tions of the ‘modern world system’ as articulated earlier by Wallerstein
(1974). He has recently recognized the limitations of Eurocentric universal-
ism (2006) and reviews three aspects of the structure of knowledge in the
modern world: the modern university system, the epistemological divide
between the so-called two cultures, and the special role of the social sciences.
He states: ‘All three were essentially nineteenth-century constructions. And
all three are in turmoil today as a consequence of the structural crises of the
modern world systems’ (59). These developments are part of a universal
repertoire and belong not solely to the ‘West’, which is perceived as con-
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stituting the ‘centre’ and at a distance from the ‘peripheries’. The content of
these issues of citizenship and human rights can be taught and learned, and
the resulting knowledge can help create a clearer understanding of the given
realities within a community or a society. Herein, there is also a major role
for public and social policies, including those concerning education (not
schooling) and the need to recognize the issue of differences, diversities,
and commonalities at the global level.

2. Developing Inclusive Globalism

Many national communities embody notions of particularism as well as those
of universalism. Educators and others have an important function in exam-
ining these complex notions, both real and imaginary, to analyse the myths,
feelings, understandings, and concepts that underlie these differences as well
as to develop rational ways of dealing with the resultant dilemmas. Can ed-
ucators, for instance, pool civilizational knowledge in ways that do not po-
larize peoples but help to develop more syncretism, which can then inform
the educational process and citizenship education differently?

3. From the Cultural Revolutions Founding the Tributary Era
to Interfaith Dialogue

The first universalist phase in civilizational development, based on the de-
velopment of major religions, can be described as the millennium that ex-
tended from the fifth century BC to seventh century AD, when the great
religions of Zoroastrianism, Buddhism, Christianity, and Islam were
founded, and the great Confucian and Hellenistic philosophies were formu-
lated. These systems affirmed the common dimension and destiny of all hu-
man beings, if only in the life beyond. As Samir Amin writes:
‘This declaration of a universalist vocation did not establish a real unifica-

tion of humanity. The conditions of tributary society did not permit it, and
humanity reformed itself into major tributary areas held together by their own
particular universalist religion-philosophy (Christendom, Dar el Islam, the
Hindu world, the Confucian world). It is still the case, however, that the trib-
utary revolution, like all the great revolutionary moments in history, projected
itself forwards and produced concepts ahead of its time.’ (Amin 1997: 80)
While it can be accepted that these earlier movements form an important

part of a set of universalistic norms and values, they also continue to present

194

VI. Past, Current, and Future Challenges of Citizenship Education



unresolved dilemmas during the contemporary period. Here one needs to
consider what is necessary from the perspective of the religiously diverse
nation-states and regions to develop some inclusive norms that might allow
these religions and philosophies to become part of progressive struggles that
can lead to interfaith understandings. Hans K ng writes about the need for
peace among nations being derived from dialogue between religions and
nations. The dialogue between religions requires knowledge about their
theological foundations. He summarized his view in four propositions:
no peace among the nations without peace among the religions; no peace
among the religions without dialogue among the religions; no dialogue
among the religions without common ethical standards; and finally, no peace
without a common global ethic.2

K ng’s suggestion raises the whole issue of dialogue. First, such dialogues
are nothing new. The Umayyad Caliphate functioned in eleventh-century
Andalusia and is an example of intercultural dialogue and cooperation be-
tween the southern Mediterranean rim, and especially the North African
region, and the northern European part of the Mediterranean Sea, and rep-
resented the nature of such intercultural dialogue between Christians, Jews,
and Muslims. Scholars like Al Kundi, Averroes, and Avicenna represent
those who translated Aristotelian philosophy into Arabic, those texts
subsequently being used for translations into Latin.3 Yet, the work of these
philosophers, scientists, and thinkers was undermined by Islamic literalists
and fundamentalists like Al Ghazzali, who was part of the Almohad dynasty
and resonates with the Christian and Islamic literalists at the present time
who are negating ideas of evolutionary science and substituting it with ‘es-
sentialists’ Christian and Islamic versions of ‘science’.
Second, from an educational perspective, a dialogue among religions is

insufficient: from the point of view of citizenship education there is a need
for a more substantive educational engagement. Educational initiatives and
interfaith education are among the ways to engage with religions and their
relationship to society. The challenge is how, in socially diverse societies, to
build intellectually rigorous interfaith education, one that recognizes differ-
ence and diversity but also allows for the nurturing and the development of
points of mutuality and similarity between faiths. Many of the current reli-
gious strifes are based on memories of wars, terror and persecution derived
from religious particularities and the specificities of their belief systems.
Montaigne decries the fact that religious pluralism in France did not bring
peaceful coexistence because bitter disputation between the Catholics and
Huguenots led to rhetorics of hate and was accompanied by a vicious circle
of violence. Montaigne states, ‘All are alike in using religion for their violent
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and ambitious schemes’, and observes that ‘Christians excel at hating ene-
mies.’ Other religions however, may not only equal the Christians but even
surpass them in their capacities for hatred, viciousness, and terror. What kind
of teacher education and support for teachers and schools can help to deal
with these historically based politico-religious legacies? For a start, it is a very
difficult task for educators to give different versions of these stories because
religious stories and imaginations are deeply engraved into the psyches of
believers and therefore are not amenable to rational discussion or argument.
Furthermore, in today’s complex and diverse schools, interfaith initiatives
that enhance mutual understandings also need to deal with issues of relations
between believers of different faiths and those who are non-believers. While
issues concerning religious instruction and ways of life may be considered as
part of a community’s private and communal life, knowledge about faiths
that circulates within the larger public domain and public institutions may
also have an important role to play. Religious identities also are but one
aspect of peoples’ multiple identities and the education systems cannot
deal only with them to the exclusion of other, and perhaps more important
aspects of students’ different identities. Many rational and sensible believers
(especially women and rational men) have turned their backs on their faiths
because of the limitations and hatreds perpetrated by religions which are not
matched by their capacities to constructively and substantively enhance in-
terfaith and intercultural understandings.
These complicated legacies of the hegemony of theological knowledge

necessitate fresh thinking by different faiths. This is necessary because it can
lead to separate as well as collective religious renaissance. Faith communities
cannot allow legacies of difference based on hierarchies. Values of secular
humanism are deeply ingrained in the consciousnesses of the oppressed peo-
ples who have struggled over centuries to acquire greater levels of equalities.
Reinvigorated faiths can help peoples who have uplifted themselves through
popular political struggles as well as educators and schools to heal ancient
wounds and negative legacies of the past that continue to be divisive during
the contemporary period.

4. The Enlightenment and the Modern Period

The second phase of the history of societies that can be used to inform cit-
izenship education is that period following the Renaissance, to which the
Mediterranean civilizations contributed. It was also the time of the conquest
of the Americas by the Atlantic-facing European countries. One of the leg-
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acies of the conquests of the Americas is that after 1500 the Europeanization
of the globe and the definition of the world from a Eurocentric perspective
increased. Did the voyages of Columbus and Vasco da Gama divide the
world or were they also a way of connecting the small European peninsula
with the rest of the globe? If they are connective, then how can the inequal-
ities and unequal relations between and among the different regions be ir-
oned out so that the connections establish greater levels of mutualities and
solidarities?
During the Western Enlightenment, one of the important legacies that

occurred in the wake of the Renaissance was the shift of focus, one of whose
results was the idea of ‘nation’. Enlightenment philosophy’s social vision of
society, and following the French Revolution, was based not on the ideas of
some biological myth of ancestors but on the notions of a social contract – ‘a
nation of free men [sic]’. This nation-state included Alsatians and Occita-
nians, who did not speak French, as well as Jews. With the abolition of
slavery in Santo Domingo, black African peoples were also considered to
be ‘citizens’ .
Compared to the concept of secularism, religion occupied a very different

dimension since it was seen as part of the tyranny of an ancien regime. As Amin
states: ‘In forging the concept of ‘secularism’, it goes beyond religious tol-
eration; it claims to rid the new nation of references to the past and sees
Christianity as no more than a personal philosophical opinion like any other,
not an ideological structure of society’ (Amin 1997: 81).
Here, the nation is not an affirmation of the particular but an affirmation

and an expression of the universal. While the securing of human rights was
one of the core objectives of the French Revolution, those rights were ap-
plied selectively, with women being denied full citizenship rights. The as-
similation of ‘other’ peoples and the abandoning of local languages in favour
of the French language were additional indicators that the nation-state was to
take priority. The role of building the modern French nation around this
new cultural and linguistic unity was assumed by the school system under the
Republic. The legacy of officially nullifying and overriding differences has
had manifestations into the twenty-first century. In 2005 and 2006, French
cities were rocked by riots of young, poor, and disenfranchised French citi-
zens, largely from minority and North African backgrounds. The challenge
for educators is how to use this complex legacy of the universal and the
particular, which provides the substantive basis for citizenship, within the
unequal nation-state. In the economically unequal societies the basis of dif-
ference is a barrier to developing the notions of similarity, so under those
circumstances, what can be done to bring about greater levels of equality? In
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many contexts these inequalities have become intergenerational and have
thwarted possibilities for improving socioeconomic conditions through
knowledge and skills provided by the school and the educational system.
The English bourgeois revolution of the seventeenth century was earlier

than the French Revolution and was less radical. The domination by the
English of the different peoples within the islands of Britain and Ireland also
led to the loss of local languages and cultures. The roles of the monarchy,
aristocracy, and Protestant Reformation were based on compromises and a
less assertive break with the past. In England, France, and Holland – where
bourgeois revolutions had taken place – the changes in terms of the bio-
logical basis of the nation-state were different from those that continued
to nurture the myths of ‘the nations of the mists’, i.e., of the remote
past, which was sociologically referred to as Gemeinschaft. Given that there
are many differences between England, France, and Holland, the right to be
different is muted by notions of the right to be similar. The modern forms of
Enlightenment thought had been developed by cosmopolitans in the salons
of Paris, London, Edinburgh, and Berlin.

5. Immigration Societies

The French and American Revolutions have a lot in common since both
were informed by similar ideas during this period of history. Both societies
embody features of equality and inequality on various indices, including ra-
cial ones.
In immigration societies such as the United States, assimilation allowed

subsequent groups to be incorporated into the cultural identity and imposed
aspects of Anglo-Saxon Protestant norms, and these have become construed
as the public political values of the American national culture. Hence, the
American public and national story is not inclusive of the broader range of
stories and diversities that are represented historically and contemporane-
ously within American society. Scholars (like Samuel Huntington) and com-
mentators who cite the American national story as an example for other
nation states have in fact misunderstood the narrow American story as being
an inclusive, broader story of the American polity and society. The United
States also accepted the right to be different, which perpetuated the differ-
ences for the African-American and indigenous American peoples, who,
being racially different, had been hierarchically positioned in an unequal
society. This conceals the notions of the right to be similar based on prin-
ciples of equity.
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Huntington’s notion of the ‘clash of civilizations’ at the global level was
based on the dominant Anglo-Saxon values being juxtaposed with those of
the subordinated groups in the American polity. In educational terms this can
be illustrated by the 1954 Supreme Court opinion written by Chief Justice
Warren that ‘separate is not equal’. The year 2008 marks the fifty-fourth
anniversary of that Supreme Court decision, and yet the right to be similar
and to be equal continues to be denied to African American students and the
Native American populations as well as the more recent Hispanic immi-
grants. Hence, the right to equality under the United States Constitution
is not a reality for large numbers of American citizens, and exclusion due to
racism manifests itself throughout American institutions and society.

6. Socialism

The socialists in the nineteenth century had to operate within the framework
of the reactionary ideas of the past, the nationalism within Europe, and,
subsequently, within the larger colonial context. They attempted to
strengthen solidarity consciousness of social classes across the lines of nation-
alist ideologies and tried to optimize the equalities of rights and entitlements.
In many cases it was the Eurocentric and messianic versions of socialism that
informed struggles outside Europe. From the period of the Enlightenment to
the present time there have also been misplaced notions of progress with the
development of pseudo-science and eugenics, and which, with the most
appalling results, have been used against minority and ‘other’ groups. In oth-
er words, socialist societies were to be built based on culling from the human
stock those members with mental and physical disabilities, i.e., the weak. In
educational terms the concept of ‘defectology’, used in many socialist and
communist states and that stressed the genetic basis of intelligence, had dis-
astrous consequences for the futures of groups such as the Roma. One of the
problems resulting from the dissolution of the Soviet Union and the Yu-
goslav Republic was the acceptance of the right to be different, which was
carried to great lengths. The acceptance of the right to be different, common
to the Third International, did not allow these states to deepen the notions of
inclusive citizenship based on shared values.

7. National Liberation Movements and Bandung

The colonial world was not directly exposed to the democratic values of the
Enlightenment by the European colonial elite, including those of democratic
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political rights and secularism. Hence, it was the national liberation move-
ments that had to confront the challenge of the values of universalism. This
was reinforced by the fact that socialists in Europe were not able to shift their
thinking beyond its Eurocentric origins. The national liberation movements
opted for the unity of peoples in the struggle against imperialism and for the
construction of the nation-state beyond ethnic or religious horizons. Those
who were on the right invoked the nations shrouded in the ‘mists of time’,
and these myths flew in the face of ethnic, religious, or linguistic diversity,
harking back to the tributary systems of Hinduism, Islam, or the ideas of the
biological and racial rather than the modern constitutional bases of the Arab
nation. They were in this sense not very different from European nations,
which also believed in mythic beginnings. The Janus-faced nature of the
nation with ‘blood and soil’ on the one hand and the modern civic nation
based on democratic constitutions on the other have continued as problems
in the present.
There are also differences and divides within the national liberation strug-

gles between the right and left, the centralists and the federalists, those who
opted for multiparty political systems, and those who espoused unitary po-
litical party systems. Those nationalist leaders who subscribed to the progres-
sive ideas were of the left within the national liberation, and drew their
inspiration from the philosophy of the Enlightenment. These ideas and per-
spectives were not something that European elites and colonialists shared
with progressive nationalists.4 In addition to the recognition of diversity
and difference at local and regional levels or in religious or linguistic terms,
they have also stressed the notion of unity across these particularistic divides.
The Non-Aligned Movement (founded in 1961) which grew out of the
Bandung Conference in Indonesia in 1955, brought together the progressive
and democratically oriented nation-states and lasted until about 1975. The
movement was re-activated in Havana in the summer of 2006.
If societies within the rubric of this system are analysed in horizontal

terms, they reflect vast reverses experienced by the national liberation move-
ments and peoples, and the negation of citizenship rights across many coun-
tries of eastern, central, and southern Europe and the Southern Hemisphere,
all of which present a major challenge for reinstating the citizenship and
human rights of the masses. For hundreds of millions of peoples in war-
torn, corrupt, and collapsed states across the globe, this is a distant dream.
The challenge for citizenship and citizenship education is not only to

engage with the retreating ideologies and religions of the tributary epochs,
but to also deepen them with the philosophy of the Enlightenment as well as
the socialist movement and the progressive ideas of national liberation, as
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exemplified by the Bandung Movement. Hence, democratic practices or-
ganized around the notions of respect for difference need to be informed by
the right to be similar. These ought to bring about an erosion of the many
injustices within and between societies and establish commonalities between
and with struggles for equality and human rights globally. In order to help
construct a new notion of ‘us’ and of shared belonging in European societies,
progressive ideas from the Third World ought to become part of the ideas of
inclusive citizenship in the body politic of Europe in the same way that
Western ideas and ways of life have penetrated the Third World.

8. Contemporary Struggles and Solidarities

Do the past struggles for equality, human and citizenship rights provide any
basis for progressive struggles to work together and learn from each other?
The Civil Rights Movement in the United States in the 1960s, for example,
inspired the feminist movement in its struggle to obtain greater degrees of
gender equality. While in the bourgeois national and global contexts this has
helped certain classes of women, there are many millions more who are still
at the margins of society. In the next stage, can these contemporary struggles
lead to some sharing of learning from the past?
The year 2007 commemorated the bicentenary of the abolition of the

slave trade, especially the trading in peoples of African origin, who were
transported by force to the Americas in large numbers and to the Arabian
Peninsula in smaller numbers. One of the challenges posed at the present
time is how these events can mark issues of citizenship, not only for the
descendents of slaves but for the many millions more who are currently de-
nied citizenship and human rights. How can we in Europe establish com-
monalities and mutualities with those who have experienced other kinds of
oppressions? As an example, the liberation of slaves led to the recruitment of
indentured labour, largely from India, to work in the plantation economies
in the Indian and Pacific Oceans and the Caribbean region. Are there pos-
sibilities of connecting the struggles of these two peoples to attain equality,
not only in the Americas and Europe, with the struggles of the first peoples in
the countries to which the former were transported? Amerindian and Abo-
riginal peoples also suffered oppression and continue to wage isolated strug-
gles without making connections with others who have fought similar bat-
tles. There is also the massive movement of women who eke out a living in
the globalized capitalist economies in the world. For every female executive
there are multitudes of poorer women who migrate for work as cleaners,
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caregivers, maids, and factory, farm, and sex workers. This feminization of
poverty represents a fundamental denial of citizenship and human rights.
How can these millions upon millions of people be accorded their rights,
and what can be learned from previous oppressions and struggles out of
which new solidarities, similarities, and mutualities of interest can be estab-
lished?
This chapter has raised issues of active citizens in cohesive democratic

contexts where people continue to struggle against hierarchies, inequalities
and disenfranchisement. It has also raised the issues of divides amongst peo-
ples along gender, faith, social class and racial divides, and which the dom-
inant groups and political institutions have failed to tackle in practical terms
at either the local, national, or global levels. Academic institutions need to
universalize knowledge and shift away from the dominant and ‘centric’
knowledge systems which have continued to provide singular and dominant
versions of humanity and its histories. During this period of global transitions
these separate realities and developments need to acquire multiple as well as
universal legitimacies so that cohesive futures are based on more inclusive
and realistic understandings of human struggles universally and of humanity
in general.

Notes

1 OFSTED stands for the Office for Standards in Education, Children’s Services and
Skills. It is the non-ministerial government department of Her Majesty’s Chief In-
spector of Schools in England.

2 Hans K ng speaking after the events of 9/11 stated that ‘attacking Iraq is likely to
worsen the terrorist threat’ (Catholic New Times, December 15, 2002).

3 The common sense understandings are that the developments during the Renais-
sance were based on direct translations from Greek texts into Latin.

4 For instance, the speech by Jawaharlal Nehru on 14 August 1947, when India be-
came independent, included the following sentence: ‘And so we have to labour and
to work, and work hard, to give reality to our dreams. Those dreams are India, but
they are also for the world, for all the nations and peoples are too closely knit
together today for anyone of them to imagine that it can live apart’ (The Guardian,
London 2007; Great Speeches of the 20th century No. 11 in series of 14). Nehru
derives his ideas from Western, Indian, and other sources from the colonized world
and this syncretism of ideas does not have a purely European pedigree, but is the
result of struggles for freedom within the colonized world.
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Audrey Osler and Hugh Starkey

Education for Cosmopolitan Citizenship

1. Introduction

The strong interest in education for citizenship in the early years of the
twenty-first century derives from a number of political developments. First,
there is the emergence of recently democratized nation-states, such as South
Africa and those of Central and Eastern Europe and Latin America. In these
contexts, forms of citizenship education have been introduced to enable
populations to understand democracy and its basis in human rights and
to equip young people with skills for participation. Secondly, governments
in established democracies, concerned about an apparent crisis of confidence
in formal, established political processes, including elections, see citizenship
education as a means of restoring confidence in democracy. They also see it
as a means of addressing a number of societal problems, such as violence,
apathy, and disengagement from political processes. Thirdly, globalization
has led to increased migration and consequent demographic changes. In ur-
ban areas in particular, school populations are characterized by increased
cultural diversity and by the presence of new migrants, refugees, and asylum
seekers. Citizenship education is intended to enable young people from dif-
ferent backgrounds to live together. New migrants and minority groups in
general are sometimes perceived by education policy makers to be in par-
ticular need of such education even when there is little evidence to support
such an assertion (Osler 2000; Osler and Starkey 2001).
It is the issue of civic disengagement, analysed by writers such as Putnam

(2000), that most concerns governments in the longer established democ-
racies. As a consequence, the programmes of citizenship education in Eng-
land, for example, are based on a view of young people that assumes that they
are apathetic because they fail to understand the political basis of the state and
they are ignorant of their responsibilities and their rights (Crick 2000). This
deficit model defines young people as less good citizens, and often implies
that ethnic minorities require even greater compensatory programmes. It is,
almost by definition, pedagogically unsound since it fails to build on young
people’s existing knowledge, skills, and experiences (Osler 2000; Starkey
2000; Osler and Starkey 2000).

204



We therefore propose that education for citizenship needs to be re-con-
ceptualized and built on the life experiences and the citizenship learning that
young people acquire in their communities. These may include experiences
of international travel, of migration, of living in multicultural and multi-faith
communities, of taking responsibility, of discrimination, and of challenging
discrimination on the basis of age, sex, ethnicity, colour, religion, or dis-
ability. Rather than a narrow education for national citizenship, we propose
citizenship education that includes a global perspective, a commitment to
human rights, and that promotes human solidarity. It implies learning to (re-)
imagine the nation as a diverse and inclusive community. We define this as
education for cosmopolitan citizenship.

2. Defining citizenship

Citizenship, in a legal sense, is anchored in the rights and responsibilities
deriving from sovereign nation-states. National citizenship of democratic
countries with strong economies and the rule of law is a prized status. Access
to national citizenship for those not entitled to it from birth, is typically
restricted by governments. Acquiring citizenship involves bureaucratic pro-
cesses and, increasingly, tests of language and civic knowledge.
However, the narrow association of citizenship with nationality poses

difficulties when we seek to conceptualize citizenship education in multi-
cultural societies. Our societies not only are diverse, but are also increasingly
being recognized as such. Global migration has caused many communities
and schools that were previously seen as homogenous to acknowledge long-
standing differences related to such factors as social class, gender, and sexual
orientation. We now recognize that all individuals are likely to have multiple
loyalties and identities. When citizenship and citizenship education is con-
ceived of as having a unique focus of loyalty to a particular nation-state, this
leads to pressure to assimilate to imagined national norms and values. This
pressure is felt particularly acutely by those individuals and communities in
historically marginalized and less powerful positions.
In designing programmes of citizenship education that are relevant to

young people, we need to define citizenship in a way that both preserves
and extends its historical meanings and corresponds to the realities of a glo-
balized world. Citizenship can be understood as a status, a feeling, and a practice
(Osler and Starkey 2005). Citizenship is a legal status based on nationality,
certainly, but also on entitlement to universal human rights. Citizenship is
also a feeling of belonging to a community or communities. Practice is the
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third dimension of citizenship, since citizens are expected to engage with
their fellow citizens to promote the common good. Individuals typically
experience and practice their citizenship in local communities. As holders
of human rights our citizenship status extends beyond the nation to the glob-
al community. Feelings of belonging can extend from the local to the na-
tional and to transnational communities.
There is a considerable body of literature promoting the concept of global

citizenship. This concept tends to imply an overriding loyalty to the planet.
Education for global citizenship is sometimes understood to imply a tension
between the national and the global. We follow John Dewey and others
(Held 1995; Habermas 1996; Hutchings and Dannreuther 1999; Beck
2000; Kaldor 2003; Isin and Turner 2007) in preferring the term cosmopolitan
citizenship, a concept that links the local, the national, and the global. It
allows us to conceive of citizenship as a status, a feeling, and a practice at
all levels, from the local to the global.

2.1 Cosmopolitan citizenship

Cosmopolitanism is a philosophy developed during the period of the En-
lightenment, notably by Immanuel Kant. It upholds the dignity and inherent
rights of individuals, who are seen as members of a single human family
(Beiner 1995). However, by the end of the nineteenth century, nationalism,
mediated through state education, had largely obliterated cosmopolitanism:
‘Under the influence of German thought in particular, education became a
civic function and the civic function was identified with the realization of the
ideal of the national state. The ‘state’ was substituted for humanity; cosmo-
politanism gave way to nationalism.’ (Dewey [1916] 2002: 108)
Dewey argues that by the early nineteenth century, cosmopolitanism had

developed a consciousness of the interconnectedness of humanity. This
worldview was prevalent until ideologies of nationalism refocused the loy-
alties of the people towards the nation rather than the world. Crucially,
Dewey notes, at the end of the nineteenth century states took control of
education away from religious and charitable foundations, with teachers be-
coming agents of a national state. They were expected to show loyalty to the
state and promote patriotism. Indeed, citizenship itself was nationalized (Isin
and Turner 2007). Thus, the educational goal of introducing young people
to a humanistic curriculum became subservient to a more instrumental, na-
tional curriculum.
Nonetheless, cosmopolitanism survived strongly enough to provide an

alternative grand narrative to that of nationalism, notably following the dis-
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crediting of ultra nationalism in the first half of the twentieth century as a
result of its responsibility for two world wars. A cosmopolitan vision under-
pins the Charter of the United Nations (UN) signed in 1945. The UN is an
organization of independent nation-states but its vision is undoubtedly hu-
manistic. The preamble to the UN Charter proclaims, ‘faith in fundamental
human rights, in the dignity and worth of the human person, in the equal
rights of men and women and of nations large and small (United Nations
Organization, 1945).
This essentially cosmopolitan vision of a peaceful world based on justice

and equality challenges worldviews based on domination or on antagonism
between peoples. Cosmopolitan citizenship does not deny the validity and
indeed the importance of a national perspective, rather it recognizes univer-
sal values as its standard for all contexts, including national ones. It stresses
those things that unite human beings rather than those that divide them. It is
epitomized by a global outlook: ‘The cosmopolitan ideal combines a com-
mitment to humanist principles and norms, an assumption of human equal-
ity, with a recognition of difference, and indeed a celebration of diversity.’
(Kaldor 2003: 19)
Cosmopolitan citizenship in a liberal democracy is not an alternative to

national citizenship, nor does it exist in a state of tension with national cit-
izenship. Rather, it is a way of being a citizen at any level – local, national,
regional, or global. It is based on feelings of solidarity with fellow human
beings wherever they are situated. It expands horizons and stands opposed
to narrow and exclusive definitions of nationality and of citizenship: ‘Edu-
cation for cosmopolitan citizenship […] implies a broader understanding of
national identity; it requires recognition that British identity, for example,
may be experienced differently by different people.’ (Osler and Vincent
2002: 124)

3. The research project

We set out to explore with young people living in Leicester, a multicul-
tural city in England, their sites of learning for citizenship, their feelings
about community, and how they negotiate their multiple identities and sense
of belonging within a range of localities (Osler and Starkey 2001a, 2003,
2005). We collected data from volunteers who took part in two work-
shops we ran in each of four schools. Here we draw on data from students
in Year 9 (aged thirteen to fourteen years) attending school in two contrast-
ing inner-city areas. The demographic composition of each school reflects
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the cultural, religious, and ethnic diversity that is typical of inner-city schools
in Europe.

3.1 Young people’s identities and community

When writing about where they came from, all but two of the total sample
identified with other places in addition to Leicester, even when Leicester was
the only place they had ever lived. For example, Ranjit said he was ‘born and
bred in Leicester. Parents from India and Africa’.
Abdul had recently returned to Leicester after his family fled from Ma-

lawi. He had lived in the city for less than a year, after growing up in East
Africa:
– ‘I am from Malawi and I was born in Leicester in the General Hospital.
My father and mother are from Malawi and my grandmother is from
India. We left Malawi because almost every day people were getting
shot in their houses and one of them was my neighbour.’

Changes in family circumstances, particularly parental separations, often
meant a change of home:
– ‘I was born in Manchester and [lived there] until I was six-months old. I
moved from Manchester because my mum and dad had a divorce. My
mum, dad, and granddad are from Africa and my grandma is from India
(Asha).’

Many of the young people had strong affective ties with other countries and
places. This was true whether they had lived most of their lives in Britain or
were relatively new arrivals. International travel and visits to family overseas
were often mentioned as particularly significant events in their lives:
– ‘I was born in Keighley inWest Yorkshire. I lived there for nine years and
moved to Leicester when I was in Year 5. My parents are both from
Bangladesh and I visited Bangladesh in 1995 and moved to Leicester
in 1996 (Najma).’

These young people already identify with a range of places beyond Leicester
and the UK, giving them the potential to see themselves as cosmopolitan
citizens.

3.2 Self-definitions

The students were invited to write about how they defined themselves in
terms of ethnicity, race, and culture. A number stressed their bilingualism.
Many chose to explain their values, sometimes drawing on religious beliefs.
Some chose to explain that theirs was an interfaith family. For example, after
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her parents’ divorce, Asha continued to live with her mother, a Sikh, but she
herself was brought up a Hindu. Asha identified with her religious tradition,
but was not uncritical, emphasizing her opposition to the caste system.
For many, religion was an identifier:

– I am Hindu, born in Leicester and proud of being a Hindu (Wayne).
– I’m Asian and my religion is Islam. I live in a multicultural area with
Christians, Sikhs, Muslims, and Hindus (Najma).

– I am Methodist. Don’t really believe in God. (Ayleen)

3.3 Concepts of community

Using photographs they had taken after the first workshop that showed
themselves as located in their particular communities, students were invited
to create an exhibition with the images and to write descriptive captions to
accompany them. The captions reveal much about their sense of community
and belonging.
Rehana, for instance, views community in terms of what she sees from

her house and in her street. This includes a public park facility and two places
of worship. This is a community in which she feels at ease, where she rec-
ognizes people as being friendly. She gets a sense of occasion from crowds
attending religious services:
– ‘This is St Peter’s Church. I see lots of people go. I see weddings, funer-
als.’

– ‘This is the big mosque in St Peter’s. Lots of people go there every Friday
to pray. The mosque is just behind my house. When it’s a big day, I
always go up in the attic to see people and I get a very good view.’

Morgan, too, feels at ease in the cosmopolitan neighbourhood where he
lives. He is proud of the cultural diversity he experiences, and he identifies
with his place of worship as providing a focus to his week and a sense of
historical continuity. The other key institution in his neighbourhood is the
community centre, which he associates with leisure and relaxation:
– ‘My church is a very important place for me. I am not very religious but I
love going to pray every Sunday. It’s a really old building and on its other
side there is our community centre. At my community centre is where
people go and relax and chill. […] I do karate at this centre and it is good
fun.’

– ‘My street is […] in Highfields, there are many people living there, people
of many cultures, religion and race. I like my street people and these many
cultures which are fascinating and you can learn more in life with many
cultures surrounding you.’
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Many of the young people had been involved in campaigns to save a local
school and had been engaged in fundraising efforts for earthquake victims in
Gujerat. In general, they were highly sensitive to injustice. The major re-
sponse was to give charitably, and schools tended to support this approach.

4. Defining education for cosmopolitan citizenship

Drawing on UNESCO’s (1995) framework, we have identified some char-
acteristics of the educated cosmopolitan citizen (Osler and Vincent 2002).
We suggest that educated cosmopolitan citizens will be confident in their
own identities and will work to achieve peace, human rights, and democracy
within the local community, and at a global level, by
– accepting personal responsibility and recognizing the importance of civic
commitment;

– working collaboratively to solve problems and achieve a just, peaceful,
and democratic community;

– respecting diversity among people, whether based on gender, ethnicity,
or culture;

– recognizing that their own worldview is shaped by personal and societal
history and by cultural tradition;

– respecting the cultural heritage and protecting the environment; and
– promoting solidarity and equity at both national and international levels
(adapted from UNESCO, 1995).

Discussion

Citizenship requires a sense of belonging. To neglect the personal and cul-
tural aspects of citizenship is to ignore the issue of belonging. Cosmopolitan
citizens have learned to be confident in their own identities and schools can
usefully provide learning opportunities to explore and develop these iden-
tities. Evidence from these young people suggests that they are engaging as
citizens and learning the skills for cosmopolitan citizenship within their
homes and communities.
The majority of young people we worked with identified strongly with

their city and/or their local neighbourhood. Cosmopolitan citizenship does
not mean asking individuals to reject their national citizenship or to accord it
a lower status. Education for cosmopolitan citizenship is about enabling
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learners to make connections between their immediate contexts and national
and global contexts. It is not an add-on but rather it encompasses citizenship
learning as a whole. It implies a re-conceptualization and a broader under-
standing of national identity. It requires the recognition that British identity,
for example, may mean different things to different people.
The young people in our research population demonstrated multiple and

dynamic identities, embracing local, national, and international perspectives.
An education for national citizenship is unlikely to provide a sufficiently
comprehensive context for them to integrate their own experiences and
identities.
We have argued that education for cosmopolitan citizenship addresses

peace, human rights, democracy, and inequalities in the world. It is about
equipping young people with the knowledge, skills, and attitudes that will
enable them to make a difference. It is orientated towards the future, pre-
paring young citizens to play an active role in shaping the world, at all levels,
from the local to the global. The processes and consequences of globalization
make this a critical task.
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