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Abstract.
This thesis uses a case study to investigate the impact on a whole school community of
a special focus on citizenship. It begins by exploring conflicting meanings attributed to
citizenship and citizenship education. It goes on to adopt an understanding of
citizenship as involving a set of relationships between nights, duties, participation and
identity. The discourse about globalisation and the debate as to whether it represents a
new reality or a continuation of existing trends is explored. The thesis contends that
globalisation poses important challenges and threats which make citizenship education

an urgent necessity in the twenty-first century. It recommends a transformative,

‘reconstructive’ approach and explores the extent to which this is feasible in the
context of government policies affecting schools and society in England during the

period 1999 —2003. It suggests that there are factors in these policies which promote

and factors which hinder an empowering approach to school citizenship.

The study uses a framework developed by Wenger (2001) to analyse the school as a
community of practice for citizenship. It draws on his idea that communities of
practice are characterised by the way they manifest:

1) Meaning

2) Practice

3) Community:

4) Identity
The analysis draws on school documents, surveys of student opinion and interviews

with students and teachers. Over 100 students’ written responses to questions about

‘making a difference’ were also analysed. For purposes of triangulation, the study also



takes account of observations and comments 1n reports made by inspectors who visited

the school twice during the time of the project.

The study found that students had begun to see citizenship education as being useful
from a global and multicultural perspective, a local perspective, as democratic
representation, as participative learning, for developing economic awareness and for
challenging racism. In addition, the project had shown its potential to transform
relationships within the school so that it was beginning to become a community of
practice for citizenship. Significantly, it had affected the young people’s sense of

1dentity and promoted their notion of agency.
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THESIS SUMMARY

The first chapter deals with contested meanings attached to citizenship and citizenship
education. It explores how the concept of citizenship has developed and considers
possible reasons for the British government’s inclusion of citizenship education in the
national curriculum for England, recognising that there may be contradictions and
tensions in these. The chapter distinguishes between what I call ‘constructive’ and
‘reconstructive’ approaches to citizenship education. It suggests that schools and
teachers can and should use citizenship education for reconstructive purposes — that 1s,
to transform society and to promote equality of opportunity. It suggests that
approaches to citizenship education in the twenty-first century must involve re-
thinking human rights, particularly the rights of children. The chapter underlines the
impc;rtance of cosmopolitan democracy — which entails a global sense of identity and
an ant-racist approach - as a construct. The chapter argues that citizenship education 1s
best couched within a human rights framework which promotes positive values and
attitudes and enables young people to see the reciprocity between pursuing fulfilment

of all of our rights and upholding the rights of others. It must empower young people

to become agents of change.

Chapter 2 deals with the necessity of citizenship education given the context of
globalisation. It begins by outlining the globalisation debate and suggests that the
disagreements between those who recognise and define globalisation as a particular

and relatively new phenomenon and the “sceptics’ — those who reject globalisation as a
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concept and attribute its features to intensification of pre-existing trends - has been
exaggerated. It draws on the literature to argue that globalisation must be recognised as
a new, pressing phenomenon with important implications for schools and learning. It
identifies some of the problems that globalisation has brought, and takes note of the
changing status and meaning of the nation state and national identity in the globalised
world. Citizenship education is urgently needed because it is about becoming informed
citizens, developing skills of enquiry and communication, of participation and
responsible action. All these dimensions need to be addressed from a global
perspective as well as local and national ones. The chapter suggests that the framework

of discourse ethics helps provide a reconstructive approach.

The third chapter explores the challenges for citizenship education in Britain. It argues
that if the values of democracy, inclusion and transparency are to underpin citizenship
education, educators need to ask about how these are being applied to schools and
society. Four contextual factors which are seen to promote a positive climate of
learning for citizenship are identified: democratic participation, promoting equality,
teacher commitment and an empowering pedagogy and society embracing the notion
of young people as intelligent citizens and partners in learning. The chapter identifies
some of the ways in which New Labour’s policies might be seen to help promote a
good climate for citizenship learning, but also notes the tensions and contradictions in
policy and practice. It contends that the pressures on schools and teachers, the
increasingly centralised decision making in education, the hierarchical nature of
schools and the lack of substantive legal rights for young people all militate against

effective citizenship education, and that teachers lack the necessary training to deliver

it.



Chapter 4 outlines the school context as a site for the empirical research and the
methodology of the research. It points out that the research deals with a case study of a
school seeking to become a community of leaming focused upon citizenship
knowledge, skills and values, developing these within its curriculum, its culture and its
interactions with the community. It explains that South Docks, a large, ethnically
diverse inner city corﬁprehensive in a socio-economically deprived area, had

characteristics that made it open to embracing the citizenship education agenda. It

describes how the project began as part of a campaign to persuade the British
government that it should include the category of citizenship among the specialisms
for which it was encouraging schools in England to apply for funding. The central
research question became: what can a whole school focus on citizenship mean for
participants in the process? The research draws upon Wenger’s (2001) approach to
conceptualising learning communities and uses his four components of meaning,
practice, community and identity as a framework for analysing the impact of the
project. Zuber-Skerrit’s (1996) cycle of analysis is explained and illustrated with
reference to the school’s own processes of development and review. The chapter

concludes by recognising that community based action research can be an effective

way of promoting democratic inclusion in such a project and its linked learning.

Chapter 5 looks at how meanings attached to citizenship and citizenship education
developed, both through design and by accident. It explains that the processes of
participation and reification both affect the way in which meanings emerge, and that
the production of policies and documents at the expense of effective community

reflection and discussion can lead to reification. This has the effect of ossifying



meanings which may later prove to be inadequate. In telling the story of how the
project unfolded, the chapter shows that it was not until citizenship became a separate
curriculum subject in its own right that students and teachers began to talk about it in
the sense that it is defined in Chapter 1. From the project’s launch, a human rights
framework was lacking, and there was insufficient emphasis both on participation and
on transforming pedagogy. Through participation in citizenship days and special
projects, students and staff developed positive notions of the concept that reinforced

their sense of community.

Chapter 6 investigates j)facﬁce with reference to the culture of the school community.
It explores shared repertoire, mutual engagement and joint enterprise, and considers
the development of the school community’s voice. It explains how the school council
developed and became empowered. It shows that once students felt they had a voice,
their attitudes both towards school and themselves began to change. It takes account
of the difficulties that result from the imbalance of power in schools and the

importance of encouraging the whole school community to see the reciprocity between

rights and responsibilities.

Chapter 7 explores practice in terms of ‘the school’s curriculum. It develops a
framework for analysing citizenship curriculum practice using the five dimensions of
content, skill development, pedagogy, relationship and attitudes/values. It shows how
these dimensions were affected by the development of citizenship education as a set of
voluntary activities, then its delivery through Personal, Social and Health Education, of

cross curricular delivery and finally the effect of delivering it as a separate and



identifiable subject. The chapter uses interviews with and statements from students and
staff to show that students enjoyed and valued the latter. It is suggested that their

responses show the curriculum promoted global awareness as well as skills of

cooperation. The chapter emphasises the need for specialist citizenship teachers.

Chapter 8 considers the effect of the project upon students’ identities. Using Bradley’s
(2003) concept of social identity, this section explains how identity within the
community of practice may be passive and can become active through participation in
activities with change outcomes. Where active identity is reinforced with further

success and we begin to sense our power to change things our identities can become

politicised. The research, particularly the students’ statements, suggested that those
who had been effective school council representatives and engaged in further activities
such as a locally-elected body (the Council of Champions) were developing politicised
identities. The effect of the project for young people such as these was indicative of
citizenship education’s potential to enable more students, if the right opportunities are
designed, to develop a sense of their own power. Thus not only did the project give

students a sense of belonging, but it began to show how they could come to see

themselves as agents of change.

Chapter 9 explores how teachers and adult outsiders saw the project and its effects. It
examines the disjunctures between these views and those of students, noting that adult
outsiders tended to have a very positive view of how the project affected the school
community. Teachers appear to have a positive attitude towards the project’s effect

upon the curriculum, whilst students seemed less aware of that and more enthusiastic
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about the way they felt it had altered relationships with teachers and given them a
voice. Some of the differences in perception are attributed to design faults — for
example, the failure to promote a human rights perspective — and others to the
phenomenon that Wenger calls alignment. It is suggested that if teachers were made
more aware of how the project was viewed by the wider learning community and of
how 1t had begun to transform some students’ attitudes towards the school, they may

have been more pleased with its outcomes.

Chapter 10 draws some conclusions and makes recommendations for the school
community, for other schools, and for government policy. It argues that citizenship
education i1s a powerful vehicle for transforming schools. South Docks could further
develop the project by promoting understanding of human rights, by revisiting the role
of the tutor, and by involving students in whole school planning. Other schools would
benefit from embracing the orientation to community, and from promoting
transparency and democracy. They need to value citizenship education as a subject in
its own right and to ensure that learning involves change outcomes. Government
policy should. take account of the need for training both teachers and headteachers in
citizenship education as well as in challenging racism, and further funding should be

made available to promote citizenship education in all schools.
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CHAPTER 6:
PARTICIPATION AND THE CULTURE
OF THE SCHOOL COMMUNITY

Introduction

This chapter examines how the citizenship project affected school culture and enabled
participation. It is based on the notion of practice as mutual endeavour, in the process
of which members of a learning community develop a repertoire that reflects their
mutual engagement. It recognises that a community of practice for citizenship should

be based on the principles of democracy, inclusion and transparency. Indicators of
these are to be found in shared repertoire, mutual engagement and joint enterprise. The
chapter explores the development of the school community’s voices. It considers the
extent to which the development of the school council promoted a culture of
democracy. It asks about the transparency of decision-making involving the school
council. It explores student views on the relationships within the school community,
focusing particularly on the question of fairness. It also considers how the Students as
Researchers project reflected and influenced school culture. It explores, briefly, teacher
ownership of the citizenship agenda. The findings suggest that practices - critena for a

culture appropriate to a citizenship school - were beginning to be met.

6.1 Defining ‘practice’

Wenger descnibes communication about practice as: ‘a way of talking about the shared
historical and social resources, frameworks, and perspectives that can sustain mutual
engagement 1n action’ (2001: 5). He explains that over time collective learning results
In practices that reflect both the pursuit of our enterprises and the attendant social
relations. These practices are therefore ‘the property of a kind of community created

over time by the sustained pursuit of a shared enterprise’ (2001:45). ‘Doing
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citizenship’ has involved actions affecting the curriculum and lessons, projects and
activities beyond the formal curriculum, attempting to democratise the school culture
through developing student voice, and extending the interaction between the school
community and the wider community. Practices, says Wenger, evolve as shared
histories of learning — a combination of participation and reification intertwined over
time. He goes on to argue that if practices are histories of mutual engagement,

negotiation of enterprise, and development of a shared repertoire, then learning i1s

about:

 Evolving forms of mutual engagement

e Understanding and tuning enterprise

» Developing repertoire styles and discourses.

This provides the beginning of an analytical framework for analysing the school’s

practice as a learning community for citizenship.

In examining school culture, this chapter attempts to answer relevant questions about

joint enterprise and transparency (accountability, consultation) and shared repertoire

and democracy (democratic values). The questions relating more directly to curriculum

and those concerned with community will be considered in subsequent chapters.

If citizenship education were the focus of the community’s practice, what elements
would characterise mutual engagement, joint enterprise and shared repertoire? These
should be forms of practice which promote citizenship values and attitudes, knowledge
and skills. It is suggested in Chapter 1, that the human rights framework, political
literacy and participation based on a sense of agency are what make citizenship

learning distinct. For the school as a community of practice, key values should
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underpin and be reflected in all three dimensions. A useful way of conceptualising
these dimensions is provided by Osler and Vincent (2002). They point out the need for

an education ‘rooted in democratic practice’ (2002:25) and construct a Model of the

Democratic School based upon the three pillars of:

» democracy,

» Inclusion and

» transparency

(2002:27).

A prerequisite, they contend, is that the school community adopts the UN Convention
on the Rights of the Child. I would suggest that developing awareness of (and
commitment to implement the terms of the Convention) could be part of the process
during which the three core values are developed within the school’s ethos. South
Docks School had not formally acknowledged the Convention at the time of writing,

and teachers were unaware of the importance of the Convention to their work. This, as
1s frequently noted in the study, was a major shortcoming of the project. It is still worth

analysing elements of practice as indicators of the three values. In investigating the
school community’s practice, it is pertinent to conceive of these values as indicators
within the three dimensions of practice identified by Wenger. Figure 6.1 below adds to

Wenger’s diagrammatic representation Osler and Vincent’s 3 core citizenship values.
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Figure 6.1

Wenger’s dimensions of practice as
informed by values outlined by Osler
and Vincent (2002)

These three values can provide theme groupings for itemised lists of elements of
citizenship practice in schools, such as that provided by Alexander (2001). From this,

and from criteria listed by Osler and Starkey (1998) I derived three key themes for

examining the school community’s practice, thus:

» Indicators of democracy: workings of school council, student voice
» Indicators of inclusion: teacher-student relationships, community maintenance
» Indicators of transparency: decision making structures and processes leading to

teacher and finally, ideally, student ownership of the project
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6.2. Indicators of democracy: participation and developing student voice through

the school council

Democratic participation is clearly at the heart of meaningful practice in citizenship
education. The development of democratic practices within schools benefits from a
culture of mutual respect. As was stated in Chapter 4, the culture of the school, in
terms of relationships between management and staff, was perceived by adults as being

relatively democratic. The citizenship agenda led to a growing focus on student voice.

This started with efforts to develop a democratic school council. The experience of
participation in the Council promoted political literacy, particularly for those most
deeply involved, such as representatives who attended the full council meetings. While
it made them aware of the asymmetry of power between teachers and students, it also
gave them a sense of the power that could be experienced through a disciplined, united

student voice, as will be explained later. The effect on the students’ sense of agency is

reflected 1n excerpts from interviews below.

6.2 a) Perceived role of the school council

Student participation is a central plank of citizenship, and school councils can be a

vehicle for this. We used Schools Councils UK to give the school council impetus.
Schools Councils UK is a charity, which was formed in 1991 following a successful
pilot programme in Liverpool. The school was aware that it had a good reputation for
providing training and consultancy to promote student involvement and responsibility
in schools. Schools Councils UK states that student councils can encourage a sense of
mutual responsibility and promote pésitive behaviour. From a citizenship perspective,
this 1s of secondary importance to developing students’ sense of agency and political

literacy, but interviews with teachers suggested (see, e.g. page 337) that the hope of
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improved behaviour was their major reason for being willing to engage with student
voice in this form. Most of the teachers recognised the potential benefits of further
developing student responsibility within the school. They endorsed School Council
UK’s objectives of ‘developing self-confidence, self-expression and skills in conflict

resolution’.

I just think that within our school in particular students are very good on rights
but not on responsibility. So it’s to make them aware that wherever there are
rights they have to take responsibility for it themselves and not rely on other
people.

Interview with Head of Year A June 2003.

This simple dichotomy between rights and responsibilities was found to be a
commonly held perception among teachers, and needs to be addressed. Alderson notes
that:
civil rights concern taking on personal and shared responsibility and decision-
making, being trusted, helping and respecting one another. To claim the right to
express one’s own views also claims respect for everyone’s equal rights to do

S0.

(2000a: 130)

Student responses did not bear out teachers’ concerns about the notion that they
focused on rights at the expense of responsibilities. Like the young people questioned

by Lister et al (2003) students tended to emphasise their responsibilities, especially in

terms of participation.
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From a citizenship perspective, too, it is important to ensure that the council is vibrant

and seen by all to make a difference. As Priscilla Alderson found (2000a), simply

having a school council can often seem worse to students, if it is undemocratic, than

not having one at all.

6.2b) Making the council work: promoting democracy

The school had had a small-scale school council for Years 7 and 8 since 1996 but 1t

was not perceived as being particularly effective. It had been coordinated by a member
of staff serving a community-based apprenticeship at the school and had operated on a
voluntary basis among pupils in those year groups only. In 1999 we got Schools
Councils UK to run INSET for staff and students on how to achieve an effective

school council.

During 1999-2000 one teacher had been responsible for coordinating the school

council. The demands of the post were excessive, and after a year the dedicated but
exhausted teacher decided to relinquish it. Recognising the need to provide time and
reward effort, the school management increased the time and pecuniary rewards

available. During this second year a more sophisticated approach to the workings of

the Council was introduced, with proper hustings for representatives for each tutor

group and secret ballots.

Each year, the newly-elected representatives participated in a two-hour training
session, which the school council Convenor and citizenship Outreach Worker ran,

drawing on the experiences of representatives who had fulfilled this role in previous
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years. Students explored the purpose of the school council and their hopes and fears for

the year

6.2c) Promoting accountability for the council

Every school council meeting worked to a set agenda with four categories of item:
1ssues about rules; issues about the school environment; social events and activities;
1ssues about learning. At the start of the meeting students chose one of the

representatives to chair. It was later suggested that it would have been more effective

to choose the chair some time before the meeting.

Tutors were expected, during registration time and PSHE lessons, to allow
representatives to feed back on meetings and for the tutor group to raise issues of
concern for the representatives to take to council meetings. The meetings cycle became
part of a 3 week routine in the school, with year council meetings on the first week of
each, followed by full school council in the second week, and meeting the Senior
Team 1n the third. The council served as an avenue for students to address their

suggestions and complaints. The cycle meant that opportunities for consultation and

feedback were built into the school’s routines. The expectation was that following each
stage 1n the cycle representatives would feed back to and engage in discussion with

their classmates. The efficacy of the cycle was undermined when form tutors did not

properly facilitate the necessary discussion in the tutor group.

6.2d) Transparency: reviewing the work of the council
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The most important innovation of 2000-01 was the introduction of ‘awaydays’ for
students to evaluate the work of their council — one for Year 7 and 8 and one for Year

9 and 10. All 16 representatives of each year group were invited to attend these days,
in which the school council convenor ( a teacher) and the citizenship Outreach Worker
played facilitating roles. As is shown in the quotes in section 6.2¢, these days revealed
the enormously positive effects for pupils of participating in the council. It also
highlighted the need for more frequent meetings, which needed to be held in lesson

time and more direct access to school management forums. A month can be a very
long time in a teenager’s life, and regular, frequent meetings were vital for keeping

school council issues alive.

The representatives made a Powerpoint presentation of their review for senior staff.

This led to the Senior Team’s endorsement of more frequent meetings, the use of

lesson times for meetings, and the decision to have regular school council input into

senior staff meetings

During 2000/2001, the school council’s achievements included:

* persuading governors to spend more than £10,000 improving toilets

» arranging for an ice-cream and burger van to sell refreshments at the annex

playground every break-time

* some concessions on rules to do with uniform - being allowed to wear hats in the

playground

Duning 2001/2002 achievements included:

* further concessions on uniform — we abandoned the specifications as to the types

of outdoor clothing students must wear
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the beginning of a process to draw up a whole-school Code of Conduct for all

members of the school community

» aseries of meetings with the school catering service resulting in a greater variety of

food being available at dinner time

use of assembly time for interactive assemblies during which the representatives

summarise achievements to their year group and members of the audience have a

say via a roving microphone —called ‘Jerry Springer assemblies’
redecoration of some classrooms and annex toilets
working clocks installed in all annex classrooms

school council involvement in a project to develop and improve the school grounds
Year 9 and 10 school councils organised end-of-year summer parties — the first
time pupils have been allowed to have proper evening parties on school premises

Year 7 school council petitioned for and helped to organise a trip for the year to

Thorpe Park.

6.2 e) Impact of school council on individual representatives

The school council was perceived by students as genuinely facilitating participation
and student voice. All 16 quotes submitted anonymously on post-its by council

representatives from Years 7 — 10 on their awaydays, were very positive about what

they had learned. The fullest statements on this topic are featured below:
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July 2001

I am able to recognise the process and procedure which we have to go through to

change a certain thing.

I have learned that I can make a big difference and that if I listen to what people’s

opinions are then we can make them be heard.

There is much more than just going to school because us pupils can change the school.

I have learned to listen to other people, to say what I think and to work as a team.

July 2002

I have found that the pupils’ voice is taken into account in certain situations.

I am less afraid of criticism.

I have learned what it is like to change things around me.

I have learned that achieving things takes time and effort.

I have become more accepting of other people’s views.

I have learned that anything 1s possible.
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Many of these quotes suggested that the school council had enabled the representatives
to develop skills as well as positive attitudes, a finding which was endorsed by their
statements 1n interviews (see Chapter 8) and which appear to have a positive impact on

their sense of agency.

6.2f) School council: possible reasons for success

I have suggested elsewhere (Curriculum Management Update, 2002) that the

Council was effective due to the following elements of practice:

- Processes for electing representatives were as democratic as possible and were

built into PSHE.

* Meetings took place during lesson time. Not all teachers agreed with this, but the
convenors tried to vary the lessons pupils missed and to ensure adequate advance
warning.

* The headteacher and the senior staff were committed to making the school council

work.

* The council operated in the context of efforts to make citizenship a way of life — in

the curriculum, culture and community of the school — which highlights

appropriate values.

* The council had managed, incrementally, to achieve concrete changes. The senior
management team strove to ensure sensible demands were implemented. Success

breeds success, and students had a motivating sense of empowerment as a result.

- The conveners encouraged representatives to focus on a limited number of

achievable goals.

* The interactive assemblies began to offer a crucial forum for two-way

communication between the council and the student body.
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The council was provided with its own budget - £200 per year group

6.2 g) Joint enterprise: analysing the council

From a citizenship perspective, it was exciting for me that the council focused so

much on issues about learning and relationships between members of the school

community. There were opportunities emerging for the students to express their

views about the curriculum and lessons. Although these were not always what staff
would like to hear, arrangements were made for school council representatives to
put their views on lessons and learning to a heads of department meeting. Students
were careful to cite things they liked before raising points for change, such as their

desire to alter some pupil groupings (a demand for setting in some subjects) and to

drink water i1n lessons.

There are obvious limits to the effective development of democratic participation by

students. Stressed teachers under pressure to produce exam results will not all
happily embrace the challenge of student voice or more student participation in
running the school. Discussions with colleagues about recent developments reveal
some disquiet. The responses precisely echo those Jeremy Cunningham (2000)

encountered at John Mason School where as Headteacher he found colleagues

resistant to an apparent increase in pupil power.

Genuine participation by young people in the school relies on the adults embracing
the values underpinning Hart’s ladder of participation. Hart (1992) tried to

differentiate between levels of participation that might be open to young people. At
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the lowest levels, they are manipulated by adults or apparently consulted but not
properly informed. This he calls tokenism. Real participation, he showed, means the
pupils fully understand the intentions and decision-making processes involved in a

project, have a meaningful role and opt to join in on the basis of this. This aspect

had yet to be developed at South Docks.

An effective school council doesn’t only need listening teachers, but listening
students too. Several pupil representatives have encountered difficulty in getting
classmates to listen. As Cunningham (2000) notes, effective democratic discussion

requires excellent classroom management. The school’s oracy policy, introduced 1n

2001, 1nsisting on respectful, active listening as part of the classroom rules was a

potential tool for teachers in facilitating class discussion.

Securing the consistent involvement of the whole-school community is another

1ssue. School council representatives articulated the demand for greater involvement

of tutors and heads of year. (Minutes of school council meetings 2001 —2003). The

current pressured environment of external accountability and initiative overload

makes this a tall order.

Despite these limitations to student voice, many students clearly perceived the
Council as being effective and believe it has made a difference to the school. On
27" January 2003 when a group of 15 year 9 students participating in training
provided by members of the Bedfordshire School Improvement Project were asked

if the school council was ‘good’ they unanimously shouted ‘yes’. When the training
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provider asked why, they again shouted together ‘because the teachers listen’. To
the next question, ‘How do you know they listen?’ the immediate reply, in chorus,
was ‘Because things change!” As a participant in the citizenship project I found this

spontaneous response from a group comprised of less than 50% school council

representatives remarkable and very heartening.

I believe the three years that I’ve been in the school council... I believe that

we’ve improved more and we’re getting more things that we want. Because in
the school council in year 7 and 8 I don’t think we got that much. But in these

years we’re really developing and getting a lot of things that we want.

Charlene Y10 girl

I enjoy it very much because I think we are achieving quite a lot of stuft.

Perez Y10 boy

It’s sometimes frustrating[being a school council representative] but um ... I

think it’s quite good because stuff like the rules about hats... That hasn’t been

changed for years and like just from somebody’s views it can get changed like
that. And South Docks has not had a party before. I don’t ever remember South
Docks having a school party. And we’ve done that and it was successful even
though people didn’t think it would be and now the next one: everyone’s

looking forward to it and teachers are ... it turned out better than they thought.

Mark Year 11 boy

These three quotes reflect a sense of pride in the Council and its achievements. It can

be hoped that for these young people and the peers who are aware of this their sense of

self efficacy will have been boosted. This will be discussed further in a later chapter.
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The role of the school council, then, can be seen as a vehicle of accountability and of
enabling suggestions for improvements, grievances and complaints to be expressed by
students. (Criteria 1a), 1b), and 1c¢) above). The routines which surround it, including
the cycles of meetings leading to senior staff and governors begin to address criterion
1): there are opportunities for consultation and feedback built in to the school’s

routines. The artefacts (minutes of meetings; school council review feedback)

surrounding the work of the school council could be seen to fulfill criterion 3a).

For more dynamic democratisation of school culture, the student body needs to have a
role in key decisions affecting the school. This includes development planning and

policy making. This role was not yet open to South Docks students.

6.3 Indicators of democracy: Students as Researchers as a vehicle for student
voice

Student voice can become a useful vehicle for informing teachers and school

managements about what kind of learning works. Projects like the Students as
Researchers, promoted by the Bedfordshire School Improvement (BSIP) team equip
students with the skills to research classroom processes and other aspects of school
life. Evidence is emerging (Mullis, G., 2002) that the feedback from such projects has
helped teachers adjust their planning and practice. This enabled them to develop
resources and activities which catered more effectively to learners’ needs. Student
involvement in school decision-making has also been shown to have the potential to
enhance student behaviour (Pearce and Hallgarten, 2000). Working with the BSIP, the
school provided a day’s training in relevant research methods for 15 14-year-old (Year

9) student volunteers as a pilot. These students then began their own research into 3
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topics about learning, including what motivates good behaviour. Their research

included lesson observation. All students’ feedback on the training was positive

including such comments as:

 We need more on ethics
« It was very useful and helped set me up for the project

« It taught me social skills and how to make questionnaires

» Iloved it very much and I enjoyed myself

» The training day was better than anticipated... the fun never stops

]t was fantastic

Hannam (2001) classes the Students as Researchers project as one of those initiatives
which contributes to participative cultures in schools. It was anticipated that the project
would enable teachers to reflect upon and refine practice in light of feedback from
students. Significantly, student participants in the project were very aware of the need

to further develop the school management’s capacity to listen to student views. As one

of them said:

I’d have the senior teachers meeting more open for not just a couple of students
to go to because they might not be able to sort out everything and because if
there were say 4 or 5 children there they could have their separate points and
they’d be able to explain more about them.

(Luke, Year 9 boy.)

6.4 Surveying students’ views of aspects of the school’s practice: inclusion and

community maintenance?
Wenger’s (2001) insistence that learning is about engagement in communities that we

value and that value us is an important reminder of the necessity of evident mutual



222

respect 1n school culture. Students need to feel respected and to perceive teachers’
behaviour as fair. In a recent study of schools in Ireland, Lynch and Lodge (2002)
point out that power relationships between students and teachers have been taken as
given by adults and teachers. ‘Young people’s concerns regarding the exercise of
power have been named as the predictable complaints of disgruntled teenagers’
(2002:164). They show that the exercise of power and authority is a major concern
among young people. They found that young people rejected the assumption that a
teacher was to be obeyed because of the authority vested in her or his role, and sought
a greater democratisation of schools. In their survey students were invited to write

about their experiences of inequality and suggestions for improvement. Of 1,202

students, only 4% saw school as fair. 47% wanted more respect. A survey of 2,272
students in British schools showed some similar findings: ‘... many students reported

feeling that teachers did not listen to them very much, or take account of their views,

or trust them to make decisions...” (Alderson, 2002: 29)

A sample of students across the year groups was asked about perceptions of
relationships within the school. Almost without exception, they asserted that

relationships were good and teachers generally fair. However, a second set of data was
collected in response to students’ concerns about procedures for handling classroom
disruption. According to the school behaviour policy, students who break the
classroom rules were meant to be given a warning as well as a 5 minute period outside
the room before teachers decided to send them to the ‘referral room’. The room was a
place for holding disruptive students and being sent there resulted in a hour’s detention
on a Friday as well as a letter home. In school council meetings students, particularly

those in Year 11, frequently voiced concerns that teachers were not following the steps
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spelled out in the policy. Students generally endorsed the policy, particularly the idea
that disruptive students should be removed from lessons A questionnaire was handed
to students in Year 11 during registration with over 100 respondents and the results

collated in Figure 6.2 below.

Figure 6.2: Excerpt from summary of referral room questionnaire findings

Few Lessons

No lessons

Behaviour is good enough to help me learn

3% 1
3 =1
36% =2
03 j:

41%
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Teachers are usually being fair

4 1
13%
X
W2
2 03
3 44% 04
37%
|
1
1 | Strongly agree
2 Agree
3 Disagree L
4 | Strongly disagree

Figure 6.2: Excerpt from summary of referral room questionnaire findings

Only 50% of students agreed or strongly agreed with the statement that teachers are

‘usually being fair’ in their use of sanctions. This suggests that the school still has
some way to go towards achieving ‘a high level of willing connection (the spirit of
community) and as low a level of overt coercion/resistance (the letter of regulation) as
possible’. The fact that the questionnaire was allowed and its results disseminated,
however, is evidence for transparency (Criterion 1b). In retrospect, it would have been

useful to include a question providing some insight into student perceptions of how

inclusive the school was. as another indicator.
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There was much evidence — often indirectly presented — that the project had begun to
improve students’ attitudes towards teachers, mostly because students felt they were
listened to. As one Year 10 school council representative put it,
I have learned that actually pupils can work with teachers and be on the same
level and get respect and get what we both want and we can communicate and

discuss things that we all want together. Instead of teachers making all the

plans we can actually tell them how we feel about things. So that’s what I’ve

learned. That we can actually discuss things.

I think I have become more mature now. And I understand where teachers are

coming from.

Interview with Charlene, Year 10 girl.

6.5 Developing student voice: transforming patterns of relationships to become a
learning community.

The students interviewed at South Docks were powerfully aware of the importance of
relationships and student voice for transforming the school. One question I asked all
students interviewed (see page 133) was what advice they would give to the senior
team about how to make the school better. The three quotes below are taken from
responses to the interview question about how to improve the school. Although these
statements were made by only 10% of the sample, they show how insightful some of

the young people were about the transformative impact of teachers’ listening and

relationships beginning to change:
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I’d have the senior teachers meeting more open for not just a couple of students

to go to because they might not be able to sort out everything and because if

there were say 4 or 5 children there they could have their separate points and

they’d be able to explain more about them.

Luke, Year 9 boy.

Just one. It’s usually the relationship between students and teachers.

Theo Year 7 boy

I think it’s quite good right now. The way everyone’s got kind of a voice and
citizenship as like the new lesson has been brought in. I think it’s quite good as

it is. I don’t if there’s that much we can do to improve. I think it’s up to pupils

like if they’re serious about it and whether they’re that interested. Their views

will be seen. I think it offers quite good opportunities.

Mark Year 10 boy

The significance of a focus on student voice has at last been recognised by the

educational ‘establishment’, including the English National College for School

Leadership, which has run conferences on the subject and encouraged schools to

develop student voice. In doing so, schools are being challenged to create new cultures

and, in so doing, actually change their structures (Rudduck and Flutter 2003). Fielding

explained:

contemporary teacher professionalism needs to incorporate an expectation that

teacher leaming 1s both enabled and enhanced by dialogic encounters with their
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students in which the interdependent nature of teaching and learning and the
shared responsibility for its success is made explicit.

(2001: 130)

The focus on relationships, especially between students and staff, is highly significant.

The interface between student voice and school citizenship meant that in choosing

citizenship as a focus area in the research school, the project may have been a more

potent force for change than areas such as target setting that had been the focus of

previous efforts.

Yes. I might like... because I’'m more confident I might like.. I don’t know...

be more like a speaking person. Like in conferences and stuff like that and like
to organise stuff. Like be 1n a school and organise all the things. Like the rules

and stuff like that.

Lily Year 9 girl

Well, it helped me to be a bit more open minded about what I do in the future.
Like I had one thing that I wanted to do but then the school council made me

look at what other options I could choose for a career. I wanted to be an actor

but now I want to something like helping with .. Maybe politics or something

like that.

Luke Year 9 boy
6.6 Decision making processes: teacher ownership of the citizenship agenda
Chapter 5 outlined the processes by which teachers were inducted into the citizenship
agenda. While there were limited opportunities for explicit training in the planning and

delivery of citizenship, the most measurable result of teacher development seemed to
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be reflected in lesson plans and schemes of work (see Chapter 5). This was the
outcome of participation, particularly in the Citizenship Days. Inspectors suggested in
their visits (see Appendix 11, page 406) that teachers at the school had developed 1n
their insights into what citizenship could mean, in the development of their classroom
practice and their own reflective and reflexive capacities. This could be attributed more
to their experiences of participation in our own learning community than to some
grand design of effective professional development. Ovens (1999) in his insightful
article asking ‘Can Teachers be Developed?’ emphasises the key idea of education as
process — rather than a series of INSET events. He offers a salient quote from Claxton
(1991):
I am convinced that the only changes in education that stand a chance of being
both radical and real (as opposed to rhetorical) are those that are generated by
teachers themselves; ideas that are tried out, talked about, and which respond to
the frustrations and aspirations that teachers are actually experiencing. An
ounce of such grass-roots innovation is worth more than a ton of imposed
bureaucratic change.
(Claxton, 1991, quoted in Ovens, 1999)
The ongoing processes of teacher and departmental input into the citizenship agenda
began to meet the criterion of a shared repertoire embracing aspects of democratic
practice but there was clearly some way to go in developing these. And, of course,

Ovens does not take account of the fact that these references to change in schools can

exclude students — potentially the most significant agents in the change agenda.

For democracy to become more of a feature of school culture, it will be important, too,

for teachers to feel that they are listened to and have a real say in the running and
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development of the school. It might be suggested that the advent of the ‘managenal

school’ (Gewirtz, 2002) has served to undermine teachers’ sense of participation in the

shaping of schooling. The challenge of democratization applies as much to the role of
staff as to students. Lynn Davies writes:
in terms of democracy... There are the linked concerns of education for
democracy and democratic education, that is whether schools can educate
tomorrow's citizens to create a more democratic society, and simultaneously

whether there can be processes within the school or college whereby students

can practise the exercise of democracy and be the citizens of the school.

It remains to be seen whether the nonstatutory advice about pupil

involvement will generate an insistence on listening to pupil 'voice', and the

degree of sophistication in the democratic process so apparent in the European

schools.

( Davies, L., 2001:146)
To this I would add that the processes of consultation and engagement of teachers in

decisions about how schools work is equally important. South Docks, as is mentioned

in Chapter 4, was fortunate in having a culture which enabled teachers to feel they had

a volce.

Summary

The chapter has shown that elements of practice appropriate to developing a
community of practice for citizenship education had begun to be evident at South

Docks. Many of the criteria listed on page 4 above can be identified in practice relating

to curriculum and culture.
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In analysing the avenues for student voice in the school the chapter has suggested
means of enhancing the efficacy of the school council. It has discussed the reality that
in many schools students do not feel respected or listened to. Teachers, even in a
school attempting to embrace citizenship, are not always seen as fair in their responses
to challenging behaviour (see page 224). At the same time, as will be shown (e.g. page
332) teachers tended to argue that students’ rights must not be highlighted without
reference to corresponding responsibilities. This underlines the difficulties emanating
from the lack of reference, in constructing the citizenship project, to the human rights
framework. Specific training in this framework and its implications for responsibilities

on the part of all members of the school community might have served to counter

some teachers’ apparent reservations about the ‘rights agenda’.

It can also be argued that recognition of the importance of work against bullying and
statements about understanding ‘where teachers are coming from’ are evidence of the

effects upon students’ attitudes of having their right to put their views recognised. This

change 1n attitude suggests that the experience of being able to exercise rights leads to

increased awareness of responsibility to uphold those of others.
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CHAPTER 7:
PRACTICE AND CURRICULUM

Introduction

The previous chapter analysed practice in terms of the school culture. This chapter will
explore practice in relation to the citizenship curriculum. Building on the principles of
democracy, transparency and inclusion and referring to factors of independent learning
identified by Griffith (1998) it develops and deploys a framework for analysing
citizenship curriculum practice using five dimensions. Broadly, these are:

o Information/content

. Skill development

. Working methods/pedagogy
. Context/relationships

. Attitudes/values and perspectives

The chapter goes on to consider the development of the citizenship curriculum at South
Docks with reference to these five dimensions. It begins with the earliest phase where
identifiable citizenship activities took the form of voluntary enrichment projects,

noting their benefits and shortcomings (7.2). Next, it looks at an approach common in

many schools, where citizenship is delivered through Personal, Social and Health
Education (PSHE) and considers, with reference to the five dimensions, why this is
usually of limited value (7.3). Thirdly, it explores some examples of successful
citizenship education through other subjects, noting the extent to which criteria for the
five dimensions might be lacking, and highlighting the lessons of cross curricular

delivery (7.4). Finally, it explores the effects of citizenship education as a separate

identifiable subject and shows, with reference to student feedback, how the five areas

of learning began to be developed (7.5). The term ‘delivery’ is used in this chapter to
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mean offering educational opportunities, but it must be recognised that this 1s a

contentious word, given that education cannot really be ‘delivered’ and that students

are not passive receivers.

7.1 Principles for the citizenship curriculum

The core values of democracy, inclusion and transparency remain relevant for the

citizenship curriculum. In terms of curriculum practice, democracy implies that
learners have some choice as to methods. At the higher end of Hart’s (1992)
participation ladder (explained in Chapter 6, pages 217-8) they may be empowered to
the extent that they are allowed to design tasks and forms of assessment. Students may
simply be allowed to opt for one form of outcome over another. Inclusion suggests that
they have equal opportunities to engage with the learning and that this is facilitated by
effective differentiation by resource as well as learning activity. For citizenship
learning this necessitates tasks and resources which are accessible to everyone. It also
demands positive working relationships in the class or group and mutual respect
between and among learners and teachers. Transparency in the curriculum would mean
that learning objectives and desired outcomes and the ways in which they are chosen
or agreed are made absolutely clear to all learners. Analyzing curriculum practice
therefore seems to demand a specific framework of reference itself, with an emphasis

on experiential learning. Griffith points out that

proponents of experiential learning, like advocates of democratic global

citizenship in schools, are keen to stress the importance of individuality, choice

and control of the curriculum...

(1998:48)
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He also reminds us that educational citizenship suggests a change both in the
distribution of power within schools and in pedagogy within lessons. For him, the
desired learning style is what he calls ‘independent learning’. He identifies 12 factors

of independent learning and their relationship to educational citizenship:

FIGURE 7.1: GRIFFITH’S 12 FACTORS OF INDEPENDENT LEARNING IN

RELATION TO EDUCATIONAL citizenship. (1998:76)

1. Collaborative group work

2. Co-operative group work

3. Individual responsibility

4. Pupils designed tasks

5. Pupil designed assessment

6. Pupil negotiated deadlines

7. Pupil initiated research

8. Pupil use of a range of language technology (synthesisers, cameras, audio and
video editing and recording equipment, word processors, computers, e-mail,
telephones, fax machines, photocopiers)

9. Community involvement and use of the environment

10. Sense of audience

11. 