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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 citizensbip. 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 rights, 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, 

creconstructive' 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) Meamng 

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 
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takes account of observations and comments in 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 

identity and promoted their notion of agency. 
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THESIS SUNMIARY 

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 cah and should use citizenship education for reconstructive purposes - that is, 

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 

importance of cosmopolitan democracy - which entails a global sense of identity and 
4 

an ant f racist approach - as a construct. The chapter argues that citizenship education is 

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 defme globalisation as a particular 

and relativeIy 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. 
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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 learning 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 comprehensive 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 reffication 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 
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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 theie was insufficient emphasis both on participation and 

on transfom-dng 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 practice 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 
I 

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 
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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 it 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 is 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 Rmding should be 

made available to promote citizenship education in all schools. 
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CHAPTER 1 
CITIZENSHIP EDUCATION: CONTESTED MEANINGS. 

Introduction 

A range of meanings is attributed both to citizenship and to citizenship education. This 

chapter will begin by exploring, briefly, the development of the concept of citizenship. 

It will consider the implications for this of global developments in the late twentieth 

and early twenty-first century, asking whether the concept of citizenship at the heart of 

the National Curriculum for England is informed more by a notion of duties than of 

human rights; whether the conceptual framework is adequate in terms of addressing 

inequality, diversity and transcending the framework of the nation state. The chapter 

will suggest that effective citizenship education: 

a should be informed by a set of values and attitudes based on human rights, 

m should facilitate participation 

0 should enable plural and global concepts of identity. 

0 must be rooted in democratic ideals that transcend the nation state 

The second section of the chapter will consider possible motives for the British 

government's inclusion of citizenship education in the national curriculum. It will 

suggest that there are contradictory motives for compulsory citizenship education. It 

will distinguish between constructive and reconstructive approaches to citizenship 

education and suggest that schools and teachers can and should use the citizenship 

education agenda for reconstructive purposes. 
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1.1 Defining terms: citizenship and democracy 

'Citizenship as membership of a political community involves a set of relationships 

between rights, duties, participation and identity' (Delanty, 2000: 9; my emphasis). As 

perceptions of the meaning of citizenship have changed, so the emphasis on those four 

factors has altered. The two main approaches that have developed since the making of 

the American constitution can be categorised as liberalism and civic republicanism. 

The main difference between these two is that while the latter promotes political 

engagement and social responsibility, the former is characteristically laissezfaire and 

seeks to protect the private domain and individual liberty, emphasising rights rather 

than responsibilities. 

This chapter will suggest that we need to rethink some dimensions of citizenship in 

order to contend with a changing world. It will argue that the notion. of human rights 

and, within that, children's rights, needs revisiting within the school citizenship 

framework. It will also argue that there are shortcomings in the model of citizenship 

upon which the National Curriculum for England is based. The first of these is in its 

focusing on cultural change without addressing the economic and social phenomena 

that affect people's opportunities and motivations, particularly in terms of equality. 

Secondly, it is rooted in a notion of the nation state that fails to adequately 

acknowledge the impact of growing international interconnectedness. I will introduce 

Held's idea of civic cosmopolitanism and argue that it would be a more relevant basis 

for citizenship than civic republicanism. 

The origins of citizenship as a concept are traceable to the ancient Greek city states, 

where the notion was implicitly linked to the practice of a particular form of 
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democracy. Delving into the development of democracy and possible models of 

democracy past and present sheds light upon the evolution of citizenship. Crick 

(2002c) simplifies categories of concepts of democracy into four: 

- ancient Greek democracy 

- the democracy of the Roman republic 

- the concept of democracy used by the architects of the French Revolution 

- 'democracy' as used in the American constitution. 

During the iast two centuries, he contends, the development of political liberalism and 

the ascendance of the middle class undermined active political participation. The 

liberal approach was one which minimized the extent to which public demands were 

made upon private lives. He contrasts the ideology of liberal democracy with 'civic 

republicanism' (its roots in ancient Rome) which regarded participation in public 

affairs as the duty of citizens. Crick commented on the introduction of the Citizenship 

Order in England in 2002: 

1 often wonder how many of my group [the Advisory group on Citizenship and 

Democracy] realised that they were signing up to the radical agenda of civic 

republicanism... 

(2002a: 13) 

Three questions arise following this statement. Firstly, does Crick's approach and that 

of the Order coherently embrace the notions of 'rights, duties, participation and 

identity'? Secondly, is it viable to regard citizenship in the twenty-first century as 

being about civic republicanism? Thirdly, is this 'radical agenda' what the British 

government intended when it introduced statutory citizenship teaching into English 

schools? The third question will be investigated in the section dealing with the 

citizenship agenda in the second part of this chapter. 
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Section Lla below seeks to investigate the implications of the idea of citizenship in 

terms of Delanty's categories, the important ideal of equality he linked to rights and 

participation, and the spatial dimension of citizenship: 

" rights 

" duties 

" equality 

" participation and 

" identity 

1.1a) Individual rightsforpeople of all ages 

Delanty notes that the liberal tradition has principally d citizenship in terms of rights, 

while the conservative tradition has stressed the duties or responsibilities of citizenship 

ý2000: 9). Held (1999) reminds us that the Athenian concept of democracy did not 

explicitly include the modem liberal notion that human beings are 'individuals' with 

'rights'. It was eighteenth century liberalism that spread the idea of natural rights, and 

it was not until the twentieth century, through various struggles, that the idea that the 

rights of citizenship should apply to all adults really became established (Held, 

1999: 119). Developmental republicanism was premised partly on a notion of equality 

which prevented domination by one group over another; and direct democracy 

(advocated by Marxists and neo-Marxists) saw economic and social equality as pre- 

requisites. Other traditions, including the contribution of Mary Wollstonecraft, 

recognising the rights of women (Brody, 2004) brought with them wider conceptions 

I'lil"; 1: 11 

of equality that might be entailed in political rights. These approaches are especially 
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pertinent in the context of increasingly diverse, globally connected societies and in 

recognising that humans of all ages have rights. 

It is important to distinguish between the concept of political rights and rights entailed 

in some models of democracy and the wider notion of intrinsic human rights as it 

developed over the past two centuries. Kiwan (2005) is adamant about the theoretical 

distinction between human rights, which she considers to be a universalist conception, 

and citizenship rights which are 'defined in relation to a political conununity'(2005: 

37). This leads her to argue that it is illogical to see human rights as a theoretical 

underpinning for citizenship, although she does allow some scope for the recognition 

of human rights within the values promoted by citizenship education. Because Kiwan's 

notion of the political community is equated with nation states, she does not embrace 

what this study considers to be an important, transformative approach: that 

globalisation means we need to develop a far more universalist notion of citizenship. 

Discourse ethics, it will be suggested in Chapter 2, invites us to rethink politics and 

political community and to re-imagine a notion of citizenship which transcends nation 

states and existing political structures - see, e. g. Devetak, 2001: 174. Bottery (2003) 

also reminds us that the concept of citizenship can be deconstructed and that its terms 

of reference are more universal. 

The concept of childhood as a separate social sphere from adulthood is a recent 

development (Alderson, 2000a) and children have always been able to claim some of 

the rights of adults under the United Nations Declaration of Human Rights (1948). The 

notion of children's rights is also a comparatively modem phenomenon. Verhellen 

(2000: 33 - 34) explains that in recent decades adult-centred constructions of childhood 
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have been questioned and that rather than conceive of young people as citizens-in- 

waiting, we need now to be informed by new understandings recognizing children not 

as the objects of protection but as the subjects. In addition, Alderson (2000a: 136) 

debunks the 'infantised' model of childhood which negated children's ability to make 

sensible contributions to a range of decisions affecting their lives. She points out that 

there is a need for 'new research and teaching approaches that regard children as moral 

agents and contributing citizens' (1999: 199) 

The Citizenship Order is not explicitly informed by the human rights approach which 

writers and researchers like Osler and Starkey have sought to promote (Osler, 2000; 

Starkey 1991). Sarah Spencer puts it bluntly: 'Human rights culture ... is not part of the 

thinking behind Crick' (2000: 22). Yet, as Verhellen argues, the conceptual switch in 

the construction of childhood requires a complete revision of approach. 

LIN Citizens'duties 

Raising awareness among young people of the rights accorded them in terms of the 

United Nations Convention on the Rights of the Child (1989) should also entail 

promoting understanding of the reciprocity betw6en rights and responsibilities. 

Figueroa (2000: 5 1) puts it succinctly: 'the rights of each are situated in relation to and 

limited by the rights of everyone else'. Tbus the duties incumbent upon citizens are 

derivative of the rights bestowed on them by membership of a community. In civic 

republicanism and, indeed, other more modem models of democracy, these duties 

would include participation - see below. Human rights culture and the responsibilities 

it brings with it is essential to a transformative (or reconstructive - see below) 

approach to citizenship education. Responsibilities, as Osler and Starkey (2005: 167) 
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say, imply 'not receiving but giving; not individualism but a sense of the communal 

and the collective'. Citizenship education must develop the sense of community within 

and surrounding schools, and promote the responsibilities community entails. 

1.1c) Social rights and equality 

For Delanty, as for John Annette (2000) and Garnamikow and Green (2000), 

Marshall's (1950) Citizenship and Social Class represented a watershed in the 

development of perspectives on citizenship. Alderson points out that the government - 

sponsored report on citizenship education (The Crick report, QCA, 1998) is based on 

Marshall's principles of citizenship, 'without noting the huge changes over the past 50 

years in academic and public thinking' (2000c: 132). Marshall's main thesis, still 

embraced by some, is that [in the Northern Hemisphere] citizenship developed with the 

movement from the acquisition of civic rights to political rights and social rights. For 

Marshall, political rights were achieved (sic) in the first quarter of the twentieth 

century and social citizenship was enshrined with the development of the welfare state. 

Annette is critical of this approach: 'while he [Marshall] recognised the importance of 

the notion of social rights, he did not sufficiently emphasise the importance of civil 

rights and especially political rights' (Annette, 2000 : 78). 

Two obvious issues arise in terms of the relevance of Marshall's notion to the twenty- 

first century. The first of these is his assumption that political and social rights had 

been universally and equally achieved. Yet inequalities continue between different 

social groups, between men and women and between ethnic groups. Economic 

inequality is both a local and regional phenomenon in the United Kingdom (National 
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Statistics Office, London, 2004) Although it has narrowed slightly, women's median 

hourly pay is still only 85.7% of men's (ibid). Trevor Phillips (2004) reminds us that 

black, Pakistani and gypsy (sic) children fall far below the national average in terms of 

performance at school; the police remains a largely white force patrolling increasingly 

diverse communities. People from ethnic minorities are more vulnerable to crime, are 

likely to be poorer and more likely to be unemployed than whites, and more subjected 

to arrest and searches than whites (Miller et al, 2000; Abercrombie and Warde, 

2000: 243 - 262). Civic republicanism, as a political perspective, does not necessarily 

invite a real challenge to the various kinds of inequality. Even Rousseau's 

developmental democracy does not provide for equal opportunities in terms of access 

to political power for minorities - 

Rousseau not only assumed that minorities ought to consent to the decisions of 

majorities but he also posited no limits to the reach of the decisions of 

democratic majority 

(Held, 1999: 61-2). 

A second issue with Marshall's perspective is that it was developed in the context of 

the welfare state as a relatively new phenomenon, offering hope that certain 

inequalities might be addressed. It may have been the case that 

under the period of the welfare state the entitlement to membership and 

participation also came to embody rights to work, and health and security. As 

such, citizenship expressed the new positive role of the state as the embodiment 

of social democracy. 

(Olssen, 2004: 180) 
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Today, the context of the welfare state has changed and significant sectors of the 

population, particularly the poor, no longer perceive the welfare state as the guarantor 

of their political rights or social wellbeing. Indeed, writers such as Taylor-Goodby 

(2001) contend that the British Labour governments of the late twentieth and very 

early twenty-first century have presided over a diminution of the welfare state. 

Gamarnikow and Green, (2000) point to some important differences between Crick 

and Marshall. They cite the Crick report's emphasis on responsibilities as opposed to 

rights and its implication that participation in the 'public sphere' can contribute to 

strengthening the nation state and its appeal to volunteering and community 

involvement. '111ey suggest that the report conceives of this appeal to public spirited 

endeavour as a substitute for what Marshall saw as the rights social citizenship 

maintained through the welfare state. The third chapter will suggest that the process of 

globalisation has affected government policies towards the welfare state and led to an 

increased focus on encouraging communities and individuals to become more 

responsible for their own welfare. 

The implication of these various critiques is that civic republicanism, however radical 

it might appear by contrast with political liberalism, may not be a sustainable model of 

democracy for the twenty-first century. The issue of legitimacy becomes inevitable for 

a state that provides over obvious inequalities and causes of social tension. Other 

twentieth century models, listed by Held as competitive elitist democracy, pluralism, 

legal democracy and participatory democracy, assume either social stratification or the 

operation of the 'free market'. The latter cannot be relied upon to promote social 
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equality and welfare. The notion of participatory democracy drawn from Macpherson 

and Pateman, is justified by a 'concern for collective problems' and would seek to 

ameliorate the poverty (Held, 1999) but does not aspire for economic or social 

equality. Indeed, like 'Third Way' politics (see Chapter 2) these models largely 

preserve the status quo, envisaging the transformation of culture, rather than of society, 

as their end. If citizenship education is to be a vehicle for change, it needs to recognize 

the effects of social and economic inequality and to equip young people to challenge 

these. 

1.1d) Participation: ciyiC republicanism and beyond 

Held (1999) offers a complex and detailed account of the development of democracy, 

and provides over nine different models. He explores the model of democracy that 

developed prior to the twentieth century, including the Marxist notion of direct 

democracy and various twentieth century variants, categorising these broadly into 

classical and liberal. Like Crick, he emphasises the desirability of the focus on 

citizens' active participation in the community/polity. He contrasts the liberal approach 

to autonomy, which is 'preoccupied with the creation and defence of a world in which 

"free and equal" individuals can flourish with the minimum political impediment' with 

the socialist approach which believes that for liberty and equality to be achieved, 

struggles are necessary to ensure that society is democratised. The liberal approach 

emphasises rights rather than participation. 

Held asks whether the modem strains of both approaches can be reconciled and, on 

this basis, posits a new model of democracy, democratic autonomy. He shows that 

what the New Right and the left share is a vision of reducing arbitrary power and 
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bureaucracy. What the 'legal' and 'participatory' theorists have in common is a 

concept of 'autonomy'. This, he says, 

connotes the capacity of human beings to reason self-consciously, to be self- 

reflective and to be self-determining... Persons should enjoy equal rights, and 

accordingly, equal obligations in the specification of the political framework 

which generates and limits the opportunities available to them; that is, they 

should be free and equal in the determination of the conditions of their own 

lives, so long as they do not deploy this fi-amework to negate the rights of 

others 

(Held, 1999: 30 1). 

This is Held's elaboration of the concept of democratic autonomy. It is based on the 

recognition that for a political system to enjoy legitimacy it cannot be implicated 

deeply in the creation and reproduction of systematic inequalities of power and 

opportunities. Of course, participation cannot be made compulsory. Citizens may 

decide that extensive participation is not always necessary, particularly if they believe 

their interests are well protected. There would, under democratic autonomy, be the 

obligation to accept democratic decisions, but not necessarily to get involved in all 

aspects of public life. While this concept recognises the need to tackle inequality, it 

does not make individuals responsible for engaging in processes which might promote 

equality. 

Within the conceptual framework of civic republicanism is the idea that 'the 

performance of duties by citizens was essential if their freedom was to be preserved 

... freedom was 'acting together freely for the public good' (Crick, 2002). Participation 
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is a central part of the requirements of National Curriculum citizenship. Crick himself 

originally shied away from insistence upon participation, but later welcomed its 

inclusion. Annette (1999) sees an emphasis on civil rights and participation as a means 

to address the shortcomings of Marshall's conception of citizenship. He argues that for 

the civic republican 'the defense of liberty is best achieved through the development of 

civic virtue and civic participation' (1999: 87). Annette goes on to show how young 

people value the voluntary sector as an arena for political action, and how what he 

calls 'service learning' concurs with the notion of experiential learning developed by 

David Kolb and others. Crick cautions against a restricted notion of the value of 

'service learning' or 'volunteering': 'too much volunteering can simply be young 

people being told what to do by nice well-meaning older folk' (Crick, 2002a). 

The insistence upon participation and collaboration as a criterion of citizenship 

education is one of its hallmarks as a National Curriculum subject. This, together with 

an implicitly holistic approach to learning and assessment and the simultaneous pursuit 

of cognitive and affective learning, are what give the subject its very special identity 

and, effectively, its potential to transform schools and schooling. 

1.1e) Citizenship and identity 

Delanty recognises that the first problem with Marshall's theory is that it is 

Anglocentric. It also fails to acknowledge the challenges of cultural rights, 

globalisation, active participation, the need to depart from the national frame, and the 

confluence of private and public. This framework is thus too limiting for the context of 

multicultural cosmopolitan societies in an em of increasing trans- and multinational 
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connections. It cannot adequately contend with certain kinds of difference nor with 

individuals and societies whose connections operate at a range of geographical levels. 

In as much as the QCA'c conception is limited to Marshall's parameters, it is ill 

conceived in its assumption of universality of citizenship rights and its lack of 

recognition of these as a still contested terrain. Olsen (2004) underlines the dangers 

highlighted by Osler (2000) and Osler and Starkey (2000) of Crick's failure to respect 

the 'politics of difference' and its overly consensualist model of society. The 

Runnymede Trust's Parekh Report (The Runnymede Trust, 2004) points out that the 

principle of equal worth cannot be held as possible in a deeply unequal society: 

When equality ignores relevant differences and insists on uniformity of 

treatment, it leads to injustice and inequality; when differences ignore demands 

of equality, they result in discrimination. Equality must be defted in a 

culturally sensitive way and applied in a discriminating but not discriminatory 

manner. 

(The Runnymede Trust, 2000, Preface. ) 

LIJ) Spatial dimensions of citizenship: national and global, public andprivate 

The model of democracy which informed the Citizenship Order is one which is rooted 

within the conceptual framework of the nation state. Held draws attention to the fact 

that even the potentially more progressive concept of democratic autonomy would 

have shortcomings if it did not acknowledge the reality of changing relationships 

between states and global forces. He points out that the institutions of liberal 

representative democracy 'remain crucial to formal control of the state', but that there 

is really a disjuncture between the power that is claimed for the people and their 
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limited actual power (1999: 333). While the nation state continues to appear vital, 'this 

does not mean that the sovereign structure of individual democratic nation states 

remains unaffected by the intersection of nation, international and transnational forces 

and relations (1999: 34 1). Held identifies four categories of disjuncture. These are: 

I: the world economy 

2: international political decision making 

3: intemational law 

4: culture and the enviromnent 

Each of these four categories poses a challenge for the sovereignty of the nation state. 

They all invite us to conceive of democracy as not just a national but a transnational 

affair. The idea of citizenship, too, needs a global starting point. 

Delanty's notion of civic cosmopolitanism sounds attractive, yet his arguments for 

this concept conclude with the statement that 'cosmopolitanism must be rooted in a 

civic concept of the nation'. It may be necessary to reinvent the concept of the nation, 

but surely not, in the post September I Vh 2001 world, as the prime reference point in 

terms of identity. Figueroa (2000) argues that 'a type of national identity is called for 

which rests not on the assumption of one (dominant) canon, ethnic or civic, but rather 

on the notion of multiple identities, multiple realities, processes. ' The national 

dimension of the layers of identity we are invited to explore may no longer be relevant 

and appropriate. 

Although the DfES (British Department for Education and Skills) and QCA list 

knowledge of the 'world as a global community' and 'challenges of global 
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interdependence' as elements of the programme of study for citizenship this is the last 

item under 'knowledge and understanding'. There is a nationalistic flavour in some of 

the documentation and dialogue surrounding the government's citizenship agenda. The 

quotations on pages 12 and 13 of the National Curriculum publication include Terry 

Waite's assertion that 'It is only when you know how to be a citizen of your own 

country that you can learn how to be a citizen of the world. ' There have been 

suggestions since 2001 that the citizenship agenda intends to impose the dominant 

national culture on immigrants. It also seems to assume a degree of cultural 

homogeneity and an uncritical approach to Britain's imperfect democracy. Osler and 

Starkey (2000) argue that the Crick report 'seems to imply a singular national identity. ' 

The focus on attempting to reinforce national identity is itself problematic. Many 

would argue that national citizenship alone will not be enough to meet the challenges 

of the increasing interconnected and interdependent world of the 21't century (Cogan, 

2000). Agencies like Oxfam and DflD (British Department for International 

Development) concerned with international equality and development have been 

attempting (for example, through projects like the Global Teacher Pro ect) to develop j 

the profile of education for global citizenship. 

The UK has been slow to join the ranks of countries embracing a citizenship education 

(CE) agenda. We might find more salient starting points for relevant concepts of 

citizenship in international research. Cogan and Derricott's (2000) Cifizenshipfor the 

21" Century draws together the findings from an international research project by 182 

policy experts and scholars over an 18-month period. The editors of the book are 

adamant that our primary emphasis must be on global citizenship: 
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. In an increasingly interconnected world where the issues affecting people's 

lives are global and, hence, cross-cultural in nature, the concept of citizenship 

itself becomes more complex. ... 

it will be increasingly important that citizens are able to approach problems 

as members of a global society. 

Thus, the primary task then is to help citizens recognize that global challenges 

affect each of us personally and are part of our individual and social 

responsibility to address 

(Cogan and Derricott, 2000: 132-3). 

It would seem, therefore, that history has reached the point at which the notion of 

citizenship transcends the confines of the nation state. This is not to deny nations as 

geographical, cultural and ideological contexts, but to acknowledge that the issues 

affecting humanity have wider origins and consequences. It is also to take account of 

the relatively diminishing political and economic power of national governments. In 

recognising the limitations of state power in the face of globalisation, it is also 

necessary to ensure that citizens focus their efforts for change not only on national 

governments but also on multinational companies and international forums. 

As Cogan and Derricott (2000) argue [citizens] 'must see themselves as members of 

overlapping communities - local, regional, national and multinational. ' For Held, the 

answer is the idea of cosmopolitan democracy. 

In a world of intensifying regional and global relations, with marked 

overlapping 'communities of fate' the principle of autonomy requires 
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entrenchment in regional and global networks as well as in national and 

local polities 

(1999: 358). 

Among the necessary conditions for cosmopolitan democracy would be: 

Recognition by growing numbers of peoples of increasing interconnectedness 

of political communities in diverse domains including the social, cultural, 

economic and environmental. 

Development of an understanding of overlapping 'collective fortimes' which 

require collective democratic solutions - locally, nationally, regionally and 

globally. 

Enhanced entrenchment of democratic rights and obligations in the making and 

enforcement of national, regional and international law. 

(1999: 358) 

An appropriate citizenship curriculum for the twenty-first century would be more 

emphatic about these criteria than the QCA document's itemization of global 

interconnectedness as one of nine areas of knowledge. This view is endorsed by Olser 

and Starkey (2003). 

To the extent that the government's citizenship agenda is tied to Marshall's principles 

it is also, the literature suggests, hampered by its apparent separation of the public and 

private domains. Hence Alderson (2000) notes that important questions about the role 

of homes, schools and young people are not answered. The government documentation 

does not address issues such as whether schools are public or private places and 
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whether young people are present or only future citizens. Osler and Starkey remind us 

that young people are 'engaging as citizens and learning the skills for cosmopolitan 

citizenship within their homes' (2003: 252). 

1.2 The Citizenship education agenda and its context 

Prior to the formal introduction of citizenship into the National Curriculum for 

England it was included as a cross-curricular theme. Carole Halin (1998) found that 

citizenship was not taught in systematic or overtly political way. She later reported 

(1999: 239) that in 1995 one head of PSHE 'explained that the only way it came up was 

when a team of inspectors for the Office for Standards in education looked for 

evidence of social, cultural, moral and spiritual development. ' 

Sadly, the long-awaited introduction of citizenship education into the National 

Curriculum (NC) in England seemed to come at a time when educational practitioners 

were not well disposed to receive it. Teachers seemed to be wom down by pressure 

from the state. Parry (2001: 11) noted that teachers' autonomy had been curtailed 'but 

perhaps more seriously, we seem to have lost our way regarding education's purpose. ' 

Derricott, in his national case study of citizenship education in the UK, asserted that 

'T'here is no doubt that the obligation to provide citizenship education will be seen as 

an unwelcome burden on an already stretched teaching force' (2000: 39). In England it 

was being implemented at a time when teacher recruitment was perceived to have 

reached a crisis, when teachers were struggling to implement a series of other 

directives from the government including the national literacy and numeracy strategies. 

Curriculum time in which to deliver citizenship learning objectives was at a premium 
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and this caused resistance from proponents of subject areas which appeared to be 

threatened. 

Derricott (2000) also points to the need to provide specific training for teachers in 

England, and to develop relevant teaching and lean-dng materials. This is endorsed by 

Frazer (1999: 18) who said that teachers in the UK currently 'lack ideas about the 

nature of politics, the nature of governance, and the institutions of democracy. ' 

The British government's decision to introduce citizenship into the National 

'Curriculum connects. with various precedents including elements of previous 

Conservative Governments' thinking. Lawton (2000) traces the historical development 

of citizensbip education in the UK, noting landmarks such as the openly elitist 

Crowther report (Ministry of Education, 1959) which mentioned 'The task of helping 

young workers, many of them of limited intelligence, to find their way successfully 

about the modem world. ' Lawton explains the tension between two main views of 

citizenship education: the passive citizen view (training for confonnity and obedience) 

and the idea of educating the future citizen (sic) for 'active participation in a 

democratic society'. 

These two views parallel two opposing approaches to education in general: 

constructive and reconstructive. Parry explains the difference, quoting Thompson, 

1970): 

A constructive ideal is realisable by non-radical reforms; reconstructive ideals 

require for their realization 'qualitative change in an existing economic, social, 

or political structure of a nation state'. 
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(Parry, G., 1999: 25) 

Simplistically, writers and researchers' responses to the government's citizenship 

education agenda can be divided into those which see it as representing a constructive 

or a reconstructive approach. It is, of course, possible, to regard its intentions as 

constructive whilst seeking to subvert the agenda for reconstructive purposes. 

Some possible interpretations of the government's agenda are that citizenship 

education is intended to achieve the ends listed below. Note that these objectives are 

not necessarily equally weighted: 

a) to develop human capital and social cohesion, encouraging individuals and 

communities to combat social fragmentation 

b) to promote order and social conformity 

c) to reduce voter apathy and promote political participation 

d) to promote relevance within the content of the education system. 

This section will now consider the ways in which the literature approaches these 

aspects of policy. 
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1.2a) Purposes of Citizenship Education (CE): Developing social capital and 

promoting social cohesion 

Most authors concur in the notion that the Labour government's citizenship agenda is 

closely allied to the 'Third Way. ' An important aspect of this is that the concept of 

social capital, the 'glue that keeps democracy together', is 'fundamentally about how 

people interact with each other' (Print and Coleman, 2003) in terms of productive and 

trusting relationships. It is seen by governments as desirable because it reduces conflict 

and can promote civic engagement. Print and Coleman (2003) deal with this as a 

reason for the government's promotion of citizenship education. Cairns (Cairns, J. 

2000) explores the notion that human capital is to be developed as a resource for the 

'learning age' (21" century focus on the 'knowledge economy') and that the intention 

is to promote a learning culture premised upon the relationship between individual and 

community. Cairns quotes Freire in her interpretation of values for the learning age, 

asserting that learning must become a vehicle for change, rooted in learners' 

experiences. This view suggests that citizenship education can be adapted to 

reconstructive purposes. 

Gamarnikow and Green (2000) appear more sceptical of the government's agenda. 

They concede that it intends to combat social fragmentation and exclusion but indicate 

that while the state is intended to enable this process by providing a framework of 

opportunities, the onus for overcoming poverty and inequality is on individuals, 

families and the community. This is because Third Way policy prioritises social and 

cultural change over real changes in structures such as the economy. This is clearly a 

constructive perspective. It is based on the notion, articulated by Giddens, that 

globalisation has reduced the power of the nation state and that the state cannot 
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intervene directly in the economy. The Third Way 'appears to deflect responsibility for 

both social and educational problem identification and solutions from the government 

... to the active citizenry' (Gamarnikow and Green, 2000). These authors see the 

emphasis on policy concerns of social inclusion and communities as a 'retreat to a 

moral order of civic and family responsibilities as against rights. ' They see, in the shift 

of principles from Marshall to Crick, a movement from rights to responsibilities. 

Rights in the British state's current agenda are therefore not inalienable: 'Third Way 

citizens have to demonstrate that they can exercise their rights responsibly. ' There is 

thus a plausible contention that the government is more committed to promoting 

responsibilities than rights. 

An important dimension of the government's stated agenda for promoting social 

cohesion is encapsulated in the element of the National Curriculum requirement stating 

that pupils 'must be taught about the diversity of national, regional, religious and 

ethnic identities in the UK and the need for mutual respect and understanding'. Osler 

and Starkey (2000) indicate that the government sees CE as one means by which 

education for racial equality can be achieved. Frazer (1999) refers to research by 

Langton and Jennings in the 1960s which found that learning about constitutional and 

political rights at school had a marked effect on black students in the USA, although 

she acknowledges that there could be a period effect here. Osler and Starkey (2000) 

note that while the Crick report failed to mention the importance of anti-racist 

education, the QCA NC booklet does mention the 'removal' of 'manifestations of 

racism. ' There is a distinct lack of real guidance in the booklet as to how'schools might 

actually tackle racism - another area in which teachers will need to become proactive 

themselves. 
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1.2b) Purposes of CE: Promoting p ublic order an d social conformity 

Osler and Starkey (2000) note that the Crick report 'seems to imply a singular national 

identity' ... 'Difference is regarded as being problematic'. The CE agenda seems to 

assume that promoting identification with the British nation state is desirable. Haydon 

(Haydon 2000) notes Blair's calls in 1999 for a 'shared moral purpose for the nation'. 

Spencer (2000) recognizes that the Crick report urged the teaching of moral values '- 

but whoseT Spencer goes on to embrace the reconstructive notion that the best 

framework of moral values is a human rights approach. If we make human rights 

principles central to CE it will be necessary to challenge aspects of government policy, 

such as Fortress Europe and the treatment of immigrants. The goverranent's agenda 

here is clearly not to invite such a challenge. 

1.2c) Purposes of CE: Increasingpoliticalparticipation 

In addition to combating social exclusion and reconstituting society, the intention of 

the CE agenda is to promote formal participation in the processes inherent in Britain's 

imperfect democracy. Frazer (Frazer, 1999) refers to anxiety about political apathy and 

low electoral turnouts in Europe and America. The Hansard Society reported 'growing 

numbers of young people who are not registering to vote'. The Guardian newspaper 

(4'h June 2001) reported a Leicester study revealing young people's sense of 

disengagement from the formal political system. Further instances of such concern 

globally are reported by Addison (200 1). 

Commentators such as Professor Ivor Crewe and Benjamin Barber (cited in Annette, 

2000) maintain that political literacy and community participation - crucial aspects of 

CE - are key factors in civic participation. The National Curriculum Programme of 
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Study specifically states that pupils should be taught about 'the electoral system and 

the importance of voting' and 'the importance of playing an active part in democratic 

and electoral processes. ' Perhaps there should be more emphasis on knowing and 

doing - on being taught and being sufficiently convinced to act. There is thought to be 

a correlation between political education and political participation. This link has been 

refuted by some researchers like Mercer (Mercer, 1972, cited in Frazer, 1999). Frazer's 

research does find, however, evidence that formal politics or civics education does 

make some difference to political participation. Some authors point out, from a 

reconstructive perspective, the need to transcend the focus on voting and formal 

democracy. Cogan and Derricott argue: 

... we are adopting what Parker and Jaolimek (19 84) have called the 'broad 

view' of citizen participation. The classic and more narrow view of citizen 

participation focuses only on behaviours that affect or intend to affect the 

decisions of governments ... This restrictive view of participation is not 

consistent with nor supportive of this model. 

(2000: 136) 

Roker et al (1999) fmd many examples of young people's enthusiastic political 

activism and concern, for example through their participation in Amnesty International 

and Community service Volunteers programmes. Lister et al (2003) report upon 

research which shows that, far from being apathetic, young people have deep concerns 

about citizenship and, like Cogan and Derricott, note that political participation must 

not simply be equated with electoral politics. 
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1.2d) Educational objectives and a relevant curriculum 

As part of the discourse about the 'knowledge economy and the learning age' (Cairns, 

2000) curriculum content in schools is being questioned for its pertinence to modem 

life. It is widely acknowledged that young people need the skills to contend with 

insecurity, crime, violence and global uncertainty. The introduction of compulsory 

citizenship is clearly intended to address such needs (QCA 1999: 7). The revised 

primary National Curriculum combined citizenship and Personal, Social and Health 

Education (PSHE). The latter subject has been taught in schools for decades, but has 

suffered from teachers' and students' perceptions of it as having lower status than 

other subjects. In the secondary curriculum the non-statutory PSHE guidelines and the 

citizenship Programme of Study remain separate, although schools can opt to deliver 

CE as part of PSHE. Perhaps surprisingly, given the Third Way's emphasis on 

developing human capital, the government has not accorded PSHE sufficient status to 

institute proper initial teacher education in this subject. As early as 1996, though, the 

then School Curriculum Assessment Authority, suggested that social, moral and 

spiritual education may be improved through explicit timetabled sessions on 

citizenship (Voiels, 2000). 

If the four intentions outlined above represent the main thrust of the government 

agenda, the challenge for practitioners is to implement CE from a reconstructive 

perspective. This means developing approaches in our schools' curricula, cultures and 

community interactions that will enable young people to become effective agents of 

change. The nature of the challenge can be thought of in terms of various conceptual 

frameworks for school citizenship. 
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1.3 Conceptual frameworks - organising principles for CE 

While I have suggested other key organising principles, the official documentation for 

CE outlines 3 areas of knowledge, skills and understanding to be addressed. These are: 

a) Becoming informed citizens 

b) Developing skills of enquiry and communication 

c) Developing skills of participation and responsible action. 

All three areas relate in some way to the notion of political literacy (discussed below), 

wl-deh is not a term used in the official documents. They are also linked in the 

document to the values and attitudes listed under the heading about promoting 

spiritual, moral, social and cultural development. The literature addresses the notion of 

values and attitudes, much of it focusing on rights. The existing body of literature on 

political literacy must be expanded if our insights into that are to develop. 

L3q) Values and attitudes: Rights 

The Crick report listed sets of attitudes and values for citizenship, which have not been 

specified in the same way in the National Curriculum. Arguably, the Programmes of 

Study for primary schools point to important values and attitudes in the attainment 

target which joins learning outcomes for PSHE and citizenship. This represents 

something of an attempt to spell out the affective dimension of CE, which is less 

evident in the secondary curriculum. Teachers who subscribe to a reconstructive 

approach will find it useful to refer to the original Crick list in their planning (Figure 

1.1 below). 

In exploring the implications of the 'social and moral responsibility' dimension of CE, 

Haydon (2000) argues that British society is very confused about the notion of 
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FIGURE 1.1: EXCERPT FROM CRICK (QCA 1998: 44) LISTING VALUES AND DISPOSITIONS 
ENTAILED IN CITIZENSHIP EDUCATION. 

KEY CONCEPTS VALUESAND 
DISPOSITIONS 

> Democracy > Concern for the 
and autocracy, common good 
co-operation > Belief in human 
and conflict dignity and equality 

> Equality and > Concern to resolve 
diversity, conflicts 
fairness, > A disposition to 
justice, the work with and for 
rule of law, others with 
rules, law and sympathetic 
human rights understanding 

> Freedom and > Proclivity to act 
order responsibly; that is 

> Individual and care for others and 
community oneself, 

> Power and premeditation and 
authority calculation about the 

> Rights and effect actions are 
responsibilities likely to have on 

others; acceptance of 
responsibility for 
unforeseen or 
unfortunate 
consequences 

> Practice of tolerance 
> Judging and acting 

by a moral code 
> Courage to defend a 

point of view 
> Willingness to be 

open to changing 
one's opinions and 
attitudes in the light 
of discussion and 
evidence 

> 'Individual initiative 
and effort 

> Civility and respect 
for the rule of law 

> Determination to act 
justly 

> Commitment to 
equal opportunities 
and gender equality 

> Commitment to 
active citizenship 

> Commitment to 
voluntary service 

> Concern for human 
rights 

> Concern for the 
environment 

SKILLS AND 
APTITUDES 
> Ability to make a 

reasoned argument 
both verbally and in 
writing, ability to 
co-operate and 
work effectively 
with others 

> Ability to consider 
and appreciate the 
experience and 
perspective of 
others 

> Ability to tolerate 
other view points 

> Ability to develop a 
problem-solving 
approach 

> Ability to use 
modem media and 
technology 
critically to gather 
information 

> A critical approach 
to evidence put 
before one and 
ability to look for 
fresh evidence 

> Ability to recognise 
forms of 
manipulation and 
pressure 

> Ability to identify, 
respond to and 
influence social, 
moral and political 
challenges and 
situations 

KNOVMEDGEAND 
UNDERSTANDING 
> Topical and contemporary 

issues and events at local, 
national, EU, 
Commonwealth and 
international levels 

> The nature of democratic 
communities, including 
how they function and 
change 

> Ile interdependence of 
individuals and local and 
voluntary communities 

> The nature of diversity, 
dissent and social conflict 

> Legal and moral rights 
and responsibilities of 
individuals and 
communities 

> The nature of social, 
moral and political 
challenges faced by 
individuals and 
communities 

> Britain's parliamentary 
political and legal systems 
at local, national, 
European, 
Commonwealth and 
international level, 
including how they 
function and change 

> The nature of political and 
voluntary action in 
communities 

> The rights and 
responsibilities of citizens 
as consumers, employees, 
employers and family and 
community members 

> The economic system as it 
relates to individuals and 
communities 

> Human rights charters and 
issues 

> Sustainable development 
and environmental issues 
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morality. This invites us to consider what are the moral values citizenship education 

should develop. 

Haydon (2000) asks if morality is a set of ideals for our behaviour; a list of constraints 

on what we can do; a set of key values; a set of universal truths about what humanity 

needs or a set of commands of a deity? Haydon suggests that CE can tackle moral 

education if it promotes an understanding of the diversity in conceptions of morality, 

as well as promote a particular understanding based on a system of constraints on 

people's conduct. He suggests that Us potentially limits people's inclinations to act in 

ways which might be harmful to other people's interests, and thereby serves to protect 

people's interests in general, although he does not address the question of how this 

operates in situations of conflict. He recognises that such morality is dynamic and 

exists mostly in the form of shared ideas. He would like CE to 'encourage people to 

see themselves, not as subject to an alien or ideological force labeled 'morality', but as 

(participants in morality as a shared undertaking. ' He sees teachers' role as passing on 

from one generation to another knowledge of and commitment to the norms of society, 

but does not adequately explore the fluidity of such norms. ý 

In a British society today, with all the inequalities outlined above, this notion of norms 

is deeply problematic. Of course, Haydon intends classroom dialogue to embrace 

diversity and teachers to emphasise inclusion. 

A potentially more useful approach to the notion of values and attitudes is a 

reconstructive one, as might be exemplified in effective anti-racist education. 
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Osler (2000) shows that the Crick report '... falls short of a clearly situated human 

rights perspective'. There is a growing body of literature to suggest that the most 

useful framework for developing social and moral responsibility is a human rights one. 

The benefit of such an approach, unlike Haydon's constraints model, is that its starting 

point is positive. That inclusivity for which Haydon argues can be embraced through 

an inclusive vision of multiculturalism founded on human rights (Osler and Starkey, 

2000). The second advantage of a human rights perspective is that it is all embracing: 

all rights - civil, political, economic, social and cultural - are seen as inter-related, and 

related also to development and democracy (Richardson, 2000). 

1.3h) Political literacy 

The Citizenship Foundation maintains that 'political literacy' is all about helping 

young people become politically aware. It is about giving them the ability to read 

issues and events politically and using the ideas, language, forms of thought and 

argument which citizens deploy in dealing with a public issue. ' The QCA final report 

of the Advisory Group on Citizenship (1998) mentions: 

'Pupils learning about how to make themselves effective in public life... ' and the 

importance of encouraging 'critical reading of newspapers and discussion of TV and 

radio'. In the NC document, political literacy appears to have lost some of its 

specificity. 

Gamarnikow and Green (2000) accuse the Crick report of being 'surprisingly timid' on 

political literacy. A major deficit is the absence of the notion of citizenship as a 

struggle for rights. Osler and Starkey's (2000) approach would be one way of tackling 

this lack. They provide a checklist for citizenship projects based on participation and 
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active learning. They contend that 'A politically literate citizen will require knowledge 

and understanding of human rights; opportunities to develop confident multiple 

identities; experience of democratic participation; and skills for social inclusion, for 

participation and to effect change' (Osler and Starkey 2000: 14). Frazer (1999) uses the 

term 'education in politics' to cover education in the practice and the theory of politics 

and also in that body of data and analysis grouped under the headings political science 

or political studies. She makes it clear that education in politics is not only confined to 

the special case of democratic politics; that there is a need to focus on power and 

authority; that it does not equate with statecraft but also concerns popular movements 

such as feminism, gay. liberation and green and ecological movements, who insist that 

power in interpersonal relationships is subject to same kind questions and pressures as 

questions about state government. Political literacy is perhaps best promoted through 

situated learning, and students' experiences of democratic structures and processes in 

the way their work, school and community life operate provides an important basis for 

learning about power and democracy in the wider society. 

Douglas (2001) emphasises the importance for political literacy of developing 

students' conceptual understanding. She shows the importance of enabling students to 

utilise their everyday awareness of concepts such as rights and freedoms to extend to 

more advanced conceptual thinking about key political ideas. Dialogue is central to the 

process of developing political literacy. Enhancing the nature of classroom dialogue is 

one of a series of pedagogical challenges for those who seek to implement a 

reconstructive approach to CE. It will be suggested later on that learning about 

democracy and power through school situations can also promote political literacy. 
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L3c) Participatoryprocesses - communities of enquiry and reflexivity 

Citizenship education demands a reassessment of the nature of classroom dialogue and 

interaction. It challenges us to move away from the notion of the teacher as the source 

and mediator of knowledge. As Paulo Freire argued, we need to develop in our lessons 

empowering dialogue based on respect. It should not involve one person acting on 

another, but rather people working with each other. Dialogue in itself is a co-operative 

activity and part of maldng a difference in the world. It enhances community and 

enables us to act in ways that make for justice and personal development. In 

citizenship classrooms, dialogue needs to take the form of collaborative deliberation. 

Cogan and Derricott (2000) argue that the citizenship curriculum should be 

'deliberation-based'. This means that the core practice in the curriculum is discussion 

of the ethical questions themselves with the intention of recommending suitable public 

action. Vygotsky emphasised the notion that intellectual develoPment is not just the 

acquiring of experience. Belle Wallace (2000) says 'It is the social transaction of 

meaning through the mediation of experience by adults, teachers, and more capable 

peers [sic]. ' Ile TASC (Ildnking Actively in a Social Context) programme Wallace 

and Adams advocate is based on this approach. 

Holden (2000), writing about c1fildren as citizens, has a great deal to say about the 

importance of participation. She quotes the Council of Europe's recommendation on 

the teaching and learning of human rights in schools: 

Democracy is best learned in a democratic setting where participation is 

encouraged, where views can be expressed openly and discussed, where there 
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is freedom of expression for pupils and teachers, and where there is fairness 

and justice (Council of Europe 1985) - 

Schools themselves should be communities, and while the Crick report (1998) 

emphasises democracy as a set of abstract taught ideas, democracy involves 'strong 

feelings about how to share actions, resources and power fairly... ' and should be 

learned through active involvement in decisions affecting the school community 

(Alderson, 2000e: 131). Of course, working to democratise schools does not mean 

believing that they can meet the ideal of democratic communities. 

The NC documentation emphasises the importance of participation in school and 

community projects. Annette (2000) draws upon previous research to explain the value 

of what he chooses to call 'service learning in the community'. He states that it is a 

method which provides a structured learning experience in civic participation which 

can lead to the development skills for active citizenship. 'It also facilitates the 

acquisition of political knowledge and the ability to engage in reflective 

understanding... ' Of course, it is important to remember that young people often 

participate through a range of giving activities at home and in communities, and that 

activities such as helping with childcare, advocacy and translation can be citizenship 

activities in their own right providing they meet the other criteria of promoting 

political literacy and have 'change' outcomes. 

This notion of reflexitivity is most powerfully developed by Porter (1999), who writes 

about the reflexive school. He defines it as one that offers 
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a secure and confident environment, that values flexibility and creativity, that 

encourages cooperation in problem solving and acknowledge the uniqueness of 

individuals. It would also be an institution that recognises the importance of the 

local community as a source of security and personal identity 

(1999: 95). 

Porter (1999: 95) insists that the school must be a 'centre of inquiry -a producer as 

well as a transmitter of knowledge... 'He also cites Stenhouse's assertion that 'the key 

quality needed in a school... is reflexiveness: capacity to review critically and 

reflectivelY it own processes and practices. ' Cairns (2000) endorses these ideas. She 

argues that each person or self must 'strive to become critically reflective of their 

community and their role in it. " 

Various writers point to the link between diinking skills, accelerated learning and 

citizenship education. Citizenship education is increasingly recognised as a fertile area 

for developing thinIdng sidlis. Students engaging in citizenship education at higher 

levels need skills in synthesis and evaluation. Teachers will need to develop skills in 

teaching thinking and in questioning to promote thinking. Wren (2000) in From 

7hinking Skills to Thinking Citizens! points out the characteristics of higher order 

thinking which are also features of the thought processes students could engage in 

through citizenship activities. 

Summary. 

This chapter has explored definitions of citizenship and citizenship education, 

establishing that they involve rights, duties, participation and identity. It has suggested 
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that approaches to citizenship education in the twenty-first century should be informed 

by rethinking human rights, particularly the rights of children. While acknowledging 

the importance of participation and celebrating its inclusion in the citizenship National 

Curriculum, we should recognize that the civic republican approach which promotes 

this aspect may have outlived some of its relevance to current political realities, 

especially global interdependence. The concept of cosmopolitan democracy may be a 

more pertinent construct. In addition, the National Curriculum's notion of citizenship 

is based upon a perspective in which the welfare state was expected to be more 

effective in tackling social and economic deprivation and inequality than it appeared to 

be during the Labour government's second term of office. A form of government in 

which the state was seen to preside over exacerbating inequalities is unlikely to 

guarantee long term legitimacy in the eyes of informed citizens. A cosmopolitan, anti- 

racist approach to identity is also desirable. Although Olssen (2004) suggests the 

Parekh report become an additional point of reference alongside 'Crick' and the 

National Curriculum documentation, such a bolt-on approach may not secure thorough 

implementation of the spirit of effective anti-racism. 

The chapter has also considered the reasons for goverment's introduction of 

citizenship into the curriculum. It has concluded that, on the whole, these are 

motivated by a desire to preserve the structural status quo. The much-lauded 

transformation in political culture the Crick report sought is unlikely to be achievable 

or sustainable if the social and economic context in which it operates remains the 

same. Nonetheless, it is argued that teachers can embrace the 'reconstructive' approach 

to citizenship education and use it in on-going efforts to transform schools and young 

people's perceptions of themselves. 
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The introduction of citizenship education is best couched in terms of a human rights 

framework, one which promotes positive values and attitudes and enables young 

people to see the reciprocity between pursuing fulfillment of all of our rights and 

actively upholding the rights of others. Citizenship is essentially about political literacy 

and must seek to promote understanding of the extent to which politics is about 

everything we experience and do. It must empower young people to become agents of 

change and schools to become reflexive communities of enquiry and collective 

endeavour. The second and third chapters will show that effective education for 

citizenship has become a necessity in the twenty-first century. 
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CHAPTER 2 
GLOBALISATION AND THE INVORTANCE 

OF CITIZENSI-11P EDUCATION. 
Introduction 

If we accept that globalisation is a new reality, rather thati a misnomer for other older 

processes, we must acknowledge that it affects all of our lives, in terms of identity, 

participation, rights and responsibilities (Delanty, 2000). Globalisation forces us to 

reconsider who we are, how we interact and what new duties we have towards the 

rights of other humans. As we blunder into the twenty-first century and children in 

Bangladesh drown as a consequence of richer countries' consumption of fossil fuels, 

we need to inform and inspire action for change. As was explained in Chapter 1, 

globalisation creates the necessity of education for cosmopolitan democracy (Held 

1999), and demands that we rethink Delanty's four dimensions of citizenship. 

This chapter will begin by acknowledging the globalisation debate. It will suggest that 

the disagreement between those who recognise and define globalisation as a particular 

and relatively new phenomenon, and the 'sceptics' (who contend that there is little new 

in the current world order) has been exaggerated. It will examine the notion that we are 

simply experiencing the intensification of imperialism as well as the idea of growing 

economic interconnectedness. It will seek to assert that globalisation must be 

recognised as a new, pressing phenomenon. Globalisation brings starker realities in 

terms of our planet's ecology and sustainability. It presents us with challenges of 

environmental management, and the chapter notes, omnipresent risk. It means that we 

need to reconsider the whole concept of identity - local, national and global. It 

demands that we find new ways of dealing with inequality and uncertainty, and that we 

develop different means of decision-making. It challenges us to find new ways of 
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empowering communities and people of all ages. These new approaches can best be 

developed though learning that emphasises our common humanity, assumes equality 

and celebrates diversity. This is education for cosmopolitan democracy (Osler and 

Starkey, 2005: 21). Aspects of globalisation make reconstructive citizenship education 

more necessary and more urgent than ever. Finally, the chapter suggests that discourse 

ethics and critical theory may provide new parameters within which we can explore 

our global citizenship. 

2.1 The Globalisation Debate: Globalisation: a new reality? 

The globalisation debates essentially hinges on two opposing perspectives about the 

current state of the world. On the one hand, there is the view that the growing 

interconnectedness of the world's political economy brings new realities and 

challenges - for example, the way we experience risk (Giddens, 1999) - and that these 

developments need to be understood through the new concept that is now called 

globalisation. On the other hand, it is argued that the tendencies towards war and 

inequality which have been exacerbated in recent decades (Kaldor, 2000; Gray 1999) 

are the anticipated consequences of the inevitable processes entailed in the ongoing 

development of world capitalism (Cox, 1993 [quoted in Linklater 2001]). If the latter 

is the case, it follows that the twenty first century political economy does not 

necessarily invite new understandings or attitudes, and that the concept of globalisation 

is a misleading label for continuing older processes. The two sides of the debate and 

their implications are considered below. 

Hirst and Thompson (2001) state that globalisation has become a 'fashionable concept 

in social sciences. ' Those who choose to embrace this concept conceive of a world 
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shaped by extensive, intensive, mpid flows of capital, commodities and aspects of 

culture across regions and continents. Concomitant with this reality, they contend, is 

the erosion of state sovereignty and of fixed political identities. The globalist view 

invites us to question whether the nation state is still a relevant political reference point 

for notions of citizenship, or whether we need to revisit the spatial dimensions in 

which citizenship operates. Opponents of this view, labelled 'sceptics' by Held and 

McGrew (2001) maintain that the process we are experiencing is better defined as 

internationalisafloiL They suggest that rather than the development of a new economic 

structure, we are witnessing 'conjunctural change' towards greater international trade 

and investment within an existing set of economic relations. Both the 'globalists' and 

the 'sceptics' acknowledge several sets of empirical realities: 

1. there is growing economic interconnectedness within and among regions 

2. old hierarchies are being challenged and new inequalities generated 

3. transnational. and transborder problems pose new challenges for national 

goverruments 

4. there has been an expansion of international governance 

5. new modes of thinking about politics, economics and culture are required 

(Held and McGrew 2001: 3 8). 

In this sense, the two sets of views are not really opposing. However, our response to 

the state of the worId today depends upon our view of globalisation. One reason why 

the debate matters is that it affects our understanding of citizenshiP in the twenty-first 

century. It sheds light upon our understanding of the limits and possibilities of a 

reconstructive approach to education for citizenship. The crux of the debate seems to 

hinge on the role of states - more specifically sovereign states - in the current global 
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context. Nation states face challenges in managing the impact of the economic order, 

or of growing economic disorder, upon those they deem to be their citizens. This has 

important implications for society and democracy, and potential effects upon citizens' 

sense of their identity. It presents challenges for education in terms of understanding 

who we are, developing global perspectives and insights into how we can manage as 

well as influence the new realities we face. 

This section will consider whether globalisation is a valid concept applicable to a new 

situation. It will suggest that we are facing new challenges in terms ofi. 

- Conflict and conflict resolution on a range of scales, and issues, particularly 

sustainability, environmental management; 

- The changing role and nature of the nation state; 

- Challenges about the nature and feasibility of democracy at local, national and 

intemational levels. 

These challenges demand that education for cosmopolitan democracy provides the 

relevant information and skills, as well a sense of belonging to communities at a range 

of geographical scales. 

ZIq) World economy. - globalisation or intensifying imperialism? 

Ile globalists, arguing that there is evidently intensifying economic integration within 

and across regions, point out that daily turnover on the world's foreign exchange 

markets currently exceeds by about 60 times the annual level of world exports. They 

contend that we are witnessing a new transnational economy, accompanied by a new 

global division of labour. Alongside this, as sceptics would agree, during the decade 
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from 1989, the share of the poorest 20% of the world's population in global income 

halved. Expanding inequality is thus 'the most serious problem facing world society. ' 

(Giddens, 1999: 16). Giddens links capitalism's disregard for the losers in the global 

economy partly to management of risk, 'the mobilizing dynamic of a society built on 

change' and reminds us that modem capitalism embeds itself into the fidure by 

calculating future profit and loss as a continuous process (Giddens, 1999: 24). Sceptics 

would maintain that this tendency has always been inherent to capitalism and that what 

others call 'globalisation' is simply a new mode of Western imperialism dominated by 

the needs and requirements of fmance capital. For them, the responses they and their 

traditions have consistently engaged in continue to be appropriate, and it is not 

necessary to treat the current conjuncture as a different challenge. 

For sceptics, internationalisation does not displace, but complements, the 

predominantly national organisation of economic activity. (Held and McGrew 2001: 

20). They see multinationals as little more than 'national corporations with 

international opemtions' (ibid: 2). The question here centres on the extent to which 

national government actually control these corporations. Giddens (1999) argues that 

global markets so effectively escape political regulation that economic globalisation 

creates a 'runaway world'. Garrett (2001) exemplifies this by quoting Robert Reich's 

articles in the Harvard Business Review proclaiming that the distinction between 'us' 

and 'them' in the global economy is not between countries, but rather between a 

nation's citizens and the multinational firms operating in it, irrespective of where they 

are owned. ' (2001: 3) 

For some sceptics, particularly structuralist Marxists (Callinicos, 1994), globalisation 

is simply a 'necessary myth' which helps to justify the creation of a global free market 
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and the consolidation of Anglo-American capitalism. The problem with the latter 

assertion is that global economic trends do not simply equate with the domination of 

what was previously regarded as 'western' capitalism. There is some evidence that in 

certain spheres of economic activity other centres of economic power are serious 

contenders - notably Asian economies. Gray, from the globalist perspective, suggests 

that Chinese capitalism is emerging as a rival to America because it 'can go further 

than the American free market in undercutting social markets in Europe and the rest of 

Asia' (Gray, 1999: 78). Clearly the traditional Marxist notion of specifically western 

capitalism as a protagonist has limitations. 

The seemingly stark division of opinion between globalists and sceptics may be 

overstated. Marxists, generally deemed sceptics in this debate, often point to the 

globalists' lack of recognition of the importance of material factors and over-emphasis 

on cultural phenomena. For example, the risk society hypothesis publicised by 

Giddens might be seen from a neo-Marxist perspective as an attempt to invent a new 

cultural concept to explain long-standing characteristics of global capitalism. Halliday 

contends, from his neo-Marxist perspective, that 'the greatest risks are arguably the 

ones dealt with in international relations, and have been so for some decades. ' 

Nonetheless he also concedes that the range of insecurities is changing (Halliday, 

2001: 11). Linklater asserts that Cox's (Marxist) analysis of the world order, which 

'remains the most ambitious attempt to use historical materialism as a means of 

superseding statecentric international relations theory' is '... not an exercise in 

economic reductionism' (2001: 143). Linklater reminds us that Marxism has always 

been concerned with capitalist globalisation and argues that its adherents have 

reassessed Marx's writings on this. 
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Again. the polarisation between the position of Marxists (as sceptics) and globalists 

appears to have been exaggerated. This is even more obvious when comparing the 

perspectives they articulate- on the ability of the state to control movements of capital. 

Held cites neo-Marxists' writing about the modem state which 'stresses its limited 

autonomy from the dictates of transnational capital or from the structural requirements 

of the global capitalist order' (1995: 26). Halliday writes 'Globalisation does reduce the 

ability of individual states to control the movements of goods and capital across 

frontiers' (2001: 7). 

Both would-be sides of the debate continue to some degree to acknowledge the power 

of the nation state. Ile Marxists' and some sceptics' recognition of this continuing, 

albeit more limited in some spheres, power (Held and McGrew, 2001) is not totally at 

odds with all the globalists' pronouncements on this matter. Gray (1999) is adamant 

about this: 

Sovereign states are not going to become obsolete. They will remain decisive 

mediating structures which multinational corporations compete to control. This 

pivotal role of sovereign states makes a nonsense of the claims of hyper 

globalists, business Utopians and populists who maintain that multinationals 

have supplanted sovereign states as the real rulers of the world. It explains 

why global markets seek leverage over states and why they cannot ignore them. 

It eliminates the narrow margin in which governments can act to help their 

citizens and for economic growth. This protective function of states is likely to 

expand, as citizens demand shelter from the anarchy of global capitalism. 

(1999: 76-77) 
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There is, however, a greater gulf between those Gray calls 'hyper globalists, business 

Utopians and populists' and globalists like Gray and Giddens. Among the former are 

adherents of what Halliday labels 'hegemonic optimism'. He includes Francis 

Fukuyama, and Thomq Freidman in their ranks. 

Hegemonic optimism is, not to over-simplify, the view of the major leaders of 

the OECD states, it is the world view proclaimed in the house journals of 

global hegemony - the Economist, International Herald Tribune, the Financial 

Times 

(Halliday 2001: 3 1) 

He alleges that this view sees the world as being on the verge of a new triumphal age 

in which 'political liberalism, market economics and the advances of science ... will 

usher in a new epoch. ' This perspective, of course, faces several problems, including 

the relative lack of bases for real international cooperation; the collapse of the regime 

of non-proliferation and test ban renunciation; the threat to stability posed by structural 

economic inequalities and the fact that democracy and the unfettered market are not 

necessarily compatible (Halliday, 2001: 32 -33). 

It is worth noting that not all opponents of corporate capitalism are pessimistic about 

the future in terms of international mobilisation for rights. Noam Chomsky 

(Kingsnorth: 2002) described the 60,000 strong February 2002 meeting of the World 

Social Forum as the 'first real promise of a genuine International'. He claims that 

today's movement has developed a new level of solidarity with a very broad 

membership: a genuine people's movement which has been drawn together around the 

primary theme of globalisation. This view resonates with Delanty's conviction that 

globalisation has 'opened up new opportunities for participatory politics' (2000: 130). 
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Whether we call the current trend in the global political economy 'globalisation' or 

'imperialist globalisation' and even if we do not subscribe to the hypothesis of a 

'runaway world', the literature points overwhelmingly to the problems of increasing 

instability, continuing warfare, and growing inequality. All these factors have political 

implications and can be seen to pose a challenge for democracy in general and social 

democracy in particular. Growing economic interconnectedness is undeniable. As 

global citizens, young people need global awareness, to be able to recognise their 

common humanity and make connections between their own lives and those of others. 

(Osler and Starkey, 2005: 78). Education for democratic participation and particularly 

cosmopolitan democracy, in this context, is a moral imperative. 

The next section considers the implications of the five trends listed by Held and 

McGrew (1991) which are recognised by globalists and sceptics alike. 

ZI b) Globalproblems: sustainability, environmental issues and conflict 

Whether or not we accept Giddcns' risk society hypothesis, there is ample evidence 

that our planet's ecological balance is in danger (Yearley, 2001) and that our 

management of the global environment has led to dangerous competition for very 

scarce resources. This leads to conflict: 'as scarcities of natural resources increase, 

sovereign states are being drawn into military competition for the necessities of 

existence' (Gray, 1999: 77). 

Yearley (2001) explains that the problems of ozone depletion and pollution, while their 

impact spreads unevenly across the globe, 'can plausibly be presented as global by 

their very nature'. The difficulty is that although a sense of global identity and 
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common threat should bind humanity in seeking to tackle these problems they actually 

result from people in one part of the globe displacing their problems to other parts 

(2001: 376). He concludes, alarmingly, that: 

The unevenness of development, the inequalities of power and wealth 

associated with globalisation indicate how idealistic [ ... I the notion of a 

'common future' is. The majority of transnational environmental problems - 

most notably the need to abate carbon dioxide emissions - are easier to read as 

displays of conflicting interests than as instances of people shaping a future in 

common 

(2001: 385). 

Gray (1999) concurs that regulation of environmental standards is a Utopian prospect. 

He says that as unaccountable capitalism spreads, 

More and more of the earth will, as a result, become less and less habitable. At the 

same time the price will rise for the few societies rich enough to be able to keep 

the local envirorument is liveable, and if, despite this, they persist in imposing costs 

of pollution and other environmental social costs on businesses, profits will fall 

and capital will migrate 

(1999: 81). 

Global insecurity, in the view of Kaldor (2000) means that wars are still claiming 

millions of lives. At the very time when rhetoric about human rights is being 

promoted, UN peace-keeping is diminishing. The 'new wars' ravaging the globe and 

affecting millions in the Nfiddle East, Africa and Asia are, she says, considered of 

secondary importance to the preoccupations of security planners in the more 

economically developed countries. Writing a year before the events of September 110' 

2001, Kaldor argued that 



46 

the contradiction between the rhetoric and the reality can be explained 

primarily by a misdiagnosis of the sources of insecurity. This misdiagnosis is 

the result of a tendency to allow the fantasies of the technologists, the vested 

interests of military industrial institutions, the anachronistic mindsets of 

military planners, the spin of instant television coverage and the traditional 

assumptions of diplomats to dominate our definitions of security issues.... 

(2000: 2). 

She wrote of the perceived threats including transnational crime, individual terrorists, 

through to a fiffl-scale global war. Ironically, the 2001 attack on New York has been 

seen by some to have confirmed their diagnosis. The response to these events of the 

American and British governments tends to confirm the view of the globalists that 

Gnational security has become a multilateral affair' (Held and McGrew, 200 1). 

Certainly, the ongoing threat of war and the ecological health of the planet cannot be 

tackled within the national fiume. The future of our planet hangs in the balance, and 

schools face the difficult task of preparing young people to resolve conflict effectively 

as well as to manage the environment responsibly. Young people must have access to 

information about issues such as climate change, global warming and environmental 

management, as well as about how to manage the conflict between the immediate 

demands of humans and the longer-term conservation of a sustainable ecology. They 

need to understand and know how to influence conflict resolution in their own lives as 

well as nationally and globally. They must have the skills as well as the confidence to 

respond to these challenges, 
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ZIc) The importance of the nation state and the question of national identity 

The positions at the two ends of the spectrum on the globalisation debate would seem 

to offer contradictory answers to the question of whether the twenty-first century will 

see substantial reductions in the power of the nation state. The globalists conceive of 

substantial changes in social life and world order. Along with the transformation of 

some kinds of economic organisation, they also envisage new trends regarding the 

territorial principle and power. Held and McGrew state categorically that globalisation 

'delivers a direct challenge to the territorial principle of modem social and political 

organisation' (2001: 7). The link between territory and political power, globalists 

claim, has been broken, and globalisation is eroding nation states' ability to act 

independently. At the same time, political authority, in their analysis, is being 

intemationalised and political activity globalised. 

Sandwiched between the constraints of global fmancial markets and exit options of 

mobile productive capital, national governments across the globe have been forced 

to adopt increasingly similar (neoLiberal) economic strategies which promote 

financial discipline, limited governmen and sound economic management 

(Held and McGrew, 2001: 27). 

Gray points out that national governments today cannot implement ambitious 

countercyclical. policies, can only manage their economies at the margin, and now have 

fiscal conservatism forced upon them by world markets (1999: 78). 

Some sceptics, on the other hand, see national governments as the only proper 

instruments for managing the global problems of inequality (Hirst and Thompson, 

1999). Another category of response, which can be called political communitarianism 

or the Third Way, (Giddens, 2002) emphasises the importance of the role of the 
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6citizenry' in pursuing the 'political good'. The tendency of this position is to locate 

rightful power and authority within the sovereign state. The polity's elected 

representatives need, political communitarians maintain, to do what is right for their 

citizens informed by their culture, politics, traditions and boundaries. This position is 

held by Miller (1992) whose position Delanty (2000) describes as 'nations within 

nationalism' (2000: 28). In contrast, a reconstructive approach to citizenship and 

cosmopolitan democracy would encourage citizens to look beyond the state and to 

develop their own empowering networks to promote action for the greater (global) 

good. 

While the sceptics argue that the current developments associated with 

'internationalisation' will bring a resurgence of nationalism and national identity, 

globalists argue that there are signs of emerging global popular culture and that fixed 

political identities are being eroded. Again, the difference in perspectives can be 

overstated. Just as global political culture has been affected by the dialectic between 

capitalism and democracy, often opposing forces, so identity, already multi-layered, is 

stretched and shrunk in scale according to how individuals and communities 

experience their contexts. Giddens writes of nations becoming 'shell institutions' and 

of the need for nations to 'rethink their identities' (1999: 18). Despite this, there has 

been a resurgence of national identities, however imagined or artificially constructed. 

As Kaldor (2000) reminds us, identity politics, attributable partly to the 'loss of 

integrative legitimising ideas' is the cause of many of the 'new wars' that currently 

plague the globe (2000: 5). 
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For some globalists, the decline of the nation-state and rise of multilateralism present 

new forums for addressing global problems. Held suggests that developments in 

international law and institutions 'portend a new possibility in which the nation state 

becomes but one type of political actor, without exclusive privileges, in the 

international legal order' (1995: 89). 

This perspective has important ethical implications, to which we will return. It 

underlines the absolute necessity of promoting a sense of global identity, a feeling of 

solidarity with all other humans and awareness of universal human rights. It also 

highlights the need to provide young people with insights into international 

organisations such as the United Nations. 

ZI d) Capitalism and democracy: increasingly at odds in theface of globalisation? 

The position of the nation state in the context of globalisation is contradictory because 

of the dialectic between capitalism and democracy. Of course, the concept of 

democracy is itself problematic (Held: 1999). Perhaps the most useful conception of 

democracy for a global age is Held's 'cosmopolitan democracy' (1999: 353-5). This 

includes the requirement that 'groups and individuals have an effective means of using 

political authorities for the enactment and enforcement of key rights'. 

As is shown by the literature on the historical development of concepts of democracy 

and citizenship (Delanty, 2000; Held and Thompson, 1991) the emergence of 

democracy in its current form is linked to the rise of capitalism, albeit through a series 

of struggles. For Giddens, increasing state power with the development of capitalism 

led to the shaping of new relations between the state and its subjects. These relations, 
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based on consent rather than force, but resulting to some extent from class conflict, 

conceded to citizens the right to have a say in government (Held and Thompson, 

1991: 172). Class conflict, and the other challenges to state hegemony represented by 

movements for women's rights, anti-racist and ecological movements have continued 

in varying degrees to expand the demands of citizens' rights. In the twenty first 

century, some of these interests need to look beyond the boundaries of the nation state 

to realise their rights. As Held explains: 

the whole relation of rights to the nation-state has itself become progressively 

more problematic in the twentieth century. For a gap has opened up, linked to the 

processes of globalisation, between the idea of membership of a national political 

community, i. e. citizenship, and the development of international law which 

subjects individuals, NGOs and governments to new systems of regulation. 

(1991: 176) 

The growing tension between capitalism (particularly as defended by the nation state) 

and democracy could be seen as the fundamental dilemma for national governments 

seeking to uphold some form of social democracy. Delanty argues that globalisation is 

a movement of worldwide social transformation spearheaded by the dual forces of 

capitalism and democracy (2000: 92). Giddens concurs, stating that globalisation lies 

behind the expansion of democracy, but, simultaneously and paradoxically, 'it exposes 

the limits of democratic structures which are most familiar, namely the structures of 

parliamentary democracy' (1999: 5). If nation states cannot totally control the 

behaviour of capitalism and its effects, they are likely to seek new approaches to the 

management of democracy. Other tensions between capitalism and democracy include 

the rights of the individual versus the collective; the profit motive against universal 

well being and equality and competition versus collaboration. 
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For educators, these tensions mean we need to widen young people's concepts of 

democracy, recognising the imperfections of parliamentary democracy in its current 

form, and exploring viable alternatives. Education for democracy is essential. It needs 

to be informed by a human rights perspective as well as experiences of democratic 

contexts. This a challenge for teachers seeldng to develop reconstructive approaches to 

citizenship education, especially in light of the fact that schools are often anything but 

democratic institutions. 

2.2 Responding to globalisation's challenges and opportunities: the urgent need 

for citizenship education. 

Globalisation, it is suggested above, calls into question aspects of nation states' ability 

to protect citizens from the fluctuations of global markets, from the consequences of 

global warming and environmental destruction, and from constantly emerging sources 

of conflict and insecurity. For young people to confidently embrace the future and to 

sense their power to make a difference, they need new kinds of learning experiences. 

They need to know about what is happening locally, globally and nationally. They 

need to develop skills in investigating issues that affect them and the planet. They need 

to sense what it is like to act in solidarity and to be able to make a difference. Some of 

this is about being informed about the opportunities globalisation brings for solidarity, 

for international links and tolerance of diversity. Most importantly, young people need 

to be able to develop a strong internal locus of control (Wallace, 2000) and agency and 

to experience positive outcomes of their own volition and actions. Without these skills 

and experiences, young people are likely to become more alienated, more trapped in 

atomised cultures, more disenchanted and further disempowered. They need to be seen 
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by older people as trustworthy partners in developing a better future. This means that 

many adults need to change the ways in which they think about and engage with 

younger people. 

The official literature indicates that citizenship education is about 

w becoming informed citizens 

" developing skills of enquiry and communication 

" developing skills of participation and responsible action. 

Education for cosmopolitan democracy amounts to more that the sum of these three 

dimensions. If we are, as Osler and Starkey (2005: 85 - 87) invite us to do, to consider 

both the structural/political (the cognitive dimensions of citizenship as status) and the 

cultural/personal (the affective aspects) we have also to focus on young people's 

senses of identity and belonging. In fact, in evaluating the effectiveness of programmes 

of education for citizenship, Osler and Starkey have used a four dimensional model 

which considers infonnation, skills, identity and inclusion separately (op cit, 88). It is 

imperative for young people's sense of self esteem and agency that they feel included 

through approaches and activities which promote equality of worth and participation 

for all. Identity and inclusion must be addressed from a global perspective. 

The five new phenomena peculiar to globalisation. listed by Held and McGrew 

(2001: 38) require new sets of knowledge, skills and attitudes. 

Z2a) Growing economic interconnectedness 

A recent World Bank study (World Bank Group, 2002) states that 24 developing 

countries have increased their integration into the world economy, and that many of 
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these countries have adopted policies enabling them to participate in global markets. 

Twenty-first century citizens need to understand, both as consumers and as producers, 

aspects of the global economy. They need to be able to make informed judgements 

about how their patterns of consumption affect producers in other parts of the world as 

well as the global environment. The citizenship National Curriculum for England 

specifies that students in secondary schools should be taught about 

the world as a global community, and the political, economic, environmental 

and social implications of this... (DfES/QCA 1999: 14) 

Effective education for cosmopolitan democracy goes ftu-ther, in that it encourages 

identification at all levels of community, so that young people empathise and identify 

not just with their immediate communities, but that they to conceive of themselves as 

citizens of the world, and as members of 'communities within communities' (Osler 

and Starkey 2005). The concept of communities within communities is one originally 

developed by Parekh (2000) and reflected in the Runnymede Trust's report on the 

future of multi-ethnic Britain, and our understanding of citizenship should take account 

of overlapping layers of identity which constitute Britain's community of 

communities. A global perspective is not just an additional part of a list of components 

of citizenship education: it should be the attitude at its heart (Cogan and Derricott, 

2000: 132). 

Z2b) Challenges to old hierarchies and the development of new inequalities 

Phenomena such as the collapse of regimes in countries as diverse and distant as 

Afghanistan and Bosnia have brought new movements of people across the globe and 
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new groups of people in need. The ILO estimates that there are 175 million migrants in 

the world, 56 million of them living in Europe (ILO, 2004). VvUle their presence could 

be an economic advantage, negative perceptions of them can cause instability: 

'Discrimination and social exclusion seriously diminish productivity, foster social 

conflict, and reinforce ghettoisation of significant groups of the population' (ibid). In 

Britain, absolute poverty may have diminished (Inland Revenue, 2003: National 

Statistics Online), but inequality in Britain has grown. The richest 1% of the 

population owned about one fifth of the country's wealth in 1976. By 2001 this share 

had increased to approximately one quarter (Wand Revenue, 2003: National Statistics 

Online). We ignore these realities at our peril: the growing gulf between affluence and 

desperate poverty, in Britain's cities alone, will mean increased conflict and insecurity. 

In our global age, citizens need to become part of the process of confronting and 

solving these problems. At the very least, then young people in England need to learn 

about the diversity of identities and to 'use their imagination to consider other people's 

experiences' (DfES/QCA 1999: 14) in order to contend with twenty-first century 

society. The WES guidance does not mention how difficult it can be to create a sense 

of belonging is such an unequal context. As Osler puts it: 

Equality of dignity, which underpins human rights, cannot be translated from a 

principle to a sustainable reality in societies where there are deep structural 

social and economic inequalities. 

(2005: 4) 

What is needed is a sense ofjustice and of solidarity that is best informed by a human 

rights perspective, and a range of learning experiences that equip young people to 

understand and confront inequality and racism. 
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Z2c) Transnational and transborderprobleins 

Held and McGrew's (2001) examples of these include the spread of genetically 

modified foodstuffs and money laundering. They argue (2001: 3 8) that these call into 

question' the traditional role, functions and institutions of accountability of national 

governments. ' These issues are the stuff of citizenship education which, according to 

the National Curriculum (DMS/QCA: 1999), should include knowing and 

understanding about the world as a global community as well as the ability to ' think 

about topical political, spiritual, moral, social and cultural issues, problems and 

events... '(1999: 14). Citizens current and future need to be informed and empowered to 

develop new means of. confronting these difficulties. We also need to revisit the means 

by which the public are informed about the risks and benefits of scientific endeavour 

such as genetic engineering. In part, this may involve developing new forms of 

international cooperation. The parameters within which citizenship learning explores 

these issues will need to shifL New reference points, which transcend existing political 

structures and processes, will need to be found. Sections 2.2e) and 2.3 below begin to 

explore how these might be found within discourse ethics. 

Z2d) Erpansion of International Governance 

'Me expansion of international governance at regional and global levels includes the 

growth of the EU and expanding role of the WTO. Citizenship must involve 

discovering ways to engage with processes of decision making beyond the nation state. 

It must also confront the notion that engaging in political processes is futile because 

the decision makers are so far removed from those their decisions affect. As Porter 

(1999: 65) puts it: 
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The decline in democratic participation grows out of the sense of powerlessness 

that is spread by the belief that matters of great moment are inevitably settled 

by elites at the global level 

He goes on to assert the necessity of education for democratic participation: 

The practice of democracy cannot be left to national assemblies of politicians. 

It has to infuse every aspect of the encounter between individuals and groups in 

society if it is to be sustained in the face of the immense pressures that are 

building as the result of globalisation. 

(1999: 67) 

Z2e) The needfor new modes of thinking aboutpolitics, economics, culture and 

identity 

Porter (1999: 66) calls, perhaps idealistically, for reflexive states and reflexive schools, 

the former being the kind of state which promotes the idea of decision-making 

pluralism. The reflexive state would be one which would operate through rational 

dialogue and interactive governance. Modes of political organisation and political 

communities have already begun to transcend the nation state. It is important that 

people of all ages identify with international efforts to protect the global enviromnent, 

to prevent war and to promote equality. 

Globalisation is such an overwhelming reality that, as Giddens, states, no one can 'opt 

out' of the transformations it brings. He explains how the sense of unpredictability and 

the uncertainties of modem life 'act to deskill many aspects of daily activities' 

(1991: 22). This brings new challenges for communities and individuals. Change is 

endemic. We can neither rely upon the wisdom of the past nor our individual resources 



57 

and knowledge. Communities and individuals, particularly young people, are faced 

with potentially disempowering risks and dangers, from which the welfare state cannot 

protect them. Some of the discourse on the New Labour's policy responses to 

globalisation suggests that its impact has been to deepen disadvantaged communities' 

sense of powerlessness and further segregate and control the lives of young people. 

(Gamarnikow and Green: 2000; Goldson 2002). Modemity, says Giddens, 'breaks 

down the protective fi-amework of the small community and of tradition, replacing 

these with much larger, impersonal organisations'. This requires that the altered self 

'has to be explored and constructed as part. of a reflexive process of connecting 

personal and social change' (1991: 33). Young people need opportunities to engage 

with this process. They need to experience agency, creativity and solidarity. 

A creative involvement with others and with the object-world is almost 

certainly a fundamental component of psychological satisfaction and the 

discovery of 'moral meaning'... 

... the experience of creativity as a routine phenomenon is a basic prop to a 

sense of personal worth and therefore to psychological health 

(Giddens, 1991: 41) 

Citizenship education, where it involves active and effective participation with change 

outcomes, where it promotes a sense of connected identity, is what should be available 

to young people facing the impact of globalisation. All people, young, and old, need to 

develop new ways of seeing the world and political participation in shaping its future. 


