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Executive Summary

Introduction
Almost all respondents agreed wholeheartedly that schools and pre-5 centres
had a role to play in educating young people for active and responsible
citizenship. Many were keen to point put that the school should not be seen
as the sole provider, emphasising the role of the family and other agencies.

Section 1
Generally the broad view of citizenship was greeted with approval, but it
provoked a number of criticisms. The view of young people as “citizens of
today rather than citizens in waiting” was seen to be too simplistic, as young
people do not have the same legal rights as adults. Some felt that the
document stressed rights at the expense of responsibilities. The focus of the
definition was criticised for being too middle class, and was seen to be aimed
at the nuclear family. More emphasis on inclusion of disadvantaged groups
was requested. A number of commentators urged a more global view of
citizenship, focusing on sustainability.

The key characteristics of effective, responsible citizenship were not met with
unqualified approval. It was pointed out that many young people would be
unable to meet all the criteria, yet could still be effective citizens. The
document was criticised for its naivety in promoting co-operation towards a
common good, since conflict and struggle are a legitimate and important
feature of democracy. It was pointed out that some opinions and actions are
unacceptable and must be challenged rather than respected.

Section 2
The stated overall goal received considerable support, although there was
concern over the emphasis on active citizenship. Not everybody, it was felt, is
either willing or able to participate actively. The goal of political literacy was
controversial, with some feeling it was the essence of citizenship and others
feeling that it had no place in our schools. The lack of a spiritual dimension
was criticised. A suggested addition to the stated goals was explicit reference
to leaving home without crisis, referring to the link between homelessness and
exclusion from citizenship.

The approach to defining and exemplifying knowledge and understanding was
criticised for being daunting, unwieldy, and aspirational. There were concerns
of this becoming simply a “tick list” and calls were made for more
exemplification with age related guidelines. A large number of suggestions
were made for possible additions.

It was widely felt that the skills and competencies were already covered in our
schools. However, a number of respondents pointed out that they were not
the sole preserve of citizenship, but part of education generally. Additionally
they could be put to destructive as well as constructive use.



The values and dispositions were generally met with approval although
problems of interpretation were envisaged, as they were thought to be
subjective and open to debate. There was seen to be an important issue
associated with whose values would be promoted, and how “desirable” values
could be identified.

There were differences of opinion relating to the usefulness of including
creativity and enterprise. Some respondents felt these attributes were vital to
good citizenship, whilst others rejected this view, suggesting that whilst
society needs creativity and enterprise, they are not requirements of all
citizens.

Section 3
There was virtually universal support for education for citizenship for all young
people, however the term “entitlement” provoked some reaction. Some
problems were envisaged with the introduction of an inclusive participative
ethos in schools, as many felt there would be resistance from the schools and
teachers themselves. Additionally such a model could be seen to be at odds
with the current emphasis on central control of the curriculum and
management of schools.

Within the 3-5 curriculum, it appeared that much good practice in this area
already exists. Similarly, in primary schools, citizenship education seemed to
correspond with much that was already provided within the 5-14 curriculum. It
was in secondary schools that problems were envisaged, partly due to the
fragmentation of the curriculum, which made any permeation model difficult to
manage. Additionally, subject choices at 14 created problems for ensuring
equity of provision. Within the secondary sector concerns were expressed that
modern studies would either carry an unfair burden of the responsibility, or
that some of the subject material in the modern studies course would be
taught by non specialists elsewhere in the curriculum.

Section 4
Whilst there was widespread agreement that citizenship should not be taught
as a separate subject, there were also misgivings about the success of cross-
curricular initiatives in the past. Many respondents referred to the need for
careful audit both of the existing curriculum, to find where citizenship
education is already delivered, and of any future curriculum to ensure all
pupils had access to appropriate experiences.

Assessment or accreditation of citizenship was widely rejected, as it would
narrow the concept of citizenship and in any case be difficult to administer.
Additionally concerns were expressed at the idea of some young people
leaving school as “failed citizens”.

Enthusiasm and commitment of teachers could be maintained, it was
suggested, by recognising existing good work, developing a sense of
ownership of the initiative amongst teachers, by introducing citizenship
education over a sensible time scale, and by providing sufficient resources,
support and training.



Foreword
The following document contains an analysis of the written responses to the
consultation document Education for Citizenship in Scotland which was
produced by Learning and teaching Scotland, and distributed by them from
October 2000. A series of seminars across Scotland also brought together
people from a range of interested agencies.  Notes from these events were
also scrutinised as part of the analysis described here.

In addition to the written responses, there were also a number of electronic
responses (handled and analysed by a team from Napier University)  and
consultation with groups of young people.  Neither of these data sources is
reported here, however.

The task set for the researchers was:
• to read and analyse all written consultation responses to the document

Education for Citizenship in Scotland
• to confer with colleagues analysing the electronic consultation responses
• to confer with colleagues undertaking and analysing the youth consultation
• to liase with the development officer of Learning and Teaching Scotland
• to produce a report on the written consultation responses to the document

Education for Citizenship in Scotland.

We understand the sum purpose of the consultation phase to be to provide
evidence that will inform the formulation of advice to Ministers by the Advisory
Council of Teaching and Learning Scotland.  158 responses were ultimately
read and analysed by the two authors.  A full list of respondents is included as
appendix A. Appendix B tabulates these respondents by their type, to give an
indication of the range of views represented in the consultation responses.  A
number of responses were received after the official deadline, but most were
analysed.

In this draft document the authors have stuck closely to the format of the
original consultation document, and present the findings according to the
questions posed in the text.  A number of more general comments were
received which related either to the nature and style of the document overall,
or which raised pertinent issues beyond the scope of the questions.  These
are summarised in a final section.

Within the responses to each section we have attempted to cluster comments
by respondents from similar sectoral groups, e.g. local authority responses,
school board responses.  It is of interest to note a prime distinction between
those who speak from ‘within the box’ and those who speak from outside it.
Those ‘within the box’ clearly have the day-to-day knowledge of schools and
curricula, speak the jargon, understand the coded messages and thus have
value as informed respondents.  However, it is clear from this analysis that
some of the most ‘creative and enterprising’ thinking (to borrow a phrase from
the document itself) came from those outside the box.  We hope that we have
represented the views of both groups well.



Introduction:  a role for schools and pre-5 centres?

1.1.1: The paper argues that schools and pre-5 centres have key roles to
play in educating young people for active and responsible citizenship.
What is your view?

Almost all respondents agreed wholeheartedly with the notion that schools
and pre-5 centres have a role to play in educating young people for active and
responsible citizenship. Those who expressed the strongest endorsement for
such activity were the faith groups (149; 145), many of whom could point to
publications of their own which highlighted the need for children and young
people to develop citizenship values.  The Scottish Episcopal Church
Education Committee (148) was typical in feeling that for many young people,
schools may be the only place where they receive any encouragement to be
an active and responsible citizen.  They comment: “… as a Church we are
concerned about the fact that fewer and fewer children attend church and
Sunday school, where Christian/human values are reinforced.  We
acknowledge this with sadness, but recognise that because of this, more
pressure is being placed on schools to provide these basic human values that
once were learned at home or at church.  The schools and therefore the
teachers, are being entrusted with a tremendous responsibility, which we are
certain they will rise to.”

Whilst agreeing in principle, many respondents (notably almost all local
authority respondents) were keen to point out the importance of stressing that
this did not mean schools should be the sole repositories of education for
citizenship.  A number of respondents emphasised the need to involve
parents or to credit the work that is done in families (32; 143; 12; 134; 131;
126; 27; 56). The Scottish Association of Geography Teachers (73) felt, for
example, that “the role of formal education should not be overstated”, pointing
out that young people spend only 15% of their lives in school and the other
85% in other homes and communities.

Continuing this theme, Ken Brown (38) felt that: "There seems to be a danger
of attributing omnicompetence to schools".  He reinforced his point by quoting
Halsey (1972): "The major determinants of educational attainment are not
schoolmasters but social situations, not curriculum but motivation, not formal
access to the school but support in the family and community.”

Some respondents pointed out, however, that it was precisely because
parents have such a vital role to play that educators should have a concern.
Given that it was not possible to assume that all parents acted in an
appropriate way towards or with their children, schools could be seen as a
vital remedial service to guarantee that all children had at least some
exposure to appropriate sets of values.  Mr A G Young, Kyle Academy, South
Ayrshire (20) notes that schools have a key role: “….if parents are not
demonstrating good citizenship, we cannot expect their children to do so, and
if the media continues to promote the rights of every individual to do what they
want, then we have little hope.”



The One World Centre (88) concurred:  “For many young people, school may
be the only participative community to which they belong. In large numbers of
cases children may not be living within the basic community of a stable family,
and even where they are, this family is likely to be living in isolation from other
families owing to pace of life and work. Consequently, there is full agreement
that schools and pre school centres have a key role to play.”

Glasgow City Council Education Services (56) expressed general agreement
that there is a vital role for all sectors in developing active and responsible
citizenship.  They commented: “Personal and social circumstances can often
mean that young people have a narrow experience of what it means to be a
citizen and more ideas of rights than responsibility.”

Similarly, other organisations felt that many other agencies and settings were
also sites for citizenship education, and felt that this needed stressing at the
start. Young Scot (144), for example, pointed to the need for partnership with
local authority community education services and voluntary youth
organisations, a view endorsed by others (131; 50; 87; 92).

Many felt that the question was an academic one in that citizenship was
already part and parcel of the curriculum (7; 8; 119)

A number of respondents picked up on the point that this might be seen as a
particularly significant historical point at which to introduce the idea of
citizenship education.  For some, this hint in the text related entirely to
Scottish devolution and the development of the Scottish Executive’s powers
(124).  For others, particularly the lobby groups associated with environmental
issues, it implied something even broader, in relation to a perceived global
crisis about sustainable forms of society (133). The Scottish Wildlife Trust
(SWT)  (72) made this feeling explicit: “… the time is right for a paper like this.
Recent developments in Scotland and indeed, throughout the world, indicate
that we are now in the midst of a period of enormous change, the
consequences of which are quite difficult to imagine.  Young people in
particular need to understand and feel that they have some control over the
political, economic, social, environmental and cultural upheaval…”. They go
on to point out that though the introduction correctly points out a general lack
of interest in general democratic processes, there is now a massive interest
(especially from young people) in single-issue politics, on topics like their own.
This, they felt, indicated  “… that they [young people] do care about certain
key issues they feel have an influence on their lives”.

Some respondents agreed to the basic proposition that schools should
become involved in such activity, but with a weariness that was unmistakable
(42; 44). NASUWT Scotland (111), for example, broadly agreed, but had
reservations on the implications for schools.  They felt the result could be
curricular changes that are unrealistic and undeliverable: “The over ambitious
nature of the proposals will place impossible burdens on teachers in an
already overcrowded curriculum, as no additional time would be allocated to
the outcomes.”



The reservations of others related more to a profound pessimism that this
exercise could be accomplished without dragging teachers into political
arenas that they had no taste for. Mr G H Edwards of Morrison’s Academy,
Crieff (18) noted, for example, that the document was careful to avoid a
political or party political stance: “… nevertheless the whole concept of
education for citizenship has at its core an awareness of, and encouragement
to become involved in political life and issues.  I believe that this tension is
one that many in the profession will find difficult and even a cause of anxiety,
in much the same way as issues related to sex education and religious
education inevitably do.”

Similarly, the Forum on Scottish Education (22), whilst agreeing that the aims
of school education should be to enable young people to operate as citizens
in a modern democracy, felt that the programme outlined did not provide
either a sound or practical model for promoting citizenship in school
education.  Their main critique was that “what it means to be a citizen
depends on the type of state in which the citizenship is exercised.”  They
noted: “… the view was expressed in the Forum that the essential thrust of
State policy, even when entrusted to liberal and even wise politicians, was to
bring about compliance by the populace to a set of centrally determined
norms. …The very fact that it [this view] was expressed illustrates the extreme
difficulty of creating any set of curricular guidelines based on objective
educational principles in this contentious area.”

Overall, however, there was strong support for the development of work on
this subject.  This was a feeling exemplified by the Director of Childline
Scotland (63) who noted that Childline listened to many thousands of young
people each year, many of whom complain that adults do not listen to or
involve them in issues which clearly concern them greatly.  They also heard
adults at times questioning whether young people had ‘sensible’ things to say
about matters concerning them.  “It would seem to be vital to equip children
and young people with the skills and information they need to be able to
participate.”



What is citizenship and why is it important?

1.1.1. A broad view of the meaning of citizenship is advocated. How far
do you agree with this view?

The broad definition of citizenship produced some problems for respondents.
Many tended to feel that, like the proverbial curate’s egg, it was ‘good in
parts’.

Generally there was broad approval (e.g. 10; 12; 141; 56; 16; 31; 33; 86),
such as that exemplified by the Director of Childline Scotland (63) who
believed that the broad definition was important and should remain wider than
participation in political life.  Others veered to the opposite view, feeling that
too broad a definition was given. Daniel O’Sullivan, (80) felt the definition tried
to take in too much and that it thereby diminished the concept of ‘citizen’,
which is a legal term which defines the rights and obligations of people living
in a political entity.

Particular aspects of the definition came in for comment and criticism.  One of
the major themes that respondents addressed was the question of whether
young people are ‘citizens of today rather than citizens in waiting’. Many
agreed wholeheartedly with this view (119), but a number felt that statements
like this were too glib.  Such simplistic statements, it was felt, did not reflect
the complexity of a situation where, however much we might wish for
citizenship for children, it was clear that the sort of citizenship they might
enjoy was going to be different from that of adults. Save the Children (UK)
(117) believed that the notion of citizenship presented in the document was an
adult-centred notion.  “If children are to be accepted as ‘citizens of today’, not
‘citizens in waiting’, then we would suggest that the definition of citizenship
upon which a framework of education for citizenship is built, should reflect an
experience of citizenship to which children and young people can relate.”

The definition should also, they felt, acknowledge explicitly that citizenship for
young people does in reality mean something different from citizenship for
adults.  Children and young people, they averred, do not have the same legal
rights as adults on the basis of the age of majority.

A number of respondents were exercised over the fact that the definition
seemed full of talk of rights, but said little about the responsibilities or
obligations of citizenship (18; 36). Cameron Rose (155) felt that the triumph of
rights over obligations had resulted in a destructive and irresponsible
freedom.  Additionally, he felt, it was important to note that there are different
levels of obligation e.g. towards the more vulnerable members of society,
including the elderly, the very young and the disabled. The implication that we
have equal rights and responsibilities cannot be supported, he claimed.

The Church of Scotland Education Committee (23) also stated the need “.. to
break down the kind of individualism that emphasises rights at the expense of



responsibilities.  This means also highlighting our interdependence and the
importance of co-operation in the school setting where competition often
predominates.”  They continue: “It is important that young people should find a
sense of dignity and self-respect which makes them feel important as
individuals but here again that sense of worth should be seen as what they
can contribute as individuals to the community and should be something
conferred upon them by the community.”

VECTOR (29) made a not dissimilar point, feeling that the document might
encourage too technical-rational a view of citizenship.  They advocated
instead a concentration on what it means “to be a person and a citizen.
Citizenship is a role.  It is a public persona…The essential ordinariness and
humility of the role in a community context needs to be given as much
emphasis as the idealisation of the rights and responsibilities of the
individual….we place an emphasis on the development of the internal
authority of the person, the development of moral personhood.”

The Baptist Union of Scotland (149) made similar points, concluding:
“Citizenship is not just about getting people to behave in a certain way – it
should get people believing certain things about themselves and others.”

Others did not feel that the Children’s Rights issues had been tackled clearly
enough, however (72). Save the Children (UK) (117) was stern in its criticism,
believing the absence of a framework of shared values or principles detracted
from the potential strength of the document. The principles upon which it is
built, they commented, reflect a reluctance to sign up to a commonly
understood values base in the absence of a religious or constitutional
framework. Hence the document was open to a variety of interpretations.
They recommended that the UN Convention on the Rights of the Child should
be explicitly referred to as a universal framework and authority.

Pitteuchar East Primary School (118) felt an opportunity was lost here to
address some misunderstandings relating to teachers’ thinking about
children’s rights being in opposition to teachers’ rights.  As they understood it,
human rights are based on the principle of reciprocity.

A number of commentators, particularly those from environmental agencies
and pressure groups (134; 133; 72), urged a more future-oriented definition
that laid more emphasis than it does already on environmental sustainability.

Some respondents were concerned about the constant referral to ‘active
citizenship’. Aberdeen City Education Department (131) noted that ‘active’
does not necessarily equate with ‘extrovert’.

A number of writers commented on what they felt was a peculiar abstractness
in the document at this point.  The references to ‘communities of interest’
were felt by many to be glossing over the reality of a society in which different
groups – both historically and currently – pursued their rights and their right to
be heard in ways which were often in conflict.



Ken Brown (38) commented: "Broad conceptions of citizenship may convey
overtones of mutuality and co-operation at the expense of an appreciation of
historical conflicts and sacrifices involved in securing fundamental rights and
freedoms." He continues:  "There is a need to identify real conflicts of interest
in society and to address some of the more intransigent problems of conflict
resolution."

The Religious Education Movement in Scotland (124) also raised the question
about different communities that are still in conflict. “Discrimination of all sorts
is a blight on Scotland and needs to be addressed head on,” they comment.

The Faculty of Education respondent at the University of Edinburgh (54) made
a similar point.  Returning to the issue of rights and responsibilities, the
respondent noted:  “The document links rights with responsibilities, implying
they are earned. It is important to point out that they are also won. The
achievement of rights can be seen as a historical process of demanding of
rights by groups that were denied them."  Thus whilst welcoming the
community as the context for citizenship, they feel it should be noted that
communities are inclusive, giving a collective identity, but are also by
definition exclusive "and thus permanent sites of contested definition."

Denial of historical divides or the papering over of geographical and social
divisions seems pointless. Pride and identity in the locality were important,
according to the Council for Scottish Archaeology (99) and an understanding
of historic environment was an appropriate vehicle to encourage this. A sense
of heritage and cultural continuity are important to citizenship.

Professor Margaret Sutherland, Emeritus Professor of Education, (59) picked
up this criticism that the document is describing education for a curiously
abstract ‘democratic society’ free of specific links to a given country or part of
the world.  She found this odd, both because Scottish citizens are citizens of
Europe (she noted that there seems to be no reference to European
citizenship even though the British government has stated the intention of
ensuring a European dimension in education).  Moreover, there was also no
dimension of world citizenship, despite the fact that some schools have been
trying to inculcate this in their pupils for a very long time, a point reiterated by
One World Centre (88).

The Scottish Parent Teacher Council (25) made the point most forcefully,
however. It denied the legitimacy of holding a discussion about citizenship
without specific reference to the characteristics of the state of which citizens
are members. “ In fact the nature of the state is an important factor in defining
citizenship, which is not an absolute and does not exist in the same form, in
all places, at all times.

A rather different concern raised by a number of respondents was that the
vision of citizenship was too ‘middle class’.  The Scottish Secondary
Teachers’ Association (24) was concerned that the definition of citizenship
emanated from a “middle class and establishment perspective”.  A review
group that represented the full spectrum of social classes, ages and



experiences would have produced a radically different definition and
approach, they felt.  A number of local authority responses made similar
criticisms.  Dumfries and Galloway Council (36), for example, felt that the
document appeared to be aimed at the nuclear family, with little account taken
of disadvantaged groups (e.g. homeless) who will have difficulty participating.
This was a theme picked up, less surprisingly by the Scottish Council for
Single Homeless (102), who noted:  "We would suggest that some reference
to the need for a secure safe and supportive home needs to be central to
defining citizenship. Without a home, concepts of citizenship verge on the
meaningless, as demonstrated by the well documented exclusion from voting,
education, employment and healthcare associated with homelessness."

Glasgow City Council Education Services (56) agreed with this viewpoint,
saying that it would like to see more explicit reference to social inclusion in the
definition: “If education for citizenship does not make a contribution to
alleviating social exclusion it will have failed.”

ACTS (33) agreed that many young people are alienated from society.
Without changes to the conditions that cause this alienation, citizenship will
remain a theoretical concept for these people. They also repeat the question:
"Of what are we citizens?". Is the model proposed only for a middle class
Scotland, a narrow inward looking Scotland or rather for a complex
multicultural Scotland, or a truly global and generous citizenship?

1.2.1 How far do you agree with the described ‘key characteristics of
effective, responsible citizenship’?

The Review Groups’ suggestions were not met with unqualified approval.
Each one had its critics, some of them very trenchant, and there were many
alternative suggestions.

Aberdeen City Education Department (131) took umbrage before the list of
key characteristics was even arrived at, with a plea for some user-friendly
language.  ‘Dispositions’ seems to have particularly upset!

The Scottish Museums Council (125) endorsed the list in general but has a
number of reservations, including a concern that if effective citizenship is
taken to include these high level characteristics it will be very important to
recognise that some people are unable to demonstrate some or all of these
characteristics because of a learning disability or other personal
circumstances, but that they can still be effective citizens and are entitled to
the rights afforded to all citizens.

The first key characteristic ‘a disposition to examine matters critically…’ is
itself examined critically by Professor Margaret Sutherland, Emeritus
Professor of Education, (59). She noted that “criticism is not something good
in itself: its value depends on the criteria employed by the critic.  An important



task in education is to decide which criteria are acceptable; while educators
may carefully avoid the imposition of certain opinions or beliefs, it is
considerably harder to avoid implicitly transmitting principles by which
judgements are made.  And while learners may well be encouraged to think
about the merits/faults of existing situations, it would seem unwise to lead
them to believe that ‘established conventions and the status quo’ are
necessarily in need of change.  Popular but ill-judged ‘philosophies’ - and
political correctness – must also be recognised as appropriate topics for
analytic thought.”

The Scottish Association of Geography Teachers (73) would like to see bullet
point 4 amended to read ‘the ability and willingness to exercise rights and to
act for the benefit of others and the environment.’  Ken Brown’s comment on
this same point was to the effect that  ‘the ability to exercise rights and act for
the benefit of others’ must be predicated on clear understandings of what
those rights are supposed to be (38).

The Scottish Parent Teacher Council (25) picked out for criticism the fifth point
about ‘willingness to work with others to achieve a common purpose etc’ and
said:  “This is a very naïve view of citizenship.  There are often legitimately
conflicting views about what should be done.  Consider the great debates
over nuclear weapons, fox hunting, comprehensive education etc.  The
function of the state is to make decisions when there is no common purpose
or a shared sense of social and environmental responsibility.”

They concluded: “This list depends on accepting the document’s definition of
citizenship as being for a caring and nice person and not as being about an
individual’s relationship with the state.  It is fine to have education about being
nice as long as this is not confused with education about citizenship.
Citizenship education should include an understanding of conflict, of the
methods used to resolve conflict and the power balance between the different
groupings within society which means that some groups are more likely than
others to get their views heard.” This point echoes the comment made in
section 1 by the Faculty of Education respondent in Edinburgh University.

Overall, Wilson Bain of Moray House  (46) pointed out a worrying streak of
relativism that runs through all these bullet points. “Unless ‘education’,
‘responsible’, ‘respect’, and ‘caring’ have an absolute core of good in their
meaning there seems to be an anything goes / personal opinion approach left.
Even if controversy is healthy, some opinions, let alone actions, are and will
remain unacceptable. One example is support for bullying which can never be
allowed in a democracy or any society where people are citizens in practice.”

Suggested additions included the following:

• an ability to listen and empathise with other people's point of view
(13 )

• a disposition to act out  of integrity, with a willingness to 'stand up
and be counted' (13)



• an understanding of one’s ability to influence the wider community,
and to affect outcomes at both the personal and social levels (24)

• an awareness of the wider world and a sense of their own role as a
citizen (94)

• a willingness to act to make the world a more equitable and
sustainable place (94)

• the ability to resolve conflict in the interests of society at large (98)
• the ability to formulate and apply problem solving strategies

developed through critical thinking (98)
• confidence to agree sensitively with, defend or support an

unpopular decision or view" (143)
• the recognition of and the desire to tackle the effect of poverty and

deprivation on trust in the democratic process (23)
• the ability to use dialogue as a method of handling diversity,

express values and work towards a respect for differences or
finding consensus (57).

A number of church groups and organisations (89; 24) urged the review group
to incorporate more of a spiritual element amongst these key characteristics
(148; 145). Thus the suggestion from both the Sikh Community, Glasgow (67)
and the Scottish Association of Jewish Teachers (35) was to add, as a key
characteristic:

• be responsive to the needs of ethnic and religious groups.

The Church of Scotland education committee (23) added two further points
along similar lines:

• the willingness to face up to and overcome racist and sectarian
divisions in our society

• an ability to accept ‘difference’ in people and to appreciate the
contribution which all cultures, faiths and ethnic groups make to the
community.

Those who already thought the list idealistic or over-ambitious would
presumably be less than content to see all these added to the expectations
we might have of young people.

Glasgow City Council Education Services (56) would like to see a more
explicit statement after this list of characteristics to the effect that these
characteristics can only be nurtured and developed from a springboard of
young people’s sense of themselves as people of worth and value, reflected
in high levels of confidence and self esteem.

In this connection Steiner Waldorf Education in Scotland (70) drew attention
to the value of imagination in developing good citizens. “Imagination is
essential to the development of self-esteem, for feeling good about oneself
stems both from pride in being creative and from feeling one is valued and



can make a valued contribution to one’s community.  Both of these evolve in
part from the ability to imagine a better future to which one can contribute…
Imagination is clearly fundamental in developing the quality of empathy, which
in turn leads to heightened moral awareness.”



What should education for citizenship seek to
achieve?

2.2.1 Education for Citizenship should aim to develop capability for
thoughtful and responsible participation in political, economic, social
and cultural life. How far do you agree with this statement of the overall
goal of education for citizenship?

There was, in general, considerable support for the stated goals from all
categories of respondent.

However, some concern was expressed at the emphasis on active citizenship.
Whilst Falkirk Council (109) felt that active engagement was the mark of a
confident citizen, a head teacher (18) commented:  “There is, though, a form
of passive citizenship, which is both valid and commendable. For example,
responsible and valuable contributions to a contented society can be made by
those who go quietly about their daily lives.”  This was expanded upon by a
lecturer in Education (28) who pointed out that many good citizens are unable
to participate fully, including the disabled, the aged the ill and the
economically disadvantaged. The Scottish Employee Volunteering Initiative
(87) highlighted the barriers that currently exist, preventing the possibility of
participation, including poverty and discrimination.

Viewpoints varied as to the extent that education for citizenship should aim to
achieve political literacy. Some respondents felt that this aspect was over-
emphasised in the document, with one RME teacher (14) suggesting: “The
fact that political literacy is highlighted so strongly serves … to support the
contention that this is a politically self serving document, an insurance policy
for active political futures rather than social improvement.” Other responses
(e.g. Scottish Parent Teacher Council, 25) felt that the converse was the case,
that political literacy was at the heart of citizenship education, and that the
document did not put sufficient weight in this area. This issue is raised again
in section 2.3.1.

The term ‘develop capability for thoughtful and responsible participation’
caused some concern, as the terms are subjective, with one education
authority  (34) questioning by whose standards this should be judged. Whilst
the meaning of this term requires definition, the response from Edinburgh
University Faculty of Education (54) suggested that any definition would need
to acknowledge that differing stakeholders may not share the same views.

Suggestions were made as to some additions to the overall goal. Sustainable
development was often raised as being highly relevant, with the RSPB (95)
commenting that the goal as it stands with its emphasis on political, economic,
social and cultural issues is incompatible with sustainability.

Concerns were expressed as to the absence of any spiritual dimension to the
stated goals.



The Scottish Council for Single Homeless (102) felt that since homelessness
causes exclusion from citizenship, the stated goals should make explicit
reference to “developing the capability to leave home and establish
independence without crisis.”

2.3.1  What are your views on the approach to defining and exemplifying
knowledge and understanding associated with capable citizenship?

Some comments were made about the list in general.  For example the
Scottish Secondary Teacher’s Association (24) and North Lanarkshire Council
(136) both expressed concerns about knowledge and understanding being
viewed simply as a tick list. More exemplification of what was expected,
together with some examples of how to deliver these learning outcomes were
requested by East Renfrewshire Council (40), which was also keen to be
given closer guidelines as to the ages at which children could be expected to
achieve each learning outcome.

The lists were described as daunting (Renfrewshire Council, 86) and unwieldy
(East Renfrewshire Council ,40), whilst Clackmannanshire Council (34) found
them to be “a degree aspirational”. It was suggested that the aspirations
should be seen as part of lifelong learning (Scottish Employee Volunteering
Initiative 87).

The Learning for Life group (104) were concerned that there was little logical
sequence and sorting of the lists, and that some areas were skills rather than
knowledge and understanding. Some of the learning outcomes were
considered to be very similar to each other (AHT primary school). And a
comment was made that there was too much emphasis on knowledge and
understanding in the document, with a feeling that priority should be given to
skills and competencies (Senior management team, secondary school, 44).

There were a large number of suggestions made for additions to the listed
knowledge and understanding. In some cases, the requests were for clearer
exemplification of issues that were implicit in the document.  Others made
novel suggestions.

It was felt that an appreciation of Scottish literature and history could enhance
understanding of citizenship (Church of Scotland Education Committee, 23).
In particular the progress made towards democracy and citizenship in the 19th

and 20th centuries was suggested (SEALC, 11), as was the importance of the
development of human society and the environment over thousands of years
(Council for Scottish Archaeology, 99)

Specific knowledge about international citizenship and global independence
was seen to be lacking (Church of Scotland Education Committee, 23 and
IDEAS, 94). ACTS (33) wanted to see “the direct and causative links between
aspects of globalisation and the gaps between rich and poor” addressed. It
was suggested that a specific distinction be made between global issues of



active citizenship within a democracy (e.g. Berlin Wall, apartheid) and the
local stage (e.g. working together to save bus services) (lecturer in education,
5).  A number of respondents requested that environmental issues, both
global and local be more specifically prescribed  (e.g. RSPB, 95; Outdoor and
Environmental Education Section, 103).

WWF Scotland (133) pointed to the Oxfam document  ‘A Curriculum for
Global Citizenship’, in which the knowledge and understanding components
are listed as:

• Social justice and equity
• Peace and conflict
• Globalisation and interdependence
• Cultural diversity
• Sustainable development

In terms of political literacy, some respondents felt that there should be
clearer guidelines on specifically what should be taught. It was pointed out
that the introduction to the document referred to growing scepticism of the
traditional structures of democracy, yet the learning outcomes do not explicitly
include these structures (Faculty of Education, 54). Exemplification of the
specific rights of citizens was felt to be important (IDEAS, 94). To fully
understand the benefits and disadvantages of democracy it was thought that
a study of other societies and their systems would be beneficial (157). A
possible modification to one learning outcome was “demonstrate an
understanding of the rights and responsibilities underpinning democratic and
other societies” (Telford College, 98).

Falkirk Council (109) referred to the document ‘Citizens of a Multilingual
World’ and the importance of young people learning languages in order to
communicate beyond their own culture. Similarly CLI (19), representing new
Gaelic speakers, was keen to encourage linguistic resources.

Other omissions were seen to be aesthetic and sporting (Angus Council, 50),
stances for living, philosophies of life and stable belief systems (RME teacher,
14).

2.3.2 What are your views on the statements about the skills and
competences required for capable citizenship?

It was widely felt that many of the skills and competencies were already
covered in schools, and could be relatively easily transferred to citizenship
issues. These skills were not seen as solely the preserve of citizenship, and
could apply to all aspects of personal development (primary head teacher, 7).
Additionally they could be put to destructive and evil uses (SALC, 11), so
could not necessarily be seen as the hallmark of a good citizen. The Scottish
Parent Teacher Council (25) commented that the document “too often



confuses general skill and competency with citizenship. Not every social
action is the action of a citizen.”  Whilst these skills and competencies were
seen as desirable and relevant to many contexts, Clackmannanshire Council
(34) commented: “.. it would be unfortunate if the impression given by the list
was that one was required to have all these skills to be effective as a citizen.”

The most controversial of the core skills was the use of ICT; it was often
commented that although ICT skills were useful life skills they were not a
prerequisite of good citizenship (e.g. Moray Council, 45; primary head
teacher, 3).  Similarly there was some resistance to the inclusion of numerical
and statistical skills (DFID, 39; Moray Council, 45).

Strong arguments were made for enabling young people to challenge violence
in our society, by including skills of mediation and conflict resolution
(VECTOR, 29), with CND (137) pointing to the success of such initiatives
already in operation in some schools.

Again WWF (133) quoted ‘A Curriculum for Global Citizenship’ which
suggests the following skills:

• Co-operation and conflict resolution
• Critical thinking
• Ability to argue effectively
• Ability to challenge injustice and equality

There was some concern that the encouragement of empathy with other
people’s views should be moderated with recognition that they may in some
cases be wrong, or even evil. For example “the ability to discern between
morally beneficial and harmful”  was suggested as an additional skill (155), as
was “the ability to evaluate evidence and discriminate between the validity of
people’s arguments and propositions” (Council for Scottish Archaeology, 99).
Specifically, it was highlighted that “an effective citizen is not necessarily one
who suffers fools gladly, particularly when a need arises to address prejudice
in an assertive manner” (38).

Some extra ideas for appropriate skills were:

• to “make informed decisions on environmental issues both local and
global” (North Lanarkshire council, 136).

• critical thinking and evaluative skills (Falkirk Council, 109)
• the ability to speak out with confidence and dexterity (lecturer in

education, 5).

One respondent also felt that the lists were too pragmatic and utilitarian, and
that there was a need for more aesthetic skills (Angus Council 50).

It was pointed out that these skills and dispositions do not exist in isolation,
and that they can only be applied in the context of understanding an issue.
Skills of critical analysis cannot be separated from familiarity of subject matter
(38). A specific link between skills and subject material was made by the



Scottish Parent Teacher Council (25) who said: “…many people, for example,
are utterly confused to know which level of government is responsible for
which decision. Many people do not understand the difference between
legislative and executive action. Without this specific knowledge, an
individual’s ability to function as an active citizen is seriously curtailed.”

There was also some confusion about the difference between ‘skills and
competencies’ and the later lists of ‘values and dispositions’ and ‘creativity
and enterprise’. It was felt that the list included skills, personal qualities,
values, dispositions and attitudes, and that some clarification was required.
The RSPB (95) commented that “this lack of cohesion risks losing some of the
unique characteristics of citizenship.”

Some problems of interpretation were anticipated. Empowerment could mean
different things to different stakeholders. The term “persevere where
appropriate” was another example whose meaning could be contested.
(Faculty of Education, 54).

2.3.3  What are your views about the statements on values and
dispositions for citizenship?

There was widespread agreement with the values and dispositions suggested
in the document. One primary school AHT felt this to be a tall order and
wondered: “As adults could we claim to have mastered these ourselves?” (8).
A secondary head teacher suggested that they should be seen as aspirational
(52).

Glasgow City Council (56) expressed concern that it would be difficult to foster
these values if they were in conflict with family and peer values. Similarly the
Catholic Education Committee (47) commented that values should be “lived
out, not merely discussed”, and pointed to the apparent reluctance in society
to address moral issues, and called for leaders to set a good example by
living by a moral code.

The controversial nature of values and dispositions was raised, as they are
“subjective, personal and open to debate” (primary Head Teacher, 42). “There
is … an important debate about what are desirable values and who decides
what values are desirable” (Dundee City Council, 143). Not only are values
and dispositions contested, they are ever changing, and the question was
raised: How can we teach adjusted values in schools or elsewhere? (50)

The Oxfam publication ‘A Curriculum for Global Citizenship’  (WWF 133)
suggested:

• sense of identity and self esteem
• empathy
• commitment to social justice and equality



• concern for environmental and sustainable development
• belief that people can make a difference.

2.3.4. The review group concluded that creativity and enterprise are
important aspects of capability for citizenship. What are your views
about the description of these offered here?

There were differences of opinion as to the usefulness of including creativity
and enterprise at all in citizenship education. On the one hand some held
views such as this: “Creativity and enterprise are fully endorsed as vital
aspects of active citizenship capability” (Falkirk Council, 109). The opposing
stance was also in evidence, with Renfrewshire Council (86) stating: “The
idea that creativity and enterprise are essential aspects of good citizenship is
rejected”. Whilst it was felt that these attributes were useful to society, they
were not seen as a prerequisite for good citizenship. As many young people
would not achieve the learning outcomes listed, it could be seen as exclusive,
necessary only for leaders in society (primary head teacher, 7).   It was
suggested that there was confusion here between the general objectives for
education, and those of education for citizenship (Scottish Parent Teacher
Association, 25).

The terminology was the cause of some concern, with Angus Council (50)
pointing out that the word ‘creative’ is often taken to mean divergent, which is
almost synonymous with enterprising. A richer definition and set of
experiences might include adventurousness, originality, expressiveness and
constructivism.

The term ‘enterprise’ also caused some discomfort, though mainly due to its
associations with entrepreneurial skills, and clarification was called for to
ensure that the intentions were broader than this (e.g. Scottish Borders
Council ,154).

A number of comments were made which questioned the validity of classifying
this as a separate section in the document. It was felt that many of the
learning outcomes were covered elsewhere, or could be easily incorporated
into other areas. (e.g. RSPB, 95; North Lanarkshire Council, 136). The
Scottish Borders Council (154) suggested that the entire section was really
problem solving and should be described as such.



Effective education for citizenship in practice

3.1.1. What are your views about the idea that education for citizenship
is an entitlement for every young person?

There was absolute support for the notion that education for citizenship
should be part of the school curriculum, and that it should be available to
every young person. However, the term ‘entitlement’ was frequently
challenged, and would need clarification.  For example, some thought it
should be a right rather than an entitlement, (e.g. IDEAS, 94).  Others felt that
the term ‘entitlement’ implied rights and responsibilities, which were not
clearly defined. It was queried whether the term suggested that education for
citizenship would not be obligatory, and whether young people would be
allowed to choose to opt out. Telford College (98) suggested that for pupils
under 16 it should be a requirement, and only for older should it be an
entitlement. It was also pointed out that it should be an entitlement for all, not
just young people (Secondary school, 107).

However, the general intention was strongly endorsed, with one respondent
making international comparisons with countries including Finland which is
also drawing similar conclusions (HT Primary, 62).

The problem of ensuring delivery of this entitlement to all young people was
raised. Save the Children (117) pointed out the diversity of young people who
must be reached. For various reasons it is often the most disadvantaged
young people who are least actively engaged in school, community and
education. Yet they are often the most vulnerable to injustice, and have the
most to gain from education for citizenship.

Additionally, it was felt that the entitlement to education for citizenship did not
automatically guarantee citizenship, and that wider issues of poverty, racism
and sectarianism need to be addressed by society if citizenship is to be real
for all (ACTS, 33).

The following point was made by a Faculty of Education (54): “Education for
citizenship will mean very different things for different communities within our
society, or it will mean the values of one community being imposed upon all.
The nature of the relationship between individuals, communities and our
society in general must be fully debated before any final conclusions,
especially with regard to entitlement can be drawn.”



3.2.1  What are your views on the description of the four means by
which education for citizenship can take place?

There was general agreement with the four means as outlined in the
document, with a number of schools and authorities commenting that much of
this was already in place.

Concern was raised over the inclusion of extra-curricular activities. Whilst a
wide range of such options is highly desirable, they depend heavily on the
goodwill and spare time of the teaching staff. This led East Renfrewshire
Council (40) to suggest that the issue “required sensitive handling” One
primary head teacher (60) commented that teachers’ workloads were heavy
enough, and these activities should be made available by working with the
community.

The importance of school ethos was highlighted, with several respondents
feeling that it was the most critical area of citizenship education (e.g. Scottish
Secondary Teachers Association, 24; Emeritus Professor of Education, 59).

There was very occasional dissent, with SSTA (24) disagreeing with the need
for teaching and learning within specific curricular subjects, on the grounds
that it would require a very rigid structure which would be incompatible with
pupil choice post 14. Conversely a primary school response (8) suggested
that learning and teaching within the curriculum were vital, and would be
implied in the other three means.

One secondary head teacher (18) was unhappy about cross-curricular
experiences, and about linking activities with the wider community; he saw
both as “decidedly shaky and impossible to deliver”.

A small number of possible additions were suggested:

• One World Centre (88) thought an appropriate fifth means would be
‘Learning about global impact of local choices and decisions
through case studies’

• a department of Outdoor Education (104) felt that a fifth arrow
should be environmental interactions.

The Church of Scotland Education Committee (23) would add two more,
namely:

• active participation as a member of a family
• involvement with those parts of the community where people come

from different social and ethnic backgrounds.



3.2.2  What are the implications of an inclusive, participative ethos for
teaching and learning and for educational establishments?

The move towards a participative learning community was widely welcomed,
the following being a representative response:  “The description of a school
which promotes critical thinking, encourages constructive challenges to the
status quo, fosters openness to new ideas and a willingness to help and
support others will be a valuable goal to strive towards” (Institute for
Citizenship, 31).

A number of respondents, particularly primary schools and education
authorities felt that this type of ethos was already in place in some schools. A
primary head teachers group (26) cited examples of elected school councils,
circle time, monitors, classroom helpers, peer counsellors, fundraising for
charity, positive ethos teaching strategies, self esteem projects, environmental
projects, and anti bullying strategies.

Learning Link Scotland (92) commented that the voluntary adult sector of
education has a great deal of experience in developing programmes that
demonstrate this culture and ethos. They referred to many models of good
practice that could be shared between sectors.

Save the Children, (117) pointed out that some pupils would find it more
difficult to engage with and identify the participative culture of schools. In
particular those who have suffered social exclusion often find school
excessively stressful, causing social and emotional difficulties to be
exacerbated. They felt the document should acknowledge that the citizenship
agenda would impact differently on different pupils.

It was felt that there would be a resistance to such a change in culture by
some schools, and they might need some persuasion to take it on board. One
possible argument in the face of opposition was given by a Faculty of
Education (153):  “In the era of target setting and (still) school performance
tables, it has been argued that to bring schools ‘on board’ with these
proposals there will need to be a clearer explanation of how greater
awareness of the rights and responsibilities of active citizenship lead to better
ethos in schools and thus better attainment (both academically and socially)
by the pupils.”

It was acknowledged that for the proposed ethos to be successful in schools
there would need to be a shift in the relationships of power. Pupils would need
to feel that their views were valued, and their representative bodies (such as
pupil councils) would need to be paid more than lip service (153).

The meanings of leadership and authority would need to be reconsidered,
with teachers being trained to be authoritative without being authoritarian
(157). Aberdeen City Education Department (131) noted that the implications
were wide ranging, saying: “there will be a need for a very confident body of
staff who do not retreat into defensiveness when challenged.“



Increased pupil participation was seen to have implications for management
structures of schools. It “is inseparable from an examination of the extent to
which schools themselves act as models of participatory politics in respect of
both staff and pupils”  (SEA Scotland, 10). The current reliance on rigid
structures of line management and charismatic leadership in schools was
seen to be a barrier to operating the type of model suggested in the
document. It was also suggested that if an appropriate style of management
was in place, it would cascade to pupils (ACTS, 33).

It was felt that the competing demands of the school curriculum would make
full empowerment of young people in the school setting difficult (Faculty of
Education, 54). An intrinsic contradiction was pointed out between democratic
decisions being made at school level and the close regulation of schools and
curriculum at a national level:   “A tension is highlighted by the proposals in
this paper, however. It is that between aspirations for democratic participation,
consultation and reflection about aspects of the school community, on one
hand, and a largely pre-specified curriculum and strictly monitored system of
school management on the other. How, if at all can pupil / student views be
taken account of … in any but the most trivial and peripheral aspects of the
school life?” (38).

It was, perhaps, a consideration of all these obstacles that prompted one
respondent to comment that if the paper was suggesting that schools should
be democratic “then the authors have a fundamental misunderstanding of
what education is about and for.” (155)

3.3.1   This section sets out the essential features of learning related to
citizenship and proposes a set of key learning experiences that should
be part of each young person’s entitlement. How far do you agree that
these features and experiences are essential to education for
citizenship?

In the main there was agreement with the features and learning experiences
in this section. Although there was some doubt as to the success with which
they could be delivered, Angus Council (50) noted that they are not new
ideas, and have proved difficult to realise in practice, particularly in secondary
schools. A secondary head teacher (20) confirmed this view, stating: “the time
required to involve all young people in this way is prohibitive and … not
necessarily appreciated by the young people themselves, especially those
who keep breaking the rules. We have done it before and I’m not encouraged
by the practical results.”

Very little issue was taken with the stated features and experiences, although
a primary assistant head teacher (8) was unclear about what ‘making
connections’ meant, and requested clarification. It was also queried whether
the first three bullet points were not generic educational skills, rather than
specific to citizenship, and as such not required in this document (Scottish
Association of Geography Teachers, 73).



A very wide range of suggestions were made for additional features and
experiences, including:

• increasing self esteem and a feeling of self worth (primary school,
118)

• to serve others (Catholic Education Commission, 47)
• being valued  and valuing others (SSTA , 24)
• exploring human rights issues (from a local to a global level) and

relating them to experiences in their own lives and to the lives of
others within the community (Save the Children,  117)

• learning / understanding lobbying techniques (SWT,  72)
• researching controversial issues e.g. GM food and active

involvement in debate at different levels (SWT,  72)
• participation in arts and sport (Angus Council, 50)
• anti Semitism and sectarianism should be included in addition to

racism (Scottish Association of Jewish Teachers, 35; SJCRME, 89)
• litter patrols and cleaning graffiti (Careers advisor, 1)
• contributing to their own assessment (Glasgow City Council, 56)
• participation in compilation of reports passed on at transition

between sectors (56)
• reflecting on / celebrating individual / group success (56)
• corporate activity such as assemblies (Secondary head teacher, 18)
• outdoor education (Renfrewshire Council, 86; and Outward Bound

Trust, 106)
• work experience (Falkirk Council, 109).

It was also suggested that young people should be made aware of examples
of bad citizenship e.g. bullying, swearing, vandalism graffiti etc. (Institute of
Management, 74).

3.4.1. What comments do you have on the opportunities for education
for citizenship within the 3-5 curriculum?

There was a warm welcome given to the idea of creating opportunities for
citizenship education in the 3-5 age group, with Dundee City Council (143)
commenting that children are citizens from the moment of their birth. Not only
do children have a right to participate at any age, they have an immense
capacity to learn at this age (Save the Children, 117). Renfrewshire Council
felt that this was a critical stage for children to learn about themselves and
their wider environment (86).

 It was pointed out that the 3-5 curriculum already offers much in the way of
citizenship education, and that there is much good practice already in
operation. Illustrations of the types of activities which were appropriate at this
stage included learning respect for the property of others, to share, to



understand rules, co-operation with others (nursery, 83), skills which were
often learned from the example of staff.

There were some doubts expressed about exposing young children to the
more complex aspects of citizenship such as political literacy (head teacher
secondary school) or expressing views on their own curriculum (Scottish
Association of Geography Teachers, 73). Steiner Waldorf Education (70)
referred to the work of Vygotsky and Piaget, in saying that until the age of 11
or 12 children are not easily able to think in abstractions, or reason logically or
make critical judgements. They believe children come to the task more readily
when the time is right, so would not encourage the teaching of citizenship in
an abstract way to young children. However, the ethos of good citizenship
would be in evidence in their schools from kindergarten upwards.

3.4.3 What comments do you have on opportunities for education for
citizenship in the 5-14 curriculum?

Many commentators felt that the 5-14 curriculum provided a very good vehicle
for the delivery of citizenship education, and that most, if not all, of the
learning outcomes were already covered. There was full support for the
permeation model, rather than creating a new subject.

Various suggestions were made as to the whereabouts of citizenship related
topics in the curriculum. These included ‘People in Society’,  ‘People in the
Past’, RME, PSE PE and frequent references to modern studies. Concern
was expressed that there was uneven provision of these topics and subjects
in different schools.

However, it was pointed out that citizenship was being seen as “a prize to be
won by certain curricular areas” (28) rather than addressing the permeation of
the curriculum. It was suggested that the inadvisability of this should be
highlighted in the final document.

Several concerns were raised:

• The curriculum is already overloaded, and has recently undergone
major changes. Any initiatives should aim to avoid further disruption
by incorporating the existing curriculum (e.g. Renfrewshire Council,
86; North Ayrshire Council, 27)

• Continuity of experience between primary and secondary must be
ensured (Midlothian Council, 138)

• Whilst the concept of a separate subject was overwhelmingly
rejected, there was considerable anxiety about the success of
cross-curricular initiatives in the past. Permeation was described as
“equivalent to neglect” (Forum on Scottish Education, 22), and it
was suggested that it could easily become a token exercise: “the
responsibility of all can become the responsibility of none” (Faculty



of Education, 153). Clearly steps would need to be taken to avoid
this scenario.

3.4.3  What are the implications of the suggested approach for
curriculum design and management?

Again, there was strong rejection of any suggestion that citizenship should
form a discrete subject at this stage. It was felt that it could be delivered
through the existing curriculum. However, the fragmented nature of the
secondary curriculum, coupled with subject choices made in S3, promoted
some debate as to how this could be best achieved.

Some subjects were felt to lend themselves well to education for citizenship,
particularly modern studies, history, geography, PSE and RME.  Less
frequently, other subjects such as drama, PE  and careers education were
mentioned.

Various options were suggested as to how to ensure that all pupils were
exposed to sufficient citizenship experiences through their chosen curriculum:

• Pupils could be encouraged to choose a balanced curriculum which
would ensure sufficient exposure to key subjects, possibly
extending this to encourage all pupils to take a social science in S5
and S6 (SEALC, 11). The paradox of such an approach was
highlighted; namely, that the document has at its heart the concept
of informed choice, but this would remove choice from pupils
(primary school board, 121)

• All subjects could be audited to ensure that there were sufficient
citizenship related learning activities and opportunities throughout
the curriculum that no young person would be disadvantaged (East
Renfrewshire Council, 40). Such an audit, it was suggested, would
involve very complex procedures

• There could be a specialist input to PSE, experienced by all pupils,
which addressed the knowledge and understanding associated with
political literacy, possibly in the form of investigation work (Modern
Studies Association, 82)

• Distance learning offers opportunities, it was suggested, to offer
more choice of citizenship related subjects, not usually on the
school curriculum, such as philosophy and politics (38).

There were concerns that this initiative, if taken seriously, would overstretch
what is already a very full and demanding curriculum, as illustrated by this
remark: “Issues of flexibility, capacity and priority must be addressed if
education for citizenship is to be successfully embedded in an already



overcrowded curriculum dominated by external assessment” (RSPB, 95).
There was also some pessimism about the potential success of the
programme, highlighted by the comments of pupils involved in Dundee City
Council’s (143) consultation exercise, who felt that the current attainment
driven agenda can overshadow other aspects of school life, to the detriment
of wider issues.

Some comments were aimed at the post 16 sector of education. Telford
College (98) was concerned that the document confined itself solely to
schools, whist many 16 – 18 year olds were in further education. It was also
suggested that the encouragement of a socially useful gap year for those
leaving school and college would be relevant (Scottish Employee
Volunteering Initiative, 87).

3.4.4  What are the implications of the suggested approach for
curriculum design and management?

There were considerable concerns with the practical application of the
permeation model postulated in the document. Many comments were made
regarding the failure of previous cross-curricular initiatives (e.g. Aberdeen City
Council, 131). If this was to succeed there were seen to be considerable
implications for the design and management of the curriculum.

There were calls for a set of national guidelines, together with local guidelines
to support schools as they endeavour to introduce the changes.  An extensive
audit at national, local authority and schools levels would be needed.
Systematic planning and careful management of both subject material and
ethos were required. Management time would need to be made available to
address these issues.

Staff training would be vital, to engage teachers with the ethos.
Communication and co-operation between different departments in secondary
schools would require considerable improvement.

The Modern Studies Network, Aberdeen (15) expressed concern that parts of
the modern studies curriculum may be relocated to other areas, where it may
not be taught by specialists, or it may overlap with their work. A plea was
made for clear lines of communication to avoid this.

Whilst the implications of the suggested approach, (or those which were
mentioned in the responses) can be condensed into a fairly short list, the
planning and workload envisaged here were enormous. There were frequent
requests that the initiative be introduced with the minimum of change and
disruption, and limited administration.



3.5.1 Particular importance is placed on interactions between schools
and their local communities as a way of providing effective education
for citizenship. In your view, how might such interaction be fostered and
used to the greatest effect?

The link between schools and their communities was seen to be essential, but
with some qualification. For example, it was felt that schools should try to see
themselves as part of the community rather than see the community as a
resource on which they could draw (Perth and Kinross Council, 32).
Community interactions should be seen as integral rather than “bolt on” (North
Lanarkshire Council, 136). A primary head teacher (62) commented: “we have
a dreadful habit of underplaying the “give” and majoring on the “take “ in these
relationships”, and went on to suggest that there should be guidance for
starting and maintaining interactions.

There were some concerns about the issues of safety and security of young
people interacting with the wider community (Secondary school teachers, 81).
Legal and moral aspects were thought to require consideration, together with
issues of community capacity and welfare (103). Pupils commented that they
felt that the wider community was not always sympathetic to the needs of
young people, and may not be forthcoming to the extent that this initiative
would require (Dundee City Council, 32).

There was a warm response by a number of youth organisations who felt that
they already had an impact in developing citizenship in young people by
encouraging self reliance, responsibility, thoughtful behaviour and community
involvement. These included the Brownies, Guides, Scouts, Sea Cadets, Air
cadets and the Duke of Edinburgh Award Scheme. Celtic Football Club (43)
also pointed to the role of sport, particularly football, in shaping Scottish
culture, and felt that it could make positive contributions to fostering active
and responsible citizenship.

The role museums play was highlighted, with comments that the government
sees museums as agents of social change, which can develop strategies that
seek to embrace issues such as citizenship. They can engage creativity,
encourage problems solving and encourage questioning. Many have strong
community links and some are run by volunteers. Young people working in
any museum would need to engage with the organisation, and with adults on
the staff and members of the public (Scottish Museums Council, 125; Falkirk
museum, assistant manager, 6). The use of oral history projects was
suggested as a way of combining interaction with the community with a
learning experience (Scottish Council for Archaeology, 99). And the
Commonwealth War Graves Association (100) expressed an interest in
working with young people, commenting that “citizens of yesterday have much
to teach citizens of today”

Other outside agencies were suggested as suitable to work with schools, such
as politicians, community workers and business people. Careful building of
links with industry could be a rich source of case study material,
demonstrating the complexity of decision making processes when weighing



up, for example, environmental costs and benefits (Institute of Electrical
Engineers, 61).

A parent (17) described a successful project where a local artist had worked
with pupils to design a plan for playground improvements, which were
subsequently implemented by the local council.

The Scottish Council for Single Homeless (102) pointed to its own success
using both professional expertise and peer education. Young people with
experience of homelessness could offer support, guidance and advice to
others who were vulnerable.

Links with religious organisations were suggested, with particular emphasis
on unfamiliar religions. A possible initiative, which is appropriate for schools
that have pupils largely of a single faith, is twinning of schools. By selected
interactions with the partner school, an appreciation of other religions could be
fostered, together with tolerance of and respect for the believers. (Sikh
community Glasgow, 67;  SJCRME, 90)

The Scottish Wildlife Trust (72) felt the suggestions in this section to be too
narrow, and noted their view that the document should also be looking to the
international community, particularly third world countries. They suggested a
commitment to the International Children’s Parliament.

Many replies referred to the good work that was already in place. In particular,
the role of youth workers was highlighted. The way forward, it was suggested
should be led by the new community schools, which could provide role
models and case studies to the wider teaching world (e.g. East Renfrewshire
Council).



Implications and next steps

4.1.1 What are the longer-term implications for the content and
organisation of the curriculum?

As evidence from the previous section shows, there was almost no support for
the idea of establishing citizenship education as a separate subject within the
curriculum.  The Review Group’s suggestion that the topic permeate all
aspects of the curriculum was accepted as more appropriate (36).  Such a
high level of agreement on the principle tends to overshadow the fact that
many still entertained misgivings that citizenship would go the way of other
cross-curricular offerings in the past (154), and would vanish without trace,
unless some better mechanisms be employed to entrench it.  Similarly the
consensus hides a high level of antagonism at secondary level amongst
subject specialists as to which of them should be seen as a lead player or
which offered the most appropriate modules. The mere tone of some of these
comments promises rocky times ahead for those negotiating this package into
reality.

The tool favoured by most as a first step in seeing what provision was already
available was the curriculum audit (134). The Scottish Association of
Geography Teachers (73), for instance, says:  “If no new subject is proposed,
then all that is required is a curriculum audit to cover all the required
knowledge, concept and skill areas thought to be important.”

SEA Scotland (10) feels it is "imperative that there should be an audit at each
stage of a pupil’s education to check that the kinds of issues and experiences
in the report are addressed". They recommend that a designated member of
the school's management team is responsible for this remit.

The document is long on WHAT to do and short on HOW to do it. Much more
guidance is required on how to achieve the aims of the document, according
to Professor G Parker (51).

While some made light of the task that lies ahead, others are clearly weary of
the pace of curriculum change (86). Mr A G Young, Kyle Academy, South
Ayrshire (20) pleads: “… it’s time to leave the curriculum alone for a bit – let 5-
14 and Higher Still bed in properly and leave the social engineering out.”
Similarly, Bearsden and Milngavie Primary HTs group (26) felt that, in light of
other changes going on “the question has to be asked – when will we be
allowed a period of stability to enable us to complete the implementation of all
the curriculum changes which are already in process?”

Glasgow City Council Education Services (56) feels teachers must realise that
much of the content of the paper is already happening in schools, and is not
going to be an additional burden.  Making this fact known is important in
enhancing staff confidence and morale.

Fife Council, on the other hand, had an appetite for more radical reform as a
consequence. They suggested that new development on this topic would



necessitate an overhaul of the school curriculum. “All recent additions are
welcome in themselves, but the total requirement exceeds the capacity of the
system.”  Two proposals are therefore put forward by them (142):

• Carry out a root and branch review of the 5-14 curriculum to
rationalise and simplify it

• Undertake a gathering together of civic and moral curricular threads
within a common framework to make them manageable
conceptually and in workload terms.  Such threads currently include
PSD, positive approaches to behaviour, pupils’ participation, ethos,
education for work, anti racism, domestic abuse, child protection,
anti bullying and education for citizenship. It may be that the latter
could be overarching.

Some groups were keen to point out that it was not just curricular positioning
that was critical here, but rather that a whole new way of teaching and
learning was being proposed.  Thus SEA Scotland (10) argues: "Discussion of
the values and dispositions outlined in the paper can only meaningfully take
place in fairly small group contexts." Thus, they feel the introduction of
citizenship education might argue for the development of a tutor system
where every teacher regularly meets with their small tutor group to discuss a
variety of matters related to personal and social development.

The Modern Studies Association (82) makes a case for reintroduction of
investigations in social subjects. “This was perhaps the most powerful
example of citizenship education available in Scottish education.”  Modern
Studies teachers were particularly aware of the power of this educational
process and were dismayed to lose investigation.

4.1.2   How does education for citizenship relate to other social and
educational priorities such as social inclusion and improving
achievement?

Th majority of respondents thought education for citizenship was
complementary to the twin priorities of improving social inclusion and raising
achievement (134; 78; 56; 39). The Scottish Association of Geography
Teachers (73), for example, felt that education for citizenship accorded well
with social inclusion imperatives, and it can link to raising achievement in as
much as it may improve motivation and assist in the development of a sense
of purpose in young people. Dumfries and Galloway Council (36) concur:
"There are strong links with other educational priorities. The aims of education
for citizenship are to raise pupils’ self confidence and self esteem.. If self
confidence and self-esteem are improved, it has been proved that improved
standards of achievement and a greater degree of social inclusion are the
result.”



A similar sentiment was expressed by Renfrewshire Council (86). They felt
there were clear links with inclusion and social justice: "Active and informed
citizens should work towards reducing inequality, will take up opportunities
open to them and generally feel empowered to participate."

Other respondents had a little more difficulty in squaring all the agendas
involved here. The conflict with the raising achievement agenda was the most
obvious.

Mr A G Young, Kyle Academy, South Ayrshire (20) felt education for
citizenship has little to do with social inclusion agendas:  “As a parent, let the
staff concentrate on getting my child the attainment for University – I, as a
parent, will handle the citizenship.”

East Ayrshire Council (77) feels it is possible that some schools would also
see conflict between delivering on targets and raising achievement and social
inclusion.  “Schools may wish to concentrate on the basics of literacy and
numeracy at the expense of a fully rounded curriculum and learning
experience.”

This concern is shared by Save the Children (UK) (117) which avers that
education in Scotland is firmly focused on raising attainment and meeting
targets – a fact which places teachers and school management under
pressure to focus on the outcomes of education rather than on the process.
Participation is about process – a process that enables and builds capacity.
“It would be helpful for teachers to be given the opportunity to examine this
apparent dichotomy and to explore how participation is a vehicle for raising
attainment and achievement.”

Other correspondents were more anxious about strengthening the link
between citizenship education and social inclusion agendas.

Thus SEA Scotland (10) felt that education for citizenship needed to tackle the
endemic "hostility to gender equality, homophobia, and institutionalised
racism" in Scottish society. Schools have a role to play, they felt, but the wider
context must be addressed. Local councils must give strategic direction on
this, within the framework of social inclusion.

Save the Children (UK) (117) recommended that the document acknowledge
that education for citizenship is likely to impact differently on young people,
depending on the experience they bring with them into educational settings.
Those who have experienced acute social exclusion, inequality, discrimination
will find it more challenging to engage with and identify the citizenship
agenda.  They note from their own work that: ”Save the Children has
consistently found that for many young people in Scotland, school is an
environment where stress levels grow so high that their social and emotional
difficulties are exacerbated.”

Dumfries and Galloway Council Health promotion steering group (36
appendix) felt that there were health promotion issues associated with social



inclusion, and therefore with citizenship. They felt that more explicit reference
should be made to health issues in the document.

4.1.3: Should education for citizenship be assessed and accredited?

This question provoked some of the strongest responses despite the
disadvantage of being slipped in at the end.  The almost unanimous verdict
was ‘no’, often expressed in the strongest terms (75; 58; 25; 89; 136; 143).
Aberdeen City Education Department (131) was typical in its feeling that any
attempt to do this would lead to a narrowing of the concept of citizenship, a
view endorsed by 73. Pragmatically, the Institute of Management (Scottish
Forum) (74), whilst noting that it does not feel the issue should be formally
assessed, concludes: “A certificate in Citizenship seems desirable on the
surface but in practice we believe it would not serve any useful purpose in the
eyes of future employers.”

For many the concept of assessing (and potentially failing) a child as a citizen
was ludicrous: "..it would be counterproductive if schools were to have young
people leaving their establishments as apparently "failed" citizens"
(Renfrewshire Council 86). The Director of Childline Scotland (63) notes that
“everyone is a citizen – it is not conditional on whether you have ‘passed’ or
been accredited.  It therefore should not be a subject where the individual is
accredited or assessed.”

Ken Brown (38) comments trenchantly: “Only if ‘civics’ is taught as a clearly
defined established set of principles could any aspect of citizenship be fairly
assessed. To assess the quality of their contributions as citizens is
problematic….A real danger arises in the context of pre specified learning
outcomes, that young people will be assessed as human beings; an
extraordinarily disturbing presumption of infallibility on the part of education
officials or anyone else responsible for defining those learning outcomes."

More mundanely, some resurrected memories of past curricular sorties to
explain their vehemence.  The Baptist Union of Scotland (149) remembers
certification of Social and Vocational Skills killed it off as an option for all
pupils. VECTOR (29) could not support development of programmes of
assessment or accreditation, and hoped the Review Group would resist
arguments heard previously in relation to oracy that respect only comes when
a subject is assessed.

This latter view was certainly evident. The Institute for Citizenship (31), for
example, expressed concern that in the post 14 exam-orientated climate,
citizenship would be marginalised if not accredited. The Scottish Advisory
Panel for Outdoor Education and Outdoor Learning Scotland (134) also says
there is some feeling that it won’t be taken seriously without assessment.
Learning outcomes, they felt, should be evaluated and there should therefore
be proof of them.  When learning is embedded in a certificate subject this is



relatively straightforward, but they did feel that other kinds of evidence needed
to be developed in areas not so covered.

A number of respondents (including a number of local authorities (e.g. 154;
78; 77) felt that, if citizenship was to permeate the curriculum, achievement
should just be recorded in those curricular areas where it could be formally
and easily assessed.  But a number of commentators were unhappy at this
approach, believing that it left unrecorded all the softer areas of participation
and involvement.

A significant number of respondents, whilst clear that formal assessment
would not work, suggested that there should be some way of recording
activity and achievement in this area.  A variety of suggestions were mooted,
the most popular relating to the national record of achievement or its
successor document  (30; 111; 113). Personal Learning Plans are soon to be
piloted in community schools, and these would recognise citizenship
experiences and activities (Dumfries and Galloway Council 36). Some
organisations with experience of accrediting this type of activity offered their
experience and services in developing models. Volunteer Development
Scotland has shown it to be possible to assess voluntary work, as done with
Millennium Volunteers (age 16-25). They would be pleased to discuss their
progress in this area (Scottish Employee Development Initiative 87).

Others felt that young people’s achievement could be recorded and rewarded
informally (119).  Angus Youth Congress (152) gave examples of how
participation by some members in a Young People’s Health Congress had
been rewarded by headteachers by giving points to pupil’s school house in
some schools and personal pointing systems being credited in the others.

The Bahai Community of Scotland (145) gave an international example to
illustrate a different approach. In British Columbia, Canada, community
service is a requirement of graduation.  Students must undertake 36 hours of
community service (often incorporated into their projects).

A novel suggestion was that it was schools rather than individual pupils that
should be assessed and accredited. The Modern Studies Association (82)
note that the issue of assessment could be handled by certificating schools
rather than individuals, rather as in Investors in People, once they have
embedded such courses within their curriculum. IDEAS (94) carries forward
this idea by recommending that emphasis be put on the assessment of
schools by HMIs to ensure that citizenship education is given status. They
suggest a baseline survey, so schools can see where they are now, with a
ladder of progression to point the way forward. Similarly, the Director of
Childline Scotland (63) feels it would be beneficial to evaluate the ethos and
systems in place in schools and assess how/if these encourage the maximum
potential of individuals to be realised.



4.1.4   What are the professional development implications for teachers
and other practitioners?

There was a consensus that this initiative if carried through would require a
great deal of support for teachers and schools. This would need to be
provided, both by Learning and Teaching Scotland, in the form of a clearer set
of guidelines and exemplars of activity, and also by local authorities in terms
of in-service training (94).

Specific skill areas were suggested that teachers at pre-service and in-service
levels would need to acquire:

• there is a need for training of staff about rights and responsibilities,
particularly in relation to UNCRC.  Rights for children can often be
perceived as a threat to adults and not as a basis for the
development of the child.  This type of attitude must be addressed
(Children in Scotland 146)

• practical training Is needed on how to involve children and young
people (Children in Scotland 146)

• training on fostering learning through giving service.  The Bahai
Community of Scotland (145) point to the example of Leicester
University which offers course in education for citizenship through
service learning projects.  Universities in USA likewise offer
graduate courses on service learning

• many teachers will need advice, help and support in tackling
controversial issues since the danger exists that citizenship could
become a form of indoctrination about the maintenance of the
status quo (Glasgow City Council Education Service 56; SEALC
11).

Suggestions were also made though, not just about the skill areas required,
but also about how in-service should be delivered. Living Values: An
Education programme (69) noted that in their experience it is not sufficient for
teachers to be given written guidance materials alone.  Teachers and other
practitioners need to ‘experience’ the material themselves first, in order to
deepen their own understanding.  This usually leads to an increase in their
own self-awareness and how their own attitude and behaviour reflect their
values in action.  “Young people,” they note, “are very observant, and soon
detect a ‘do as I say, not as I do’ attitude in adults, which rapidly creates a
loss of credibility.”

Glasgow City Council Education Services (56) also recognises “the challenge
that exists for some teachers in developing strategies/approaches necessary
for modelling democracy at work.”  Citizenship is a good way to learn through
discussions, but some subjects do not currently use this methodology, and



some teachers are not currently comfortable with this approach, commented
the Modern Studies Network, Aberdeen (15).

One suggestion for an alternative to the traditional forms of in-service
provision on topics like this was to provide opportunities for working alongside
other agencies (Moray Council 45), a view supported by Dumfries and
Galloway Council (36). Young Scot (144) believes the current review of
training for Community Education is likely to recommend more joint training of
teaching and community education for staff both at initial and in-service levels.

There was some despondency amongst those planning in-service training
(77) as to how all these new demands could be fitted in. West Dunbartonshire
Council Education and Cultural Services Department (78) feels schools and
local authorities will need to take this forward systematically through
development planning. Even non-school groups expressed a degree of
sympathy in this regard. Scottish Wildlife Trust (SWT)  (72), for instance, says
it cannot imagine how we could even begin to encourage hard-pressed
stressed out teachers to take all the issues  on board and put them into
action.

Not all respondents took such a pessimistic view. Those who believed that a
great deal of good work was already going on in schools saw the greatest
tasks as awareness raising and co-ordination of existing effort.  The Scottish
Association of Geography Teachers (73), for example, feels that perhaps a
Citizenship Co-ordinator/responsibility could be created within schools to
assist with the promotion of education for citizenship.

In a similar upbeat way, Ian Beamish, HT Kinghorn Prim School (62) felt the
issue was not so much about training as about disseminating, sharing good
ideas and good practice, modelling and exemplifying.  Glasgow City Council
Education Services (56)  also recognised that the ability of staff to deliver
education for citizenship will depend on the provision of high quality teaching
materials.

4.1.5 How can the enthusiasm and commitment of staff be fostered and
supported?

A number of suggestions were made about how morale could be kept high
and support ensured.  These included recognition of existing good work,
developing a sense of ownership of the initiative amongst teachers,  and
establishing  a programme which was sensibly paced.

Thus the Scottish Advisory Panel for Outdoor Education and Outdoor
Learning Scotland (134) felt it was critical that redrafted documents
recognised that a lot of good work was already going on:  “Teachers should
not be made to feel insecure in what they already do well, but feel valued in
their achievements.” Coltness High School (122) sums up the views of many
to this question when they say: “Make it clear how much is being done already



and praise the staff for that.  Raise awareness of the issues, consult with staff
for ideas, incorporate them in the development plan and take some forward
slowly.  We could list many that are in the development plan this year in
Coltness which would relate to citizenship and we are confident that many
other schools will be following a similar agenda – to reinforce an already
positive ethos.’”

Glasgow City Council Education Services (56) feels morale will be reinforced
by managers who ‘walk the talk’, who display energy and who provide
support.  It must not be left to a few enthusiasts. Morale could be increased by
recognition of a school’s efforts through external awards.

The speed of rolling out the development was an issue for a number of
respondents. The Scottish Association of Geography Teachers (73) notes
that, despite the McCrone pay rise, staff are still suffering from the impact of
many other initiatives.  A rolling programme, adopting a ‘let’s walk before we
run’ approach, building on existing good practice, and with a realistic rollout
period should be adopted.

Moray Council (45) adds a plea that new initiatives must be clearly planned
with appropriate time scale for development work, and Renfrewshire Council
(86) also feels “too much too soon would be counterproductive.”

Ian Beamish, HT Kinghorn Primary School (62) also makes a plea for a
strategic approach to rolling out this development and making sure it is
sustained.  He notes that in Ireland, in relation to ICT they refer to ‘early
starters’ and the ‘late majority’.  The early starters pioneer a new initiative or
innovation, need to be identified, supported, and this experience and good
practice disseminated to the inevitable late majority who ‘come onboard’ later
on.  He argues: ‘If we accept that education for citizenship is likely to follow a
similar pattern, then why not work with it using a strategy of seedcorn funding
and support to the pioneers?’

This last point about funding pioneers is rather contradicted by a plea from
East Ayrshire Council (77), which notes that commitment of staff will be
fostered by clear national and LA funding which is mainstream and not subject
to lengthy bid systems which militate against willing involvement.

“Enthusiasm and commitment can only be fostered through the provision of
adequate resources”, notes a primary headteacher (8).  The use to which
such resource should be put brought forth suggestions. Dumfries and
Galloway Council (36) feel that increasing workload must not damage existing
enthusiasm and commitment. Additional staffing (0.5 per school) to develop
the programme, centrally funded, is suggested.



General Comments

A number of respondents made comments that related to the document as a
whole, rather than to specific questions, or raised issues which are perhaps a
little tangential, but still worth considering.  These are included here.

The composition of the Review Panel itself came in for criticism.
Respondents noted variously that it lacked sufficient numbers of serving
teachers (30), "For a document which proposed to highlight issues of
democracy the ‘democratic’ nature of the group is in doubt......The balance is
wildly in favour of non practising teachers in any sector......It bodes ill for the
practical applications of the report’s findings that so few practitioners are part
of the review group to raise solid practical concerns.. This deficiency is
obvious throughout the paper as the classroom applications of the noble and
lofty theory contained within are rarely spelled out.” (PT RME 14)

The group was also criticised for lacking business representation (74).

VECTOR congratulates the Review Group on a document “which provides a
different perspective from the reports prepared by educationalists in other
parts of the UK”, and there were other noises of general restrained
approbation.  Others were somewhat less charitable, however, about the
report’s written style.

A number of school boards were unimpressed by the written style of the
consultation document The School Board of Hemitage Academy,
Helensburgh (65) felt that the document was not user friendly: “..it was
repetitive, woolly and impenetrable.”  Others dismissed it as wordy and
unhelpful (126). Clackmannanshire Council (34) also felt the document was
linguistically complex and inaccessible. “Ironically,” they comment, “it has
disempowered readers. Dense language also creates an impression of
citizenship being idealistic and aspirational.”

Comments on the document as a whole were that it occasionally felt too
middle class (Aberdeen City Education Department 131), not recognising the
scale of problems some people experience. Hillhead Primary School Board,
Glasgow (126) similarly felt the document failed to recognise the enormity of
the task in a society where ‘bad’ citizenry often prevails at all levels.

The general tone and emphasis of the document taken as a whole was
criticised as being variously:

• too inward-looking, with insufficient attention paid to world /global
issues (30; 39; 55)

• insufficiently orientated to the future
• lacking in sufficient attention to moral codes and values (114; 47)
• uninterested in how other countries are educating for citizenship

(113; 30; 59)
• devoid of links with the political system (80)



• lacking in urgency and dynamism. Scottish Wildlife Trust (SWT)
(72) suggest “it is almost wistful.”

• insufficiently grounded in research findings (59)
• pays no attention to special needs issues (86).

Beyond these specific criticisms, the document stands accused by many of a
general ‘blandness’, stemming from a well-meaning attempt to incorporate
everyone’s viewpoint (25).

Whilst welcoming the document, CND "feel that the document could have
been underpinned by a more thorough analysis. The huge challenges and
problems facing Scottish society today, such as sectarianism, xenophobia and
racism, geographical rivalries, violence towards women, the culture of
violence, child abuse and political passivity are only given passive reference
and this gives the paper an unfortunate feeling of blandness. This weakness
also affects the generally estimable aims and recommendations which carry
an air of well intentioned philosophical concern. This could be interpreted as
an unwillingness to face squarely the difficulties of the problems themselves
and how to address them in schools." (CND 137)

Ken Brown raises a similar concern that the document has run away from
some of the rocks and hard places of Scottish and British history and current
political life. “Effective citizenship is underpinned by an understanding of the
historical and social issues, and these should form the essential bedrock of
the programme, onto which the concept of the active participating citizen
could be built.” (Ken Brown 38)

A consensual view of citizenship and society is also critiqued in the
submission from the Faculty of Education University of Edinburgh (54).  "The
issue of who defines political literacy and rights and responsibilities is crucial.
This is not unproblematic and achieving consensus is unlikely. Similarly
‘community’ can have many different and at times contradictory definitions."
They conclude: "More consideration could be given to a wider view of
citizenship and society based on a pluralist view. The preface to the
discussion paper certainly implies a move towards a common national
identity. The extent to which this is either desirable or possible is debatable."



Appendix A – list of respondents

Respondent Number assigned
by L&T Scotland

Alastair MacLeod
Senior Careers Advisor, Orkney Opportunities Centre

1

Neil McIntosh
Moffat

2

Joanne Smith, HT
Netherton Primary School, North Lanarkshire Council

3

Pupils of Fernhill School
Glasgow

4

Bob Kibble
Lecturer in Education, Edinburgh, ASE Scotland Chair-
elect

5

Peter Stott
Falkirk Museums

6

Fiona Johnston, HT
Toward Primary School, Argyll and Bute Council

7

Carol Gordon/P Hamilton,
Parkhead Primary School, West Lothian Council

8

Sydney Wood
Cults, Aberdeen

9

Ian McCalman
Socialist Educational Association Scotland

10

Scottish Education Advisory and Liaison Committee
(SEALC) Social Subjects

11

Joan Love
Chair, Moray Primary School Board, Grangemouth

12

Hugh Andrews
Parent School Board member, Kinloss Primary School

13

Joe Walker
PT Religious and Moral Education
Liberton High School Edinburgh

14

Colin Currie
For Modern Studies Network, Aberdeen City

15

A B Wight-Boycott, Group Captain RAFR
Air Cadets Regional HQ, Scotland

16

Joanne Beaumont
Parent, Glasgow

17

G H Edwards
Rector, Morrison’s Academy, Crieff

18

Paedar Morgan, Director
CLI (representing new Gaelic speakers)

19

 A Young, HT
Kyle Academy, Ayr

20

Sheena Andrew, HT
Ralston Primary School, Paisley

21



Fred Forrester
Secretary, Forum on Scottish Education, Dunfermline

22

Church of Scotland
Education Committee

23

Barbara Clark
Scottish Secondary Teachers’ Association

24

Scottish Parent-Teacher Council
Edinburgh

25

Phyliss Finnie
Bearsden and Milngavie Primary HTs group

26

Jan Ward
Senior Adviser, North Ayrshire Council

27

David McMurtry
Lecturer, Northern College (Aberdeen)

28

Eileen Francis
Co-ordinator,VECTOR

29

Scottish Association of
Teachers of History

30

Institute for Citizenship
London

31

Perth and Kinross Council 32

ACTS (Action of Churches Together in Scotland) 33

Clackmannanshire Council 34

Scottish Association of Jewish Teachers 35

Dumfries and Galloway Council 36

Arran High School
North Ayrshire

37

Dr Ken Brown
Foyers, Inverness

38

(DFID) Department for International Development
Glasgow

39

East Renfrewshire Council 40

Scalpay School, Western Isles 41

Stonelaw High School
South Lanarkshire

42

Celtic Football Club 43

Biggar High School
South Lanarkshire

44

Moray Council 45



Mr Wilson Bain
Moray House, Univ of Edinburgh

46

Catholic Education Commission
Scotland

47

Mr David Cowling
Cupar, Fife

48

RME Dept
St Machar Academy, Aberdeen

49

Angus Council 50

Prof G H Palmer
Heriot-Watt University

51

Trinity High School
Renfrewshire

52

Major Ian G McClure
Edinburgh

53

Faculty of Education
University of Edinburgh

54

Ms Joyce Hamilton
North Lanarkshire

55

Glasgow City Council 56

SLO
(Netherlands Institute for Curriculum Development)

57

British Federation of Women Graduates 58

Prof Margaret Sutherland
St Andrews, Fife

59

Cambusbarron Primary School
 Stirling

60

The Institution of Electrical Engineers 61

Kinghorn Primary School
Kinghorn, Fife

62

Childline Scotland 63

Historic Scotland 64

Hermitage Academy School Board
Helensburgh

65

Sathya Sai (Education in Human Values)
Scotland

66

Mrs Ravinder Kaur Nijjar on behalf of Sikh community,
Glasgow

67

L McCallum
Modern Studies Dept, ?

68

Living Values: an education programme
London

69



Mr James R Carson
Glasgow

70

Steiner Waldorf Education in Scotland 71

Scottish Wildlife Trust 72

Scottish Association of Geography Teachers 73

The Institute of Management
Glasgow

74

Professional Association of Teachers,
Scotland

75

R P S Temple
Kemnay, Aberdeenshire

76

East Ayrshire Council 77

West Dunbartonshire Council 78

Janet Law 79

Daniel O’Sullivan 80

History and Modern Studies Dept, Bishopbriggs High
School, Glasgow

81

The Modern Studies Association 82

Jumping Jack’s Nursery
Aberdeen

83

Modern Studies and History panels
City of Edinburgh Council

84

Education 21 85

Renfrewshire Council 86

Scottish Employee Volunteering Initiative 87

One World Centre
Dundee

88

Kings Park Secondary School Board
Glasgow

89

Scottish Central Committee on
Religious and Moral Education

90

Unicef UK Education Department 91

Learning Link Scotland 92

Mr Henry Philip
Edinburgh

93



International Development Education Association of
Scotland (IDEAS)

94

RSPB Scotland 95

Mr W D Cooper
Aberdeen

96

Ms Morag McInnes
Kirkaldy West Primary School

97

Telford College
Edinburgh

98

Council for Scottish Archaeology 99

Commonwealth War Graves Commission 100

Highland Careers Service 101

Scottish Council for Single Homeless 102

Outdoor and Environmental Education Section
University of Edinburgh

103

Learning For Life Group 104

The Guide Association Scotland 105

The Outward Bound Trust 106

Fortrose Academy
Ross-shire

107

Shetland Islands Council 108

Falkirk Council Education Services 109

W A Williams, Classics Lecturer
Faculty of Education, Univ of Strathclyde

110

NASUWT Scotland 111

Arran High School Board 112

History and Modern Studies Network
Stirling Council

113

CARE (Christian Action Research and Education) 114

Bell’s Brae Primary School
Shetland

115

Association of Christian Teachers (Scotland) 116

Save the Children in Scotland 117



Pitteuchar East Primary School
Glenrothes

118

South Lanarkshire Council Education Resources 119

Stepping Stones for Families
Glasgow

120

Mossneuk Primary School Board and SMT
South Lanarkshire

121

Coltness High School
North Lanarkshire

122

Financial Services Authority (Consumer Education) 123

Religious Education Movement 124

Scottish Museums Council 125

Hillhead Primary School Board
Glasgow

126

Youthlink Scotland 127

Scottish Enterprise 128

Ian Cripps, PT History
Charleston Academy, Inverness

129

Educational Broadcasting Council for Scotland 130

Aberdeen City Education Department 131

RME teachers
Edinburgh

132

WWF Scotland 133

Scottish Advisory Panel for Outdoor
Education and Outdoor Learning

134

East Calder Primary School
West Lothian

135

North Lanarkshire Council 136

Scottish Campaign for Nuclear Disarmament 137

Education Department
Midlothian Council

138

Faculty of Education
University of Glasgow

139

Lanarkshire Careers Service 140

St Andrews High School
East Kilbride

141



Fife Council Education Service 142

Dundee City Council Education Department 143

Young Scot 144

Baha’I Council for Scotland 145

Children in Scotland 146

The Institute of Consumer Sciences
Scotland branch

147

Scottish Episcopal Church 148

The Baptist Union of Scotland 149

Scottish Civic Forum 150

Joanna Gilliatt 151

Angus Youth Congress 152

Faculty of Education
University of Strathclyde

153

Scottish Borders Council 154

Cameron Rose
Edinburgh

155

Dalbeattie High School 156

Alex Rodger
Dundee

157

Volunteer Development Scotland 158



Appendix B – Types of respondents

Type of organisation Number of responses

Local authority services 23

Central government department 1

Schools/nurseries/FE 30

School boards 7
Subject associations/networks
(local and national) 9
Representative educational bodies/trade
unions 4
Organisations promoting/supporting
education /youth work 15

University departments 9

Individuals 17

Faith communities/churches 13
Voluntary associations/interest groups

Amongst which:   Political
                            Historical/museums
                            Environmental
                            Uniformed organisations

20

2
5
4
1

Charities 3
Representative bodies of other
professions/business groups 7
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