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ABSTRACT

This thesis explores how citizenship education is preparing children for life in 
the global, multicultural era. Globalisation is impacting upon the understanding 
and practice of citizenship, and multiculturalism that the education systems are 
increasingly accommodating. This thesis uses a variety of political, multicultural 
and educational concepts to describe how globalisation is translated into 
curriculum designed to prepare children for life in the global era. It presents the 
findings from a comparative case study in the North and South of Ireland, 
focusing on how the curriculum policy, Principals, teachers and children from 
two secondary schools, with a diverse student body, conceptualise citizenship 
and multiculturalism as part of citizenship education.

This thesis focuses on the connections and disconnections between how 
citizenship and multiculturalism are framed in curriculum policy and children's 
understanding of these concepts. In particular it shows that a disconnect exists 
between the way in which adults and children who were interviewed 
conceptualised and implemented citizenship. From the adults' perspective, the 
primary conceptualisation of citizenship was an under-theorised, and arguably a 
superficial engagement with 'Active Citizenship'. The children involved in this 
research indicated disinterest and disempowerment toward this version of 
active citizenship presented by the teachers.

With regards to multiculturalism, there was more cohesion between the 
curriculum policy orientation toward liberalism and the children’s liberal and 
plural conceptualisations of diversity. Within these generalised themes, there 
were distinctions in the way curriculum policy, Principals, teachers and children 
conceptualised and implemented citizenship and multiculturalism due to the 
specific socio-cultural context in each jurisdiction.

Whilst conceptualisations of citizenship and multiculturalism did emerge, there 
was a recognition amongst the children interviewed that they did not possess an 
adequate range of concepts, definitions and language to discuss citizenship and 
multiculturalism in the global era. In order to explore a range of concepts 
describing active citizenship and multiculturalism in the global era, a working 
model has been developed (grounded in the literature reviewed and data 
analysed) that considers various orientations toward active citizenship and 
multiculturalism.
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1 Introduction

1.1 Rationale for Research

Globalisation is widely seen as one of the most important determinates of the human condition 

in the contemporary world (Castles and Davidson, 2000). This global framework impacts on the 

understanding and practice of citizenship by bringing people into contact with new economic 

realities, accelerated by increasing information technology, facilitating continual contact with 

increasing multiculturalism. Education is therefore seen as a vital agent to prepare children not 

only to cope with the pace of change in the global era, but to develop the necessary knowledge, 

understanding, skills and attitudes that will enable them to make the most of the opportunities 

and challenges they will face.

How children become active and engaged citizens in the global multicultural era has been a key 

interest of mine throughout my education. I was educated in California public schools where 

over forty different languages were spoken and 'white' was the minority. This diversity, though 

challenging, provided a poignant preparation for living effectively in the global multicultural era. 

As a member of the student council and founder of the peer mediation programme at my high 

school I was constantly learning from my multicultural environment and using the richness of 

this diversity to become more fluent and comfortable in a globalising world. This interest in 

education for the global era has been accentuated further by my current experience of living as 

an American in the Irish context for the last eight years and by the transnational nature of my 

understanding of citizenship.

Citizenship education, in most places around the world seeks to address the complex realities 

of globalisation, multiculturalism; which is increasingly considered paramount knowledge in the 

global era. Therefore, this thesis explores how globalisation and multiculturalism impact on 

citizenship education in the North and South of Ireland, two distinctive emerging multicultural 

societies. The ethno-political conflict in Northern Ireland crystallised a relatively monocultural, 

insular culture that has been changing with the advent of the peace process. In the Republic of 

Ireland, a period of rapid economic growth from the mid 1990's to the early years of the
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millennium (Powell, 2003), brought immigrants to the country at an unprecedented level. In 

designing the study, it was therefore anticipated that the distinctive socio-political factors at 

play in each jurisdiction will affect citizenship education in distinctive ways. A comparative 

case study approach was chosen to support an understanding of how these influences not only 

shape citizenship education policy but also adults and specifically children's understandings of 

citizenship and emerging multiculturalism in the global era.

1.2 Research Aims

First this research seeks to compare and contrast the global socio-political context in the North 

and South Ireland in which citizenship education emerged. Next, this thesis examines how 

citizenship and multiculturalism is framed and interpreted by citizenship education curriculum 

policy in the North and South of Ireland. Within the two jurisdictions, the next objective is to 

examine how school Principals and teachers within each school conceptualise citizenship and 

multiculturalism within citizenship education. Then at the very crux of this research, this thesis 

will examine how children conceptualise and implement citizenship and understand 

multiculturalism as a result of citizenship education.

As noted above, the core question resides around how children conceptualise and implement 

citizenship and notions of multiculturalism in the global era; therefore this research is 

essentially led by children's interests. To elicit responses to these complex questions, this 

research involves children participants and researchers utilising active and experiential 

methodological approaches, in a children's rights based approach. This thesis seeks to 

contribute to theory by developing a conceptual model that will articulate notions of citizenship 

and multiculturalism that are grounded in the experiences of children and responds to their 

needs as young citizens in the global era.

1.3 Structure of Thesis

In order to capture the complexity of the citizenship education in the global, multicultural era 

this thesis engages with a number of concepts: globalisation, citizenship, multiculturalism, 

curriculum, models of citizenship education and associated issues. The purpose of such a
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concept rich thesis is to explore adequately the broad theoretical framework in which 

citizenship education in the global era is located.

This thesis continues with seven chapters. Chapter Two begins by examining the macro 

concept of globalisation, outlining its historic roots before discussing how it impacts upon 

understandings of citizenship. This chapter also explores the predominant geo-political system 

of global organisation, the nation-state, and its relevance in the global era. It then provides an 

analysis of theoretical perspectives of citizenship in the global era, including a discussion of 

liberalism, communitarianism and cosmopolitanism. This chapter then discusses the concept of 

multiculturalism as a key manifestation of globalisation; examining a range of perspectives and 

orientations toward diversity.

Chapter Three sets out the impacts of globalisation on education worldwide and how the 

educational needs of young people in the global era are increasingly at odds with the general 

orientation of the formal educational sector. This chapter continues to examine the concept of 

'curriculum', synthesising the debate into key theoretical curriculum orientations. Finally, the 

specific subject area of citizenship education is discussed, first by examining the changing 

purpose of citizenship education; from a state-centred, 'nation building' agenda, to a more 

cosmopolitan education that prepares young people to comprehend the world and be informed 

active citizens. Various dimensions of citizenship education are then discussed with an 

emphasis on 'active citizenship' as the arguable key aim of citizenship education. The chapter 

concludes by reviewing recent international research projects in citizenship education to assess 

how citizenship education is framed in the global context.

The methodological approach to the research will be discussed in Chapter Four. This chapter 

begins with an exploration of the philosophical underpinnings of research before presenting the 

case for the qualitative comparative case study strategy which was employed. This chapter 

explores the way in which children were engaged both as research participants and co

researchers, using a peer advisory group to best captures children's conceptualisation of 

citizenship and emerging multiculturalism in the global era.
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Chapter Five presents an analysis of the societal and policy contexts of the two schools in each 

jurisdiction under consideration in this research. Further, it provides an analysis of the specific 

contexts of the two case study schools. This incorporates both a review of literature on the 

societal, educational and curricular context of Northern Ireland and Republic of Ireland, 

alongside an analysis of the relevant data generated in interviews.

Chapter Six focuses predominantly on the primary conceptualisation of citizenship emerging 

from the data: 'active citizenship'. It presents an analysis of how various interpretations of 

active citizenship are filtered through the curriculum policy context, the individual school 

context, before finally being interpreted by the children interviewed in the case study schools. 

The chapter explores different explanations for the disconnect that exists between the 

aspirations adults have for children and the actual experiences of children in the citizenship 

education classrooms. Whilst active citizenship was the predominate conceptualisation to 

emerge from the data, other interpretations which relate to the theories of citizenship explored 

in the literature review are also explored. This chapter concludes by presenting children's 

suggestions of how notions of citizenship should be explored in their ideal citizenship education 

class.

Chapter Seven discusses the key conceptualisations of multiculturalism generated from the 

data analysis. Elicited primarily from adults, 'multiculturalism as a value', and 'multiculturalism 

as a skill' emerged as themes in this research. However, the remainder of the chapter explores 

how the predominant theme, the liberal interpretation of multiculturalism, is articulated in 

curriculum policy, in school and classroom contexts, in the teachers' understandings of 

multiculturalism. This chapter continues by exploring how children conceptualise issues of 

multiculturalism and diversity. The chapter then examines children's critiques of how these 

issues are being addressed in the classroom before concluding with their perspectives on how 

multiculturalism might be explored more effectively in their citizenship education classes.

Chapter Eight provides a conclusion to this thesis. It demonstrates the extent to which research 

objectives have been met and the research questions have been answered. This chapter will 

summarise the key findings and present the main contribution of this thesis: a working model

4



of citizenship education which seeks to provide a framework in which to locate how active 

citizenship and multiculturalism might be conceptualised in citizenship education curricula. This 

framework is grounded in both the literature reviewed and data analysed in this research. This 

thesis concludes by discussing the limitations of this research and areas for further investigation
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2 Citizenship in the Global Era

2.1 Introduction

The meaning and practice of citizenship is changing as a result of globalisation bringing about 

an increasing emphasis on citizenship education as a response to this phenomenon and to the 

perceived breakdown of the nation-state (Davies, 2001). Therefore, in order to understand 

citizenship education, it is important to examine this global framework and how it impacts on 

the understanding and practice of citizenship and approaches to multiculturalism.

This research seeks to compare and contrast how the global socio-political context and the 

emergence of multiculturalism in the North and South of Ireland has impacted on education, 

and more specifically how children are conceptualising and enacting their roles as citizens in the 

multicultural global era. Therefore this chapter seeks to set the global context, and discuss how 

this impacts on the understanding and practice of citizenship offering various political and 

philosophical perspectives on citizenship and multiculturalism in the global era. Subsequent 

chapters will explore how this macro global context impacts on the arena of education, focusing 

specifically on citizenship education.

This chapter begins by first outlining the historical roots of 'globalisation' before 

conceptualising how it impacts upon our understanding of citizenship. The next section 

explores the predominant geo-political system of global organisation, the nation-state, and its 

relevance in the global era. This section includes a discussion of Marshall's seminal work on 

Citizenship and Social Class (1950) which, arguably, serves as the foundation of modern notions 

of citizenship. The chapter then provides an exploration of various perspectives on citizenship 

in the global era, including a discussion of liberalism, communitarianism and concluding with 

cosmopolitanism, or a 'global regard for humankind'.

The chapter then discusses the concept of multiculturalism; examining a range of perspectives, 

including monoculturalism, left-essentialist, liberal, plural and critical perspectives. This section 

further engages with the idea of transnationalism, referring to multiple ties and interactions
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linking people across the borders of nation-states. As discussed above, the first section 

therefore examines what Castles and Davidson (2000) describes as 'one of the key 

determinates of the human condition': globalisation.

2.2 Citizenship and Globalisation

Globalisation is not only influencing the way in which 'citizenship' is both conceptualised and 

practiced, but as a result, shaping approaches to citizenship education (Banks, 2008). The 

impact on citizenship education will be discussed in Chapter 2. However, this section attends to 

the impact of globalisation in general, and global risk in particular, on notions of citizenship. It 

begins with a brief examination of the history of globalisation.

2.2.1 Understanding Globalisation

Globalisation is seen widely as one of the most important determinates of the human condition 

in the contemporary world (Castles and Davidson, 2000). It is nonetheless a broad concept 

which, due to its constantly evolving nature, is variously interpreted and understood. For some, 

globalisation is equated simply with free markets and international trade; for others, it is 

understood as a synonym for postnationality and the rapid dissolution of the nation-state 

structure (see Suarez-Orozco and Qin-Hilliard, 2004). Globalisation has also been used in 

conjunction with neo-colonialism, imperialism, or westernisation, which focus on the increasing 

influence and economic domination of western powers (Coatsworth, 2004). In particular, as 

Bloom (2004) suggests, globalisation is often associated with 'Americanisation', or what some 

refer to as 'Mac Donaldisation' - with the 'golden arches' seen as the quintessential symbol of 

the high-octane American power. Given the variety of emphases inherent in the debates 

alluded to briefly above, it is difficult to arrive at an agreed and comprehensive definition of 

globalisation. However it is agreed that, in essence, globalisation is characterised by a growing 

interdependence of peoples, cultures and economies, and is effectively challenging and 

complicating the way citizens relate to each other, geographic space and the 'nation-state' 

(Giddens 1994; Appadurai 1996, 2002; Taylor et al., 1997; Banks 2007).
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Whilst globalisation arguably plays an increasingly prominent role in contemporary geo

political debate, it is not necessarily a new phenomenon. Suarez-Orozco and Sattin (2007) argue 

that globalisation is an ancient dynamic that perhaps originated sixty thousand years ago when 

humans first embarked on a journey that would take them out of the African Savannah to 

explore and transform the globe. Coatsworth (2004), however, takes an economic perspective 

of globalisation and locates its initiation in the beginnings of interoceanic travel in the fifteenth 

and sixteenth centuries by Spain and Portugal. He suggests that the world has experienced four 

major cycles of globalisation since then and that these have been primarily motivated by 

economic expansion, demonstrated by trade and migration. As Coatsworth (2004) explains, the 

first globalisation cycle (which began in 1492 and lasted until 1600s) was characterised by the 

conquest and colonisation of the Americas by Spain and Portugal, opening vast transoceanic 

trading routes. The second cycle (in the late seventeenth century) saw the rapid growth of 

European colonisation and the establishment of the main slave colonies in the New World. The 

third cycle (in the late nineteenth century) was typified by increasing international trade, capital 

and technological flows, in addition to mass migration from both Asia and Europe to the 

Americas. Moreover, Coatsworth (2004) argues that globalisation cycles have produced 

immense and measurable increases in human productivity. Consequently, he argues, these 

productivity gains trickled through to improve everyone's living standards, even if the initial 

gains were unequally distributed. It could thus be inferred that globalisation has its roots in 

colonial expansion and the economic interests of the dominant nations at the time.

Coatsworth's (2004) fourth and most recent cycle of globalisation, began with the liberalisation 

of international trade (as characterised by a shift towards a free market) after the Second 

World War and intensified with increasing global trade of manufactured goods in the late 

1960s. This fourth cycle of globalisation has also been called 'the great new transformation' 

which has been driven by a number of interrelated forces changing how people understand 

themselves in relation to the rest of the world (Dijkstra et ai, 2001, p. 57).
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Understanding the effects of past cycles of globalisation may help contemporary societies 

maximise the benefits and mitigate the costs of the increasing interdependence characteristic 

of the global era. It is important to contextualise our current understanding of globalisation 

within these earlier cycles in order to obtain a more comprehensive perspective of its depth, 

magnitude and impact on citizenship. As can be surmised from this brief overview, 

globalisation is rooted in colonialism and economic expansion and, whilst the liberal economic 

drive still provides the main motivation for increasing interdependence, a new horizon exists 

around global governance and the reality of the global citizen.

2.2.2 Characteristics of Globalisation

Five salient themes emerge from this broad consensus on current forces and characteristics of 

globalisation: first, the emergence of a global economy; second, the rapid introduction of new 

Information Technologies (IT); third, the formation of regional polities, economies and markets. 

The final two themes presented as current forces and characteristics of globalisation are 

especially pertinent for this thesis. These include, the development of human relationship 

norms, highlighting the significance of human rights, and supra national institutions to support 

and enforce these norms and, finally, the increasing migration, transnationalism, diversity and 

multiculturalism in most societies around the world, which is discussed in detail later in this 

chapter. These are discussed in turn below:

First, the emergence of a global economy based on the activities of transnational corporations 

and international markets for capital commodities and services has been a key indicator of 

globalisation(see Castles and Davidson 2000; Giddens 2000; Banks 2008; Dijkstra et al. 2001). 

Indeed, there is a rapidly expanding internationalisation of production, distribution, and 

consumption of goods and services where local economies are becoming integrated into 

complex webs of global relations (Suarez-Orozco and Sattin, 2007). Dijkstra et al., (2001, p. 57) 

provide a description of this economic trend, by suggesting that:
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"People from practically all societies are confronted with aspects of other societies and 
cultures through tourism, the media and consumer goods. New styles of consumption 
(clothing, utilities, food), as well as standardized time, money, and expert systems, are 
introduced everywhere."

Second, bound with this global economic development, there are major changes happening in 

the world with the emergence of a new global electronic economy operating at a much higher 

level of integration than ever before. This rapid introduction of new Information Technologies 

(IT) is revolutionising communication, production, trade, and facilitating the dissemination of 

information and cultural values (Castles and Davidson, 2000). Capital, ideas, and images travel 

at high speed through revolutionary improvements in communications technology and 

transport. Anthony Giddens (2000, p. 19) provides a deeper analysis of how the increase of IT is 

impacting on the world:

"IT is transforming the economy of western countries. It has altered the class structure; 
it is not globalisation itself but the increasing impact of IT which is the main cause of a 
radical shrinking of traditional blue collar jobs in western countries. You only have to 
recognise that most polities were structured round this class division until about 20 
years ago to see how important technological change has been."

In addition to the immeasurable impact IT has on the economy, it has also had a major impact 

on disseminating the values, trends, and styles of different cultures. Indeed, Faulks (2000) 

argues that innovations in information and communication technology - including satellites, 

computers, travel and advancing media - have made access to other cultures easier and more 

instantaneous than in previous eras.

The third trend that characterises globalisation is the formation of regional polities, economies 

and markets characterised by the free movement of capital, goods and labour across nation

state borders (see Castles and Davidson 2000; Appadurai 1996; Giddens 2000; Dijkstra et al. 

2001). The European Union (EU) is the most developed example, while the North American 

Free Trade Area and the Asia Pacific economic Cooperation Forum permit free movement in 

some respects but not others. The World Trade Organisation (WTO), whose intention is to 

supervise and liberalise trade globally provides an interesting example of how this global trend

of liberalised trading is crystallising. Suarez-Orozco and Sattin (2007) quantify this trend of
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globalisation by contending that new global networks of production, fuelled by increasing levels 

of international trade, foreign direct investment, migrant remittances, and capital flows which 

now approximate a trillion dollars a day, set the pace for socioeconomic life in every continent 

on earth.

Fourth, as alluded to earlier, a significant characteristic of globalisation is the normalising of 

human relations on an international level and the emergence of supra national institutions to 

support and enforce these norms (Castles and Davidson, 2000). This trend encapsulates the 

growing significance of human rights, (explored later in this chapter) as the near universal 

norms in the international community (see Appadurai 1996; Giddens 2000; Ignatieff 2001).

Supra national institutions, including the International War Crimes Tribunal and the European 

Court of Justice provides a mechanism for regulating human and political relations (Castles and 

Davidson, 2000).

The belief that everyone, by virtue of her or his humanity, is equal and entitled to rights, as 

enshrined by the Universal Declaration of Human Rights (UDHR), is relatively recent. Whilst the 

ideas and philosophies of human rights were popular at various times, the 'Rights of Man' 

(Freeman, 2011, p. 37) were largely discredited in the nineteenth century. Regardless, during 

this time there were several campaigns against slavery, racial discrimination, colonialism, 

humanitarian laws of war, the protection of minorities and the emancipation of women 

(Donnelly 2003, Freeman 2011), strengthening these ideals until the human tragedy of World 

War II catapulted human rights onto the global stage and into the global conscience.

The extermination by Nazi Germany of over six million Jews, Sinti and Romani (gypsies), 

homosexuals, and persons with disabilities horrified the world. Trials were held in Nuremberg 

and Tokyo after World War II, and officials from the defeated countries were punished for 

committing war crimes, "crimes against peace," and "crimes against humanity." With these 

atrocities serving as a poignant backdrop, governments committed themselves to establishing 

the United Nations, with the primary goal of bolstering international peace and preventing 

conflict. People wanted to ensure that no person be unjustly denied life, freedom, food, shelter,
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and nationality (Donnelly, 2003). The calls came from across the globe for human rights 

standards to protect citizens from abuses by their governments, standards against which 

nations could be held accountable for the treatment of those living within their borders. These 

voices played a critical role in the San Francisco where the United Nations Charter was drafted 

in 1945, which eventually evolved into the UDHR in 1948.

Although 'universal' is in the title, there are debates around the universality of human rights as 

enshrined in the UDHR. Primarily these debates focus on the perceived western hegemonic 

production, interpretation and implementation of human rights norms (Donnelly 1985a, 

Donnelly 2003). A few of the most enduring challenges to human rights centre on the overly 

individualistic nature of Human Rights, which some 'communitarian' societies feel undervalue 

the 'common good' (Freeman, 2011, p. 121). Further, it is perceived that some cultural value 

systems conflict with Human Rights. For example, predominantly Muslim countries, such as 

Sudan, Iran, and Saudi Arabia, criticised the Universal Declaration of Human Rights for its 

perceived failure to take into account the cultural and religious context of non-Western 

countries (Brems, 2001). From this perspective, the UDHR may be perceived as a secular 

interpretation of the Judeo-Christian tradition, which could not be implemented by Muslims 

without trespassing Islamic law (Ignatieff 2001; Brems 2001). Whilst debates about the true 

universality of the UDHR endure, human rights are widely recognised as the universal norm for 

human relations and are promoted and enforced by various supra-national institutions 

mentioned earlier (Castles and Davidson, 2000).

Fifth, one of the most conspicuous manifestations of globalisation, explored later in this 

chapter is increasing migration, transnationalism, diversity and multiculturalism in most 

societies around the world. The global economic forces described earlier are stimulating the 

migration of people in unprecedented numbers from and to every corner of earth. From this 

perspective, globalisation is about cultural exchange that makes the cultural coherence and 

homogeneity of the nation-state increasingly untenable (Suarez-Orozco and Sattin, 2007). 

Further, multiculturalism has prompted a normalisation of values, trends and standards as a 

result of global information transfer and cross-cultural awareness. For example, Ohmae (1995)
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contends that people's cultural identities are increasingly transcending narrow, national self- 

interests to embrace more layered and complex identities illustrated by their consumption of 

cultural symbols, signs and material products chosen according to personal taste and values 

rather than national identity. Indeed, political, ideological, religious or cultural trends that 

originally appeared to be connected with a specific culture are being echoed in different parts 

of the world. Whilst there are various understandings and definitions of globalisation, the five 

salient characterisations of globalisation presented above seek to show how this phenomenon 

is impacting upon citizenship.

2.2.3 Global Risk

Although globalisation is not a new phenomenon, it could be suggested that there is a pressing 

need to address the opportunities it provides and the challenges it brings. This is due to the key 

aspect of globalisation which is changing our understanding and practice of citizenship: the 

threat posed by 'planetary risks'. As Turner (1993) explains, 'global risk' refers to problems 

such as migration, infectious diseases, international crime, nuclear power and ecological 

damage; all issues that cannot be managed successfully by any single state. As Turner (1993, p. 

184) has observed, 'global risk' has thus helped to create a common interest and awareness 

that 'frailty is a universal feature of human existence'. These common risks make global 

cooperation and citizenship a necessity rather than an option in order to achieve sustainable 

societies.

In order to understand how global risk is changing citizenship, it is helpful to return to the 

philosophical origins of the citizenly pact, sometimes called the 'social contract', established 

primarily by Thomas Hobbes (1651) John Locke (1689), and Jean-Jacques Rousseau (1762), 

which essentially describes an exchange between the individual and the state, whereby the 

individual gives up certain rights in exchange for security and social order (Faulks, 2000). The 

global risks we currently face arguably challenge the 'social contract' by undermining the state's
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capacity to provide security to its citizens. These global risks and inability of any nation-state to

impact upon them alone reinforce the necessity of global interdependence. Faulks (2000,

p.139) confirms this idea of global interdependence in arguing that:

"In the Global era, where risks are both more dangerous and more transparent, states 
cannot convincingly claim to guarantee their own citizens rights if they do not also 
consider the rights of the individuals in other communities."

Furthermore, increasing communication technology, referenced earlier, has spread both the 

dangers and the awareness of these threats into the global consciousness. As Faulks (2000, p. 

169) contends further:

"Migration, international crime, regional conflicts and environmental damage are all 
fuelled by inequalities, and the effects of these new security risks will be increasingly felt 
by both the developed and developing worlds."

As the basis of the 'Social Contract' begins to break down because global threats are beyond 

the control of the nation-state, there is a collective understanding that the security of peoples, 

communities and nations is dependent on the security of others' (Turner 1993) and the way in 

which citizenship is understood and practiced needs to evolve to actualise this understanding of 

sustainable interdependence. This new global context has led Faulks (2006) and Banks (2008) 

to claim that for citizenship to be meaningful and remain secure within any given polity, some 

rights and responsibilities associated with it must stretch across state boundaries, and citizens 

must develop their understanding of the social contact to extend beyond those boundaries as 

well. However, it is difficult to dismiss the reality of the established nations-state system which 

is continuing to grow in the uneasy global context. Therefore the next section of this chapter 

explores the dominant geo-political system of organisation, the nation-state, in the global 

context.

2.3 Citizenship and the Nation-State

The emergence of the liberal nation-state system during the nineteenth century actually

coincided with efforts to reduce one of the key manifestations of globalisation: cultural

diversity. Although theories about what constitutes a 'nation' differed between countries, the
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prevailing view was that each nation possessed a single distinctive and homogeneous culture 

(Dijkstra et al., 2001). Newly formed nation states tried through nationalistic education 

programmes to homogenise their territory culturally and linguistically, as well as economically 

and socially (Gelner 1983; Brubaker 1992). These efforts were designed to synchronise the 

state and the political community, which was equated increasingly with 'the National Culture'. 

As Curtain (1997, p.14) explains:

"National consciousness in this sense consists of an overriding identification of the 
individual with a culture that is protected by the state."

Therefore the citizenly pact was linked to a specific culture and national, territorial identity. 

Within this period of territorial and cultural synchronicity, it appeared there was some 

consensus on what citizenship meant for the individual and the nation-state.

2.3.1 The Nation-State and Social Democracy

Even with territorial and cultural synchronicity, Heater (2004) identifies ongoing political 

struggle for rights which inevitably changed the nature of citizenship. For example, Marshall's 

(1950) seminal analysis of Citizenship and Social Class eloquently argued that civil and political 

rights were established as a result of public upheaval during the French Revolution in 1789. In 

Marshall's liberal interpretation of citizenship, people first won the status that guaranteed civil 

rights, meaning that the rule of law protected them from arbitrary arrests, detention and safe

guarded certain personal freedoms. Therefore, these civil and legal rights enabled citizens to 

feel relatively secure by ensuring personal freedoms of conscience, religion, movement and an 

impartial justice system based on the rule of law. The next level of Marshallian citizenship was 

to provide social structures and institutions that required rulers to be democratically elected. 

This second wave of political rights was required to prevent authoritarian rulers and fascist 

regimes from deliberately undermining the security provided by civil rights. These, according to 

Marshall, were supplemented in the 20th century by the development of social rights 

institutionalised through the creation of the welfare state, the National Health Service and
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public education. The underlying principal of the third wave of citizenly rights is that human 

dignity, and fulfilling one's potential can be effectively denied in situations of extreme poverty, 

illiteracy and illness. The three levels of citizenship; civil and legal rights, political rights and 

social rights described by Marshall (1950) has been arguably the most enduring model of 

citizenship in the nation-state structure.

Whilst Marshall's Citizenship and the Social Class (1950) articulated the new post war consensus 

about the liberal welfare state as a precondition for effective citizenship, there have been 

subsequent critiques problemitising this interpretation. McEvoy (2007, p.150) critiques 

assumptions made about the liberal, universalistic understanding of how all people acquire 

rights and express freedoms, stating that:

"Criticisms of Marshall's argument largely centre on its universalistic claims and the 
presentation of the development of citizenship as a gradual and largely peaceful 
acquisition of rights by the majority of the population from a benign, liberal and 
democratic state."

According to McEvoy (2007), Marshall's presentation of the state does not represent 

appropriate bias nor does it encapsulate any determinate of power. Pateman (1996) and 

Gordon's (1990) critiques of Marshall's account of citizenship resonates with McEvoy's, by 

asking whether the rights are of equal worth to all citizens when the state structures and 

institutions are created by dominant citizens. Pateman's (1996) and Gordon's (1990) critiques 

highlight, that Marshall's analysis, based in the context of the white, working-class male, is no 

longer appropriate for the diversity of citizens in the global era. Further, Marshall also did not 

account for the subordination of women or other marginalised groupings in his analysis 

(Pateman 1996; Gordon 1990). Indeed, the increasing levels of diversity date Marshall's work, 

as it fails to take into account increasing ethnicity and multiculturalism. Finally, Marshall's 

liberal analysis resides firmly in the nation-state system which has its own intrinsic limitations in 

the global era, discussed throughout this chapter. Whilst these critiques may seem obvious, 

Marshall and many other scholars of his time took for granted that in the 18th century, all 

people in England were legally free and therefore enjoyed civil citizenship. The complexities of 

race, gender and class dynamics, in the context of the global era, have come to the fore
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prompting critical alternatives to Marshall's ideas as to how to broaden the citizenly pact for all 

people.

2.3.2 Changing Significance of the Nation State

Globalisation and multiculturalism (addressed later in this chapter) clearly affect the nation

state and its exclusive power to define who is a citizen, and what the citizenly pact entails. 

Heater (2004) and Faulks (2006) contend that citizenship in the past expressed a singular 

political relationship between the nation-state and the citizen, whereby the significance of 

citizens' rights and responsibilities were exclusively confined to territorial boundaries. It is 

evident, however, that that the nation-state has grown considerably salient since 1945, as more 

countries have adopted the legal and institutional frameworks of the nation-state and defined 

themselves as democracies. For example, the breakup of European colonial empires and the 

collapse of multiethnic states like the Soviet Union and Yugoslavia have contributed to this 

increase of nation-states. Indeed, in 1950 there were approximately 80 UN member states, 

whilst in 2002 there were approximately 191 (Castles 2004). Further, scholars such as David 

Miller (2000, p. 34), claim that citizenship is best located, and enacted within the national 

context. As he states:

"The collective identities that people currently possess are predominantly national 
identities. Here, if anywhere, it seems, the promise of overall community might be 
redeemed."

Therefore, according to Miller, even as the global relationships change, the practice of 

citizenship is still predominantly understood within a nation-state context.

Whilst the notion of a world of nation-states remains the basis for national and international 

law, Castles (2004, p.18) contends that globalisation and transnational migration is changing 

the role of the nation- state, explaining that:

"While the nation-states have prospered, they have also encountered powerful new 
challenges in the shape of globalization, growing international migration, and the 
proliferation of transnational communities. The increasing importance of cross-border
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flows and networks undermines the principle of the nation-state as the predominant 
site for organising economic, political, cultural and social life."

In doing so he summarises succinctly the major social, political and cultural influences that are 

impacting on the nation-state. Indeed, as the world become more interdependent and the 

territorial and state boundaries have become more open to interpretation, societies have 

become more socially and culturally diverse, necessitating new debates on citizenship and the 

most effective form of international governance (Ignatieff, 1991).

Consequently, as the world has become more tightly bound due to the forces of globalisation

and the clear meaning of the nation-state has begun to change, there is an increased

production of cultural and political boundaries (Basch, Schilller, and Blanc 1994). This

juxtaposition between the forces of globalisation and 'localisation' has created a certain tension

in the local, national, and global contexts. This tension around governance is especially

apparent as societies around the world move uneasily from that clear relationship between the

individual and the nation-state to a global society characterised by increased interdependence

and growing ethnic diversity. As these major social, political and economic forces impact on

people, Greschire and Meyer (1998) argue that people retreat to a 'fixed orientation point' and

create boundaries as a reaction. They state that:

"There is much empirical evidence to support the fact that people's awareness of being 
involved in open-ended global flows seems to trigger a search for fixed orientation point 
and action frames, as well as, determined efforts to affirm old and construct new 
boundaries". (Greschire and Meyer 1998, p. 602)

Thus, the forces of globalisation can actually be mirrored by the strengthening of nationalism, 

regionalism, and localisation. By way of example, the tragic events associated with 9/11, and 

its aftermath illustrate how global capitalism provoked an attack in support of unfettered 

national identity and localisation.
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Therefore, in the words of Hall (1991, p. 4), "global and local are two faces of the same 

movement" meaning that as globalisation continually opens our world, people may react by 

retreating to a local, familiar, or fixed orientation point. Against the background of increasing 

globalisation, and changing role of the nation-state, this argument offers a way to conceptualise 

how citizenship is changing in the global era, and how we might best educate children to be 

active citizens in this context.

As explored in the previous section on the changing role of the nation state, during most of the 

post-war period, citizenship in Western democracies represented a clear relationship between 

the individual and the nation-state defined by a nation's geographical boundaries. Within those 

boundaries, a citizenly pact included rights bestowed and protected by the state in exchange 

for duties and responsibilities enacted by individuals. Yet globalisation and emerging 

multiculturalism challenge this traditional pact to make it a much more complex and contested 

notion, ushering in the competing yet interrelated forces of localisation and globalisation. As 

the global context evolves, so must conceptual understandings of the various orientations 

toward citizenship, and in turn approaches to citizenship education (discussed in Chapter 3). 

Therefore, the dominant political philosophies of citizenship are discussed in the section below.

2.4 Constructing Notions of Citizenship

Whilst there are a plethora of different political groupings and corresponding 

conceptualisations regarding the way citizenship is both understood and practiced, three 

primary political and theoretical perspectives are prominent in Western political discourse: 

liberalism, communitarianism, and cosmopolitanism. Acknowledging that there are several 

variations within each of these political and philosophical orientations, this section seeks to 

explore the salient points which are pertinent to this thesis. In particular it explores how these 

differing conceptions are not only understood theoretically but how they might be enacted in 

terms of what is commonly referred to as 'active citizenship'.
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2.4.1 Liberalism

As soon as one examines it, liberalism fractures into a variety of political ideologies and 

competing visions. However, all variations of liberalism will share two central axioms: 

'universalism' and 'unitarianism' (Olssen, 2004). Firstly, 'universalism', refers to a uniform 

standard that is applied to all, despite any differences in life circumstance. Secondly, 

unitarianism refers to the 'politics of consensus'(Olssen, 2004), which can generally be 

described as a democratic process of reaching a decision. Consensus decision-making is thus 

concerned with the process of reaching a democratic decision, and the social and political 

effects of using this process. Therefore, to understand how liberalism theoretically underpins 

the understanding and practice of citizenship and citizenship education, the scope of this 

discussion is narrowed to concepts that describe the relationship between individuals and the 

nation-state.

Liberal narratives of citizenship tend to emphasise a balance of rights and freedoms with duties 

and responsibilities ensured by the government, establishing the aforementioned citizenly pact. 

According to the liberal perspective, an emphasis on rights and freedoms helps individuals to 

develop their potential by enabling them to transcend the confines of social status and 

traditional roles, irrespective of family or cultural pressures (Osier and Starkey, 2005). These 

rights and freedoms usually include: freedom of thought, conscience, religion, expression, 

movement, the right to assembly, the right to organise, vote, the right to a fair trial and equality 

before the law (Dekker, 1994). According to the citizenly pact, these are balanced with duties 

and responsibilities which may include: the duty to vote (which may also include political 

participation beyond voting), to pay taxes, to defend the country, to obey the law, to accept 

majority decisions and to respect the rights of others (Dekker, 1994). By enshrining this liberal 

pact in state institutions, citizenship becomes the mechanism for ensuring the equal rights of all. 

While earlier liberals limited these rights, the Marshallian (1950) development of the Welfare 

State, discussed earlier, came to embody rights to work, to health, and to security (Olssen,

2004). As such, citizenship expressed the new positive role of the state as the embodiment of 

social democracy.
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From a liberal perspective, exercising rights bestowed and protected by the state in exchange 

for duties and responsibilities acknowledged by individuals is how citizenship is enacted. Faulks 

(2000, p. 165) expands the idea of practicing liberal citizenship further by looking at how 

citizens participate in shaping and supporting the institutions that make rights and freedoms 

possible. Hence he argues:

"Our individual rights are only meaningful when they are supported by a sense of 
obligation amongst others to both recognise our rights and help us to build and sustain 
the social institutions that make rights possible".

The rationale for this emphasis is that rights can only be maintained if people work to sustain 

the institutions that actualise them, whether they are located in the local government 

institutions or supra-national non-governmental organisations (NGOs).

Heater (2004) also describes how liberal notions of citizenship are enacted by pushing the 

boundaries of freedom, thus evolving the liberal citizenly pact. Taking on a critical liberal 

perspective. Heater (2004) describes how rights and responsibilities change over time as a 

result of social struggle, economic change, and shifts in governance ideology. Whilst liberal 

democratic ideals espouse equality, rights are not always experienced equally by all people. 

Historically, different interest groups organise and fight to have equal access to rights and 

power to influence the democratic structures of the state. For example, the modern gay rights 

movement started in the United States in the late sixties and early seventies for equal access to 

jobs, housing, and justice against police brutality (Duberman, 1999). This struggle for gay rights 

continues as homosexuals in several developed nations campaign for the right for their 

relationships to be recognised by the state (Smith, 2003).

Whilst the majority of contemporary accounts of citizenship have developed through liberalism, 

there are several limitations inherent in this perspective. Ideologically, the assumption of unity 

or generality of liberalism and social democracy, which gained prominence during the 

Enlightenment era of the late 19th and 20th centuries, tends to reduce differences to a single 

truth, a universal reason, or a single morality (Young, 1997). However, Young (1997) argues 

that striving for commonness threatens to suppress differences amongst citizens, and injustice
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arises as much from treating different people in the same way as it does from treating people 

differently (Olssen 2004, Young 1997). Furthermore, liberalism can over emphasise the rights 

and freedom aspect of the citizenly pact or alternatively, favour the responsibilisation of its 

citizens. More conservative notions of liberalism seek to emphasise civic responsibilities, as a 

trend of perceived disengagement that is developing across many developed nations (Tourney - 

Puerta, 2000). This idea is well-articulated by Anthony Giddens (2000, p. 24) who states that:

"It has become pretty clear what the new social contact is... no rights without responsibilities." 

The other side of this argument celebrating rights and freedoms without the necessary balance 

of responsibilities toward others and the earth results in boundless progress, innovation and 

economic growth which clearly has its limitations, as illustrated by environmental degradation 

and dwindling natural resources (Faulks, 2000). Faulks (2000, p. 164) elaborates on the 

dichotomy of rights and duties explaining that,

"Arguments for liberal rights underestimate how rights, crucial though they are, must 
be rooted in a network of responsibilities between individuals and their communities. 
Contemporary theories of communitarianism are post-liberal because they stress the 
relational and non-hierarchical character of citizenship."

Thus, whilst liberalism creates the philosophical and theoretic foundation of modern citizenship 

it does have limitations, providing an opening for philosophies to emerge.

2.4.2 Communitarianism

In response to the limitations of unfettered liberalism (Faulks, 2000), communitarianism moves 

away from stark individualism to favour the idea that individual rights and freedoms must be 

balanced by responsibilities, obligations and duties located within a specific context. 

Communitarianism is a philosophical stance originating from academia and developed out of a 

critique of liberal individualism by such people as Michael Sandel (1984), Alasdair MacIntyre 

(1987,1988), Charles Taylor (1989), Michael Walzer (1990) and John Gray (1993, 1996). From 

these perspectives, communitarianism could be considered a loose orientation that holds the 

community, rather than the individual or State, at the centre of the citizenly value system.
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Following this rationale, the individual does not make up the basic moral unit of society, but 

rather is attached to other individuals in a community to whom he or she is somewhat 

dependent (Arthur, 2000). Therefore the individual has to make decisions about the way they 

act, bearing in mind the desires of the community to which they belong (Lawson, 2001).

As with all philosophical and political orientations toward citizenship, communitarianism has 

several variations. This section will briefly explore three relevant variations; namely liberal 

communitarianism, conservative communitarianism, and civic republicanism. Liberal 

communitarianism, the most prominent of these variations, emerged essentially as the 

contraposition to the individualism of liberalism. Delanty (2000) and Arthur (2000) explore how 

liberal communitarianism, seeks to bring the focus back to value the 'community':

“Community has appeared to many to hold out the promise of a utopia destroyed by 
both society and state. Rather than retrieve the state project, communitarianism seeks 
to recover a lost dimension of community, the utopia that modernity promised but 
destroyed. Communitarians can be seen as liberals disenchanted by liberal 
individualism." (Delanty 2000, p. 25)

Arthur (2000) contributes to this understanding of liberal communitarianism by claiming that 

one of the basic premises of recent communitarian thinking is that modern, abstract society has 

lost a sense of social solidarity. Furthermore, he maintains that modern society lacks the 

communal dimensions that might unite people around a concept of what is good or worthwhile 

to pursue in life.

Another emphasis of communitarianism, which is more conservative, tends to stress family, 

religion, associations, corporations, or the 'nation' in what might be called a culture of 

consensus (Delanty, 2000). This orientation is termed 'conservative' by Delanty (2000, p. 42) 

because it lacks a self-critical or self-reflective expectation within these 'cultures of consensus'. 

Finally, civic republicanism, perhaps the oldest form of communitarianism (Delanty, 2000) 

essentially views participation in the public life and the political community as the core of the
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civic bond. Civic republicanism differs sharply from the liberal variation in that it is explicitly 

public, denying any connection with private pursuits. As illustrated here, communitarian 

citizenship, can take on many different meanings, especially as the concept of 'community' can 

be located in many contexts.

Within the broad communitarian perspective, Alasdair MacIntyre (1988) and Charles Taylor 

(1989) argue that moral and political judgment will depend on the interpretive framework in 

which citizens view their world. From this perspective, political judgment stems from a specific 

community where the individual finds meaning in life through membership of a cultural, 

political or ideological community. Faulks (2000), resonating with the perspective taken by 

Macintyre (1988) and Taylor (1989), argues that the roots of citizenship lie within the individual 

communities, and that rights and responsibilities will be expressed largely within this local 

context and often pursued through communal attachments, goals and obligations. Delanty's 

(2000) and Arthur's (2000) argument provides a solid rationale that communitarian citizenship 

is generally enacted by strengthening and campaigning for the 'common good' of a specific 

community or cause within which the individual is situated in. One needs only to look at a local 

notice board to see examples of communitarianism citizenship where people are pulling 

together for a sick person who cannot afford their medical treatments, a gathering to discuss 

mistreatment of elderly people within the community, or a rally against a school closure to find 

examples of active citizenship from the communitarian perspective.

Communitarianism is not without its critique. Conceptually, communitarianism can be both 

ambiguous and used ambivalently (Arthur, 2000). Indeed, an unresolved difficulty with this 

approach is defining exactly what constitutes 'community'. What are its boundaries? Whose 

interests does it promote? (Lawson, 2001) Whilst communitarianism may be conceptually 

ambivalent, difficulties may also emerge around how loyalty may be enacted. 

Communitarianism stresses the benefits and security that a geographic, cultural, ethnic, 

political or ideological group can provide, and as such, shares many features with nationalism 

(Osier and Starkey, 2005). This solidarity and security is evident in nationalist movements and 

struggles throughout history. However, this view may confine individuals to predetermined
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cultural or political loyalties that do not value a complex and layered identity more typical of 

the global era. In the extreme, a nationalist discourse can encourage xenophobia because of 

the sharp distinction made between those who are part of a distinctive movement or group, 

and those who are not (Osier and Starkey, 2005). Therefore, communitarianism was 

established by academics in response to the shortcoming of the dominant liberal perspective to 

relocate citizenship within a given community, yet difficulties can emerge with how this loyalty 

is expressed. The next section looks at cosmopolitanism which moves away from a localised 

community to focus on the global connection of all humankind.

2.4.3 Cosmopolitanism

While Liberalism stresses the relationship between the individual and the state, and 

communitarianism values the relationship between the individual and their community, 

cosmopolitanism emphasises the relationship between the individual and humankind. 

Cosmopolitanism is global in its orientation and includes a protection of human rights, and an 

extension of responsibilities beyond the state encouraging the development of global 

governance institutions. Therefore, by extending the responsibilities, together with the 

construction of more participatory institutions of global governance, according to cosmopolitan 

theorists argue that diverse cultures will recognise their mutually interdependent interests and 

security (Arendt, 1968).

Immanuel Kant (1788) and other modernist philosophers developed the concept of 

cosmopolitanism during the Enlightenment. It is an extension of liberalism, or more specifically, 

the moral philosophy underpinning liberalism, which is concerned with 'upholding the dignity 

and inherent rights of individuals, understood as instantiations of a universal humanity' (Beiner 

1995, p.2). At its most basic, the cosmopolitan citizen is one who 'views themselves as a citizen 

of the global community based on common human values' (Anderson-Gold 2001, p.l). During 

the First World War, the philosopher John Dewey (1916) recognized that nationalism, mediated 

through state education, thwarted these Enlightenment traditions of universal humanity. He 

claimed that:
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"Education became a civic function and the civic function was identified with the 
realization of the ideal of the national state. The 'state' was substituted for humanity; 
cosmopolitanism gave way to nationalism." (Dewey 1916, p. 108)

This is important not least because he emphasises the role of education in defining, promoting 

and enacting cosmopolitan citizenship, even while different philosophies of citizenship come in 

and out of vogue within a national context. Dewey made this comment during the First World 

War, when nationalism was strong and an egalitarian regard for humanity at large was less 

popular. However, Beiner (1995) argues that a resurgence of cosmopolitanism occurred after 

the Second World War as a reaction to the Holocaust and other massacres when the concept of 

'crimes against humanity' became an accepted category in international law. As referenced 

earlier, this period also coincided with the development of the United Nation and the Universal 

Declaration of the Human Rights (UDHR). This was due to an alternative grand narrative, 

underscored by cosmopolitan values which credited ultra-nationalism as responsible for two 

World Wars (Beiner, 1995).

As discussed above, increasing multiculturalism and the reality of global risk create a compelling 

argument for a concept of citizenship with organising and legitimating principles based on 

'universal personhood rather than national belonging' (Soysal 1994, p. 52; see also Ramirez, 

Suarez and Meyer 2006). Osier and Starkey (2005) contend that one way in which these ideas 

can be realised is through the international system of governance as represented by the United 

Nations and the cosmopolitan values that underpin it, as articulated in the Universal 

Declaration of Human Rights (UDHR) (UN 1948) (see Starkey 2011). This position is unsurprising 

given that cosmopolitan ideals align closely with the stated aims of the UN which emphasise 

the universal 'dignity and worth of the human person' (UN 1945, preamble). Moreover, 

although not legally binding, the UDHR is recognised as part of customary law (Dickson 2009) 

and has served as the foundation for a plethora of treaties and laws in international, regional 

and national contexts (Osier and Starkey 2005; Turner 1993). Therefore in addition to attending 

to the cosmopolitan ideal of 'universal personhood', the international human rights regime also
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provides standards by which states can be held to account in relation to how they respect, 

protect and fulfill the universal human rights of all individuals (Lundy and McEvoy, 2012).

With philosophical roots of cosmopolitanism examined and important out workings 

acknowledged, this orientation toward citizenship is enacted in various ways. There are several 

examples of active citizenship from a cosmopolitan perspective. For example, campaigns 

around poverty, economic equity, human rights of various manifestations, and environmental 

action, to name a few, are in abundance. Highlighted previously in this chapter, the risks 

associated with global threats provide a compelling rationale for cosmopolitan citizenship. Our 

dwindling natural resources and desecrated environment has arguably become an international 

concern and site for active citizenship. Just as environmental problems affect the local, national 

and international contexts, environmental movements span all areas humans inhabit as well. 

McCormick (1989, p. viii) illustrates the intractable connection between environmentalism and 

cosmopolitanism:

"Spawned by Victorian nature lovers and philanthropists, nurtured by amateur 
naturalists and professional planners, and finally thrust onto our public policy agenda by 
a rebellious and idealistic new generation, environmentalism has cut across religious, 
national and political divides and spread to almost every country on earth. It has won 
tens of millions of adherents, generated new bodies of legislation, hatched new political 
parties, encouraged a rethinking of economic priorities and become an issue in domestic 
policy and international relations."

As McCormick (1989) argues, the shared threat of environmental degradation has become a 

global concern and examples of active citizenship are plentiful.

Whilst cosmopolitanism can inspire people to process their identities and experiences in ways 

that do not dwell on differences, but rather highlight their common humanity, it also is not 

without its critiques (Banhabib 2007, Kiwan 2008). Similar to the critique of liberalism, this 

inclination to find the similarity in our shared humanness may ultimately constrain the ability to 

acknowledge difference, which is a powerful agent to change social foundations. Further, 

cosmopolitanism carries an assumption that the state, or perhaps international institutions can
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effect the meaningful, and uncontested change that may be necessary in these social 

foundations. However, the promotion of cosmopolitanism would seem at odds with the 

nation-sate goals for fostering citizenship which seeks generally to instill a national identity and 

unfettered loyalty. From a practical perspective, it is not clear why governments would want to 

promote a post national form of citizenship associated with cosmopolitanism, where allegiance 

to the state is downplayed (Staeheli and Hammett, 2000).

Thus, as illustrated by the changing focus of citizenship through modern time; from war-time 

nationalism to a post-war resurgence of cosmopolitanism, liberalism remains the foundation of 

democracy and citizenship in most nation-states. Whilst communitarianism emphasises the 

interdependence between members of a particular community, there is an undeniable 

worldwide reawakening of cosmopolitanism evidenced by increasing multiculturalism and the 

legitimacy of NGOs and supranational governance organisations like the United Nations. With 

the post-war reawakening of cosmopolitan ideals, so has an international human rights 

discourse come into the global consciousness. No exploration of citizenship in the global era 

can dismiss the role of Human Rights discourse and other aspects of the international human 

rights law regime that permeates much of our international relations. This section concludes by 

looking at some the critical debates around cosmopolitanism in the global era.

2.4.4 Cosmopolitanism Citizenship in the Global Era

The previous sections have sought to move the understanding of citizenship beyond the 

borders of the nation-state, by offering a broader historical and theoretical context, and to 

describe the current forces shaping the debate around citizenship in theory and practice. This 

section argued that it is important to understand citizenship beyond a neat package of rights 

and responsibilities which all legal members of a nation-state hold, to incorporate a global 

perspective that transcends national borders and considers the global risks which all of 

humanity face. Global threats require a re-examination of the citizenly pact to consider the 

shifting power of local, national and global institutions to best govern a dynamic international
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population that accept human frailty as a core motivation for working toward global 

interdependence.

Based on the arguments presented above, it may seem that there is an easy option for 

citizenship in the global era: to disregard national borders, place more emphasis on the NGO's 

and supranational governing institutions such as the UN, and promote a universal cosmopolitan 

definition of citizenship guided by human rights discourse. Whilst theoretically this may seem 

suitable to the current complexities of the global era, the nation-state system pervades.

Further, citizenship is, for the greater part, still very much defined by the state which, despite 

globalisation, is more or less the duty bearers of the rights of citizenship. An additional 

problem is the absence of a common cultural foundation for cosmopolitan citizenship; for 

example, the existence of a common language (Delanty, 2000). It would appear then, that 

while recognising the apparent need, even necessity, of cosmopolitan citizenship, the 

geopolitical system of governance is still confined to the nation-state.

This research seeks to use these theoretic constructs as a lens to examine how students in 

emerging multicultural societies conceptualise citizenship in the global context. With the global 

context established alongside a general discussion of how it impacts upon the understanding 

and practice of citizenship, a key manifestation of globalisation, multiculturalism, is discussed 

below.

2.5 Multiculturalism in the Global Era

Globalisation has stimulated worldwide migration and encouraged social and cultural diversity 

in most western nation-states, compelling new debates about citizenship in the global era 

(Faulks, 2006). Indeed the movement of peoples across boundaries is as old as the nation-state 

itself, which is illustrated in the four stages of globalisation explored earlier (Luchtenburg 2004b; 

Coatsworth 2004). Increasingly national boundaries are eroding as millions of people live in 

several nations and have multiple citizenships (Castles and Davidson, 2000). Further, millions of 

people have citizenship in one nation and live in another, whilst others are stateless including 

millions of refugees around the world. Moreover, millions of people are disenfranchised
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because they cannot become citizens in their country of residence (Benhabib, 2004). To 

quantify this trend, Benhabib (2004) contends that the number of individuals living outside 

their original homelands increased from approximately 33 million in 1910, to 175 million in 

2000.

Therefore, the idea of the citizen who spends most of their life in one country and maintains a 

single national identity is losing ground. Further, porous boundaries and multiple identities 

undermine cultural homogeneity as a criterion for political membership, an eroding 

phenomenon explored in the previous section (Castles and Davidson, 2000). Increasingly, 

governments find that their control over the economy, the welfare system the national culture 

is being weakened due to mass migration. Because of this trend - global markets, international 

corporations, regional and supranational bodies, and a new transnational culture are all gaining 

power and influence (Castles, 2004).

Kincheloe and Steinberg (2001, p. 2) elaborate on how this movement of people and resulting 

multiculturalism is affecting the self-image of many western nation-states, stating that:

"In this context, many Westerners are arriving at the conclusion, that like it or not, they 
live in multicultural societies. From our perspective multiculturalism is not something 
one believes in or agrees with, it simply is. We can respond to this reality in different 
ways, but the reality remains no matter how we choose to respond to it."

As Kincheloe and Steinberg (2001) suggest, we are beyond the point of questioning the idea of

multiculturalism and into the realm of accepting it as a global reality. In societies around the

world the movement of diverse racial, cultural, ethnic, religious, and linguistic groups within

and across nation states is extensive and rapid. This movement of people and their cultural

frameworks raise complex and difficult questions about citizenship, human rights, democracy,

and education (Banks, 2008). Therefore, this section begins by establishing a theoretical

framework through which to understand the rapid demographic changes in western societies in

order to better understand how citizenship is evolving. This is followed by an exploration of

various theoretical dimensions of multiculturalism. The issue of race as a concept and racism as

the active resistance to multiculturalism is then presented. In short, this section seeks to

present the reality of multiculturalism to provide a language through which to explore various

30



notions of multiculturalism within citizenship education. This section begins with a brief 

exploration of transnationalism and the impact this has on the understanding and practice of 

citizenship.

2.5.1 Transnationalism

Explored previously in this chapter, there are a number of factors that both provoke and enable 

people to live and work in more than one nation state and establish relationships in a planet- 

spanning arena of activity (Vertovec, 1999). These factors include: increasing cross border 

mobility; growth of temporary cyclical and recurring migrations; cheap and easy travel; and 

constant communication through new information technologies discussed in previous sections 

(Castles 2004, Vertovec 1999). Based on these trends enabled by globalisation, 

transnationalism refers to multiple ties and interactions linking people or institutions across the 

borders of nation-states, thus fundamentally changing the nature of citizenship both for nation

states and individuals. Therefore, transnational communities are groups whose identity is not 

primarily based on attachment to a specific territory, presenting a powerful challenge to 

traditional ideas of nation-state belonging (Vertovec, 1999). Indeed, the traditional image of 

emigrants who start a new life in a new country, leaving their past far behind, is no longer a 

current reality. Hannerz (1989, p. 69) articulates how transnationalism is impacting the 

relevance of the nation- states, stating that:

"Much of the traffic in culture ... is transnational rather than international. It ignores,
subverts, and devalues, rather than celebrates, national boundaries".

Transnationalism came into the global consciousness with a distinctive shift in migration 

patterns in the 1980s. In the past, migration used to be a directed movement with a point of 

departure and a point of arrival, where a displaced, diaspora community could form in a new 

context. Increased global mobility has provided more migrants with the opportunity to develop 

strong transnational ties to more than one home country, blurring the congruence of social 

space and geographic space (Vertovec 1999, Fortes, Guarnizo and Landolt 1999). Fortes et
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al.(1999) emphasise that transnationality is distinctive from past patterns of migration because 

of the intensity and simultaneity of current long-distance, cross-border activities, especially 

economic transactions, which provide the emerging social structures of the global era.

Whilst transnationalism affects individuals, communities, and nations in a variety of ways, of 

particular concern for this research is the impact it has on the theory and practice of citizenship. 

There is a considerable discussion surrounding 'diaspora consciousness' marked by dual or 

multiple citizenly identifications. Indeed, there are depictions of individuals' decentred 

attachments, of being simultaneously 'home and away from home,' or, for instance, Irish and 

something else (Vertovec, 1999). Glick Schiller, Basch and Szanton-Blanc (1992, p. 11) suggest 

that:

'While some migrants identify more with one society that the other,' -'the majority 
seem to maintain several identities that link them simultaneously to more than one 
nation.'

Furthermore, Clifford (1994, p. 322) argues,

"The empowering paradox of diaspora is that dwelling here assumes a solidarity and 
connection there. But 'there' is not necessarily a single place or an exclusivist nation... It 
is the connection elsewhere that makes the difference here."

Thus, transnationalism and emerging multicultural societies offer both challenges and 

opportunities to nation-states and individual citizens.

Multiple identities resulting from transnationalism can be recognised institutionally through 

laws allowing dual or multiple citizenship. With between 185 and 200 million transnational 

migrants, migration is now a global phenomenon involving every region in the world (Suarez- 

Orozco and Sattin, 2007). Castles (2004) argues that there is a clear trend in this direction; in 

recent years many countries facing emigration and/or immigration have changed their laws to 

permit dual citizenship. Emigration counties do so as a way of binding emigrants to the home 

country, because this brings benefits in forms of remittances, technology transfer, political 

allegiance, and cultural maintenance. Immigration countries do so as a way of improving the 

social integration of minorities, because it has been found that insistence on renunciation of
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the previous affiliation blocks naturalisation for many immigrants (Castles, 2004). For example, 

over the past decade, on average, one million Latin Americans have left the subcontinent every 

year. Asia, likewise, is experiencing the largest human migration in history. In these regions, 

migration is the single most important source of foreign exchange via the international 

remittances sent back by workers in the diaspora (Suarez-Orozco and Sattin, 2007). These 

examples illustrate how the global economy is deeply intertwined with transnational migration.

Arguably, the world, divided into separate nation-states, is yielding to a transnational and 

multicultural global society. However, this new society is still organised according to the 

principle of separate nation-states, as explored previously in this chapter. Thus, members of 

transnational communities cannot escape from the power of the nation-state as they try to 

create and maintain a collective identity (Dijkstra et al., 2001). Whilst migration and movement 

of people around the globe is not a new phenomenon, (See Banks 2008, Castles 2004, Vertovec 

1999) transnationality is distinctive from past patterns of migration because of the intensity and 

simultaneity of cross-border activities which raise new questions about citizenship in global, 

multicultural societies. The next section offers a variety of multicultural theories to establish a 

conceptual framework in which to locate the findings from this research.

2.6 Multicultural Theory

Used as a concept, attitude or value, multiculturalism has emerged in the eye of a storm 

swirling around the demographic changes occurring in western societies (Kincheloe and 

Steinberg, 2001). As a political concept 'multiculturalism', has become prevalent in western 

immigration countries since the 1970s. This perspective generally refers to the public 

acceptance of immigrant and minority groups as distinct communities which are distinguishable 

from the majority population primarily by language and culture (Castles, 2004). Furthermore, 

multiculturalism implies that members of such groups should have equal rights in all spheres of 

society, without being expected to give up their distinct cultural identities. However, this 

cultural acknowledgement is tempered with an expectation of conformity to certain key values
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that can favour an assimilationist perspective (referring to the blending or fusing of minority 

groups into the dominant society) (Castles 2004, Banks 2008). Moreover, as Castles (2008) 

argues, multiculturalism provokes debate as it can be an excuse for some states to marginalise, 

exclude and oppress people who are not seen to assimilate into the dominant culture. For the 

purpose of this thesis, multiculturalism is used as an 'umbrella term', covering a range of 

theoretical, philosophical and practical orientations towards others. In this section, various 

conceptualisations of multiculturalism are presented to help understand how citizenship is 

understood and practiced in the multicultural global era.

2.6.1 Multicultural Theory: are we different or the same?

Theoretically, multiculturalism has many variations. Some theories focus on the elements that 

make us different, whilst others converge around the similarities of humanity and the qualities 

that unite us. Further, there are key perspectives such as 'critical multiculturalism', discussed 

later in this chapter, which take neither perspective and instead focus on how power influences 

human relations. Therefore, this first section on multiculturalism focuses on elements in 

humanity that make us different (Dijkstra et al. 2001). These theories are followed by theoretic 

conceptualisations of multiculturalism that focuses on the similarities of the human race 

(Dijkstra et al. 2001; Kincheloe and Steinberg 2001).

Conceptualisations of multiculturalism that focus on what is different in humanity, generally 

see difference as generating rivalry and conflict. Advocates of this perspective see social 

integration contributing to the decay of the 'state' and thus focus on the adverse effects of 

multiculturalism. When taken to the extreme, these cultural differences can be the excuse for 

conflict, civil war, or even genocide. During the last decade, most conflicts around the world 

have been interstate in nature, being linked to ethnic, cultural and religious differences. From 

this theoretical perspective, difference is disruptive. An advocate for this rivalry and conflict 

theory is Samuel Huntington (1996), who argues in his Clash of Civilisations that conflict must 

be understood according to culture — rather than the State — as the locus of war (Huntington, 

1993). Taken to the furthest extent, the conflict and rivalry perspective can be a rationale for
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racism, nationalism, religious or ethnic fundamentalism, apartheid, segregation, as well as 

ethnic cleansing (Dijkstra et a!., 2001).

One manifestation of the conflict and rivalry perspective is 'monoculturalism', which stems 

from the essential belief in the superiority of the Western patriarchal culture. Kincheloe and 

Steinberg (2001, p. 3) describe the nuances of this perspective:

“Expressions of inferiority are rarely stated overtly in public, but surface in 
proclamations about family values and what constitutes excellence. In this context 
family values and excellence become racial and class codes for justifying the oppression 
of the marginalized: because they allegedly don't have family values many non-whites 
and poor people fail to succeed."

Therefore, a central feature of monoculturalism or conservative multiculturalism (Me Laren, 

1995) involves the effort to assimilate everyone to a white, middle-class standard. Furthermore, 

since monoculturalists see diversity as divisive, the only way to build a functional and stable 

society is through assimilation and the creation of a common culture. From this perspective, 

access to power depends on the ability to define culture and determine who falls inside and 

outside the dominate culture (Dijkstra et al., 2001). Questions inevitably arise from this 

perspective; who delineates the correct interpretation of history of Western Civilisation? 

Kincheloe and Steinberg (2001) assert that the monoculturalist's power to provide the answers 

to these and other questions provides insights into larger conservative project of redefining 

what is meant by the terms 'democracy', 'egalitarianism' and 'the common good'. It is argued 

later in this chapter that the monocultural perspective is as prevalent as ever, and that this 

perspective serves as a normative foundation for understanding multiculturalism and the 

resistance to it in the global era.

Another perspective that focuses on difference is called 'left essentialism'. Whilst the Left-

essentialist dimension of multiculturalism focuses on difference, this theoretical perspective

tends to prioritise and essentialise difference rather than discriminate against it. This

philosophical orientation often connects difference to a historical past of cultural authenticity

where the essence of a particular identity was developed - an essence that transcends the

forces of history, social context and power, to hold onto some 'truth' (Gilborn 2008,
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Frankenberg 1993). For example, essentialists often assume that only authentically oppressed 

people can possess moral agency. This moral agency or 'oppression privilege' (Kincheloe and 

Steinberg 2001, p. 21) positions subordinated people with a particular set of 'natural' 

experiences as the only individuals who have the authority to engage in multicultural debates 

(Kincheloe and Steinberg, 2001). This perspective raises an interesting point, especially for 

educationalists: who can talk about racism and oppression? Left-essentialists believe that an 

individual or grouping must have an authentic experience with prejudice in order to teach, talk, 

or be activists against it. Kincheloe & Steinberg 2001 (p.21) argue,

'In such an essentialized [sic] identity politics, one would have to submit proper 
credentials before offering an opinion on a race or gender issue. This politics of location 
bases truth on identity, privileging an unexamined set of authentic experiences as the 
foundation of epistemological authority.'

As globalisation and transnationalism continue to move people around the globe, it could be 

argued that a politics of location will be challenged continually as a basis for multicultural 

education in any context (Gilborn, 2008). Whilst the monoculturalists and essentialists are at 

different end of the spectrum when it comes to valuing diversity, both see conflict and rivalry as 

a primary feature of multiculturalism.

Not all multicultural theories that focus on difference need to be conflicting. In the 'harmony' 

variation of multiculturalism, difference is still emphasised, yet it is stressed that the presence 

of cultural differences should not merely be tolerated but acknowledged as permanent, 

valuable and should be protected by law (Gilborn, 2008). Furthermore, from this perspective 

stamping out cultural diversity is seen as damaging the abundance of diversity offered by the 

world and humanity (Dijkstra et al. 2001; Pieterse 1996). Pluralist multiculturalism could rally 

under the 'Celebrate Diversity' banner that is popular in many educational settings and often 

inspire such events as 'Multicultural Day'(Gay, 1995) which can be used as a platform to share 

some of the exciting differences from the various cultural groupings at schools.
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Further, Kincheloe and Steinberg (2001, p. 15) argue:

"In the context of identity politics that have arisen in Western societies since the 
liberation movements of the 1960's, advocates of pluralism argue that democracy 
involves not merely the concerns with rights of all citizens but the history and culture of 
traditional marginalized groups as well. Pluralism in such a construction becomes a 
social virtue, especially in a post-modern landscape where globalization and fast and 
dynamically flexible (post-fordist) capitalism are perceived as pushing the international 
community towards a uniform, one-world culture."

Therefore, this pluralist perspective is concerned with the rights of all citizens including the 

history and culture of traditionally marginalised groups, and has been adopted by many 

western democracies as the basis of their equality policies and laws (Castles, 2004). However, 

the primary criticism for the celebratory multicultural theories is that they tend to 

decontextualise issues of race and gender, and fail to problemitise the patriarchal, white, 

Eurocentric norm (Frankenberg, 1993). This reference to patriarchal, white, Eurocentric 

hegemony and the pervasiveness of power will be addressed later in this chapter.

From the perspective of cultural convergence, or those perspectives that focus on the 

similarities of humanity, a liberal multicultural theory encapsulates the idea that individuals 

from diverse race, class and gender groups share a natural equality and a common humanity. 

Liberal multiculturalism is characterised by this idea of 'sameness' or 'colour-blindness' (Gay, 

1995). Dijkstra et al., (2001, p. 19) describe with some criticality, the process by which this 

sameness is being accomplished in some Western states:

"This perspective represents the classical vision of modernisation as a steamroller that 
denies and eliminates the cultural differences in its way. Adherents of this 
"McDonalization" thesis believe that growing global interdependence and 
interconnectedness will lead to increasing cultural standardization and uniformity. The 
"almighty transnational corporations" will erase differences through formal rationality 
laid down by rules and regulations."

As both Dijkstra (2001) and Kincheloe and Steinberg (2001) warn: multiculturalism that focuses 

exclusively on similarity can undermine attempts to understand the ways that race, class and
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gender are mediated and valued by state structures (also see Olssen 2004, Banks 2008).

Further, there is little acknowledgement for differing experiences between the privileged and 

the oppressed in this perspective (Kincheloe and Steinberg, 2001) which is discussed now in 

more detail below.

In addressing some of the gaps present in the aforementioned theories of multiculturalism, 

critical multicultural perspectives focus on how power influences human relations and shapes 

social structures in the workplace, schools, and everyday life. Essentially, critical theorists aim 

to increase understanding and awareness of how the intersectionality of an individual's social 

and political framework, including such aspects as socio-economic class, religious beliefs, 

gender role, sexual orientation and racial self-image are shaped by dominant perspectives 

(Kincheloe and Steinberg, 2001). According to this critical perspective, it is important to look 

beyond the diverse cultural practices of different ethnic/racial groups illustrated in the pluralist 

model of multiculturalism, focusing instead on how racism, sexism and class bias are 

economically, politically, educationally and institutionally produced (Gilborn 2008, Frankenberg 

1993).

Two primary foci describe the critical multiculturalist's perspective. First pedagogical, or how 

these power patterns are embedded not only in society but in the self-images of individuals. 

Second, critical multiculturalists strive to achieve social justice by exposing these patterns of 

cultural hegemony and using this knowledge to create just and fair societal institutions (see 

Gilborn 2008, Kincheloe and Steinberg 2001, Ladson-Billings 1998 and 2004 and Frankenberg 

1993). Kincheloe and Steinberg (2001, p. 28) take this concept further by asserting that:

"Critical multiculturalism concerns itself with issues of justice and social change and 
their relation to the pedagogical. As defined here, the pedagogical refers to the 
production of identity - the way we learn to see ourselves in relation to the world... 
Pedagogy in this sense refers to learning no matter where it takes place - the school, 
the media, the street or the world of everyday life.'

Thus, not only do dominant patterns affect both the individual and society writ large, but these

patterns are embedded by messages and experiences that take place all around us. Therefore

critical multiculturalism responds to the intersectionality of how an individual's political
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opinions, socio-economic class, religious beliefs, gender role and racial self-image are shaped by 

dominant perspectives and various modes of social justice. This multicultural theoretic 

exploration, covered a spectrum of orientations toward diversity from monoculturalism to 

critical multiculturalism. Next, different reactions to multiculturalism are discussed including 

the contentious and uncomfortable notions of 'race' and 'racism'.

2.7 'Race' and Racism: Resistance to Multiculturalism

When exploring the concept of race, two approaches are commonly taken: race as a biological 

objective condition, and race as a social ideological construction. Omi and Winant (1993) argue 

that these popular notions of race as either an objective condition or an ideological construct 

have their epistemological limitations. Thinking of race strictly as an ideological construct 

denies the reality of a racialised society and its impact on ethnic minority populations in their 

everyday lives. On the other hand, thinking of race solely as an objective biological condition 

denies the problematic aspects of race. Who fits into what racial classifications? How are 

racial mixtures categorised? Indeed, the world of biology has found the concept of race 

virtually useless. Geneticist Cavavlli - Sforza (2000, p.104) asserts that:

''Human populations are sometimes known as ethnic groups or 'races'... They are hard 
to define in a way that is both rigorous and useful because human beings group 
themselves in a bewildering array of sets, some of them overlapping, all of them in a 
state of flux."

This significant contribution challenges the assumption that there are significant genetic 

differences between human races, and indeed, that the idea that 'race1 has any useful biological 

meaning at all.
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Nonetheless, according to Ladson- Billings (2006) even when the concept of race fails to 'make 

sense', we continue to employ it. Morrison (1992, p. 63) suggests:

"Race has become metaphorical - a way of referring to and disguising forces, events, 
classes and expressions of social decay and economic division far more threatening to 
the body politic than biological 'race' ever was.

Expensively kept, economically unsound, a spurious and useless political asset in 
election campaigns, racism is as healthy today as it was during the enlightenment. It 
seems that it has a utility far beyond economy, beyond sequestering of classes from one 
another, and has assumed a metaphorical life so completely embedded in daily 
discourse that it is perhaps more necessary and more on display than ever."

This speaks to the notion of how race is ideologically constructed to serve different agendas 

from interpersonal relationships, to securing political and economic assets. Also resonating 

with Morrison's suggestion about the prevalence of race in our everyday discourse, Ladson- 

Billings (1998, p. 9) suggests that even in a postmodern, postcolonial world, conceptions of race 

are more prevalent, embedded and fixed than in previous ages. She argues:

"This embeddedness or 'fixed-ness' has required new language and constructions of 
race so that denotations are submerged and hidden in ways that are offensive though 
without identification. Thus we develop notions of 'conceptual whiteness' and 
'conceptual blackness' that both do and do not map neatly on to bio-genetic or cultural 
allegiances. Conceptual categories like 'school achievement,' 'middle classness,' 
'maleness,' 'beauty/ 'intelligence,' and 'science' become normative categories of 
whiteness, while categories like 'gangs,' 'welfare recipients,' 'basketball players,' and 
'the underclass' become marginalized and de-legitimated categories of blackness."

Whilst Ladson-Billings is using language that is specific to her American context, as discussed 

below, the prevalence of racialised language and classifications exist in all cultures. Further, this 

statement reveals the prevalence of racism even through the veil of seemingly neutral language 

like 'school achievement,' and 'middle classness'.

There are multitudes of reactions to multiculturalism including racism, racial discrimination, 

xenophobia and related intolerance (Gilborn, 2006). Whilst this thesis is not about racism, any 

mention of multiculturalism must acknowledge the resistance to it. According to the American
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Psychological Association (APA) (2008) racism refers to racial prejudice (defined as negative 

opinions, judgements, beliefs, and feelings we hold about individuals because of their 

membership in certain groups and categories) that has been incorporated into activities and 

procedures of major institutions, corporations, social systems and other areas of major social 

activity. Whilst the APA provides a very basic definition of racism, it establishes a baseline for 

understanding both the interpersonal and institutional out workings of racism.

With regards to racism, an important British contribution was made in the form of the Parekh 

Report (2000), especially with regards to educational policy. In 2000 as part of The Commission 

on the Future of Multi-Ethnic Britain (The Runnymede Trust, 2000), the Runnymede Trust, an 

independent think-tank developed a report that was devoted to promoting racial justice in 

Britain. Critically, the Parekh Report questioned the concept of 'Britishness', essentially equated 

with 'whiteness' and encapsulating a form of consensus that does not accurately capture, or 

assist, ethnic relations of Britain in the global era. Further, the Parekh report (2000, preface) 

offers a valuable and often cited definition of racism:

"Either as division of humankind into fixed, closed and unalterable groups or as
systematic domination of some groups by others.... racism is a subtle and complex
phenomenon. It may be based on colour and physical features, or on culture, 
nationality and way of life; it may affirm equality of human worth but implicitly deny this 
by insisting on the superiority of a particular culture; it may admit equality up to a point 
but impose a glass ceiling higher up. Whatever its subtle disguises and forms, it is 
deeply divisive, intolerant of differences, a source of much human suffering and inimical 
to the common sense of belonging lying at the basis of every stable civilisation. It can 
have no place in a decent society."

Parekh's (2000) definition resonates with the subtleties and relevance of racism mentioned by 

both Morrison (1992) and Ladson-Billings (1999). However Parekh offers a strong rejection to 

the monoculturalist orientation toward national stability, claiming that racism is 'inimical to the 

common sense of belonging lying at the basis of every stable civilisation' (Parekh 2000, ii).
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Intergovernmental organisations, characteristic of the global era, recognise that racism serves 

as a barrier to citizenly participation and is thus an anti-democratic force (Osier, 2005). The 

European Commission and the Council of Europe (2000) make a strong case for antiracism as an 

essential element of democracy, with education seen as having a key role for embedding these 

values:

"Europe is a community of shared values, multicultural in its past, present and future,

.... Full and effective implementation of all human rights without any discrimination or 
distinction, as enshrined in European and other international human rights instruments, 
must be secured;

Racism and racial discrimination are serious violations of human rights in the 
contemporary world and must be combated by all lawful means;

Racism, racial discrimination, xenophobia and related intolerance threaten democratic 
societies and their fundamental values;

Stability and peace in Europe and throughout the world can only be built on tolerance 
and respect for diversity;

...All initiatives aiming at greater political, social and cultural participation, especially of 
persons belonging to vulnerable groups, should be encouraged." (Council of Europe, 
2000)

Further, at the UN World Conference Against Racism held in Durban, South Africa in 2001, the 

European Commission (Anna Diamantopoulou) stressed the need for both legislation and 

education to combat racism:

"The fight against racism is now firmly rooted in European law. Specific reference to the 
fight against racism is contained in the treaty establishing the European Community....

We know though, that there are many areas of discrimination that cannot be tackled by 
law. Practical action is needed to reach out to people and help to change the underlying 
prejudices that fuel racist attitudes and behaviour. Education is called to play a 
fundamental role in this endeavour."

Even whilst the definition of race and racism are complex and evolving (Gilborn, 2006), 

intergovernmental organisations like the Council of Europe, and United Nations see racism as a
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barrier to democratic participation which fundamentally undermine human rights. Further, the 

role of education is highlighted as one of the primary modes of embedding antiracist values 

into any society. Therefore, chapter three examines the role of education in mediating how 

children interact with globalisation and multiculturalism.

2.8 Conclusion

This chapter has argued that globalisation has stimulated worldwide migration and encouraged 

social and cultural diversity in most nation-states, necessitating new debates about citizenship 

in the global era (Faulks, 2006). As discussed above, national boundaries are eroding primarily 

because millions of people migrating around the world have brought unprecedented levels of 

racial and ethnic diversity into most nation-states (Castles and Davidson, 2000). Therefore, the 

idea of the citizen who spends most of their life in one country and maintains a single national 

identity is less prominent due to economic migration (Castles, 2004). Consequently, in societies 

around the world, movement of diverse ethnic, religious, and linguistic groups within and 

across nation states is raising questions about citizenship, human rights, democracy, and how 

these impact upon education (Banks, 2008).

This chapter has introduced various theoretical frameworks relating to citizenship and 

multiculturalism with which to explore these complex and evolving issues. First, various 

political orientations were presented namely liberalism, communitarianism and 

cosmopolitanism, as the primary political lenses through which to understand citizenship in the 

global era. Drawing this literature into the context of emerging multicultural societies, which 

are being confronted with rapid globalisation and diversification, it might be anticipated that 

the clarity of the nation-state and 'national status' as the conceptualisation of citizenship 

becomes a familiar and comfortable position. Therefore, it is anticipated that liberal and 

localised communitarian notions of citizenships will be most prominent conceptualisations of 

citizenship in the two case studies schools in this research. Further, the tension between the
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local and the global which the literature suggests exists in more mature multicultural societies 

is likely to become exacerbated in emerging multicultural societies.

As one of the key manifestations of globalisation, the concept of multiculturalism was 

presented in some detail in this chapter. Multiculturalism has been highlighted because of the 

inevitable impact it has on education across the world. Because of the complexity of 

multiculturalism in the global era, a range of theoretical and philosophical orientations were 

explored. Variations of multiculturalism that emphasise that which makes us different were 

presented in contrast to those variations that emphasise our common humanity. The literature 

reviewed, in sum, suggests that primary examples of those orientations which emphasise 

difference (namely, monocultural and essentialist orientations) in essence focus on the idea 

that one race, experience and truth dominates over others. Such orientations could be 

described as 'simple', 'unevolved' or to an extent 'immature' in their presentation of humanity. 

Liberal and plural orientations could be described as more evolved in terms of how humanity is 

presented, in that they embrace the innate equality of all people. However these orientations 

fail to attend to issues of intersectionality and power. Critical multicultural perspectives 

however move beyond this and, it could be suggested, should be the dominant approach to 

muliticulturalism in a fully evolved, 'mature' multicultural society, characterized by the 

confidence to deal with all aspects of the inequalities associated with diversity.

In this research, the case studies are located in emerging multicultural societies in the north 

and south of Ireland. In these contexts it is likely that some individuals will perceive 

multiculturalism as divisive and a challenge (perhaps aligned with a monocultural perspective). 

It is also likely that some individuals will be attempting to understand and accommodate the 

increased diversity in their community from the basis of a shared humanity and appreciation of 

equality (perhaps aligned to liberal or plural perspectives). Therefore it is anticipated that 

orientations toward multiculturalism in the two case study schools will be predominantly liberal 

or plural, with an underlying current of monoculturalism.

Prefaced in the introduction of this thesis, education is seen as the key location where children 

experience diversity and learn both formally and informally about racism. Further education is
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positioned as the key mediator for children as they learn essential navigational skills in the 

multicultural, global era. However as discussed in the next chapter, this educational 'interface' 

is not neutral (McLaughlin, 1999), but is instead legitimised by the political, economic, and 

cultural influences of any given societal context. Therefore this research focuses on children's 

experience of citizenship and multiculturalism as part of citizenship education. Questions arise 

as to the best way to present these debates and theories to children in emerging multicultural 

schools, so that they can best be utilised to explore, explain and ultimately change the world. 

The remainder of this thesis will address educating children about the complexities and 

surrounding citizenship in the global, multicultural era.
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3 Education for the Global Era
3.1 Introduction

As discussed in chapter two, globalisation is a key factor shaping children's experience today. 

Suarez-Orozco and Sattin, (2007) argue that globalisation is impacting on how families, 

communities and educators prepare children to live and work in the global era. Furthermore, 

education, both formal and informal, is a powerful interface between children and the 

globalising, multicultural world. However, this educational 'interface' is not neutral 

(McLaughlin, 1999), but is instead legitimised by the political, economic, and cultural influences 

of any given societal context. These influences are translated into the education setting via 

educational policy and the resulting curriculum. These have significant implications for the way 

education is delivered and thus experienced by children. Moreover, as will be explored below, 

citizenship education is especially open to various influences since its curricular content can 

range from public issues such as political literacy to personal considerations such as identity, 

relationships, and values. Therefore, the primary questions guiding this chapter are: How does 

the global context influence educational curriculum policy content and methodologies of 

citizenship education? Further, how do different citizenship education curricula shape how 

students understand themselves as citizens in the global era?

This chapter begins by discussing how globalisation is impacting on education worldwide and

further how the educational needs of young people in the global era are increasingly at odds

with the general orientation of the formal educational sector. It explores how the influences of

globalisation are translated into the education setting via educational policy and how the

curriculum policy and process are shifting in the global context. The chapter then examines the

concept of 'curriculum', synthesising the debate into five theoretic curriculum orientations: the

Dominant-Performance approach, the Technical-Instrumental approach, the Holistic Life-long

Learning approach, the Global Consciousness approach to curriculum, and the Critical approach.

This chapter then examines the specific subject area of citizenship education discussing the

changing purpose of citizenship education; from a state-centred, 'nation building' agenda, to a

more cosmopolitan education that prepare young people to comprehend globalisation, and be
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informed active citizens. Various dimensions of citizenship education are discussed with an 

emphasis on 'active citizenship' as the key aim of citizenship education. The chapter concludes 

by reviewing recent international research projects in citizenship education to assess how 

citizenship education is framed in the global context.

3.2 Education in the Global Era

As mentioned previously, education provides an important interface between children and the 

globalising world. Suarez-Orozco and Sattin (2007) argue that education influences children by, 

in part, shaping their cognitive and affective abilities to cope in the global era. Further, 

education can develop 'future citizens' by imparting skills to prepare them for being active 

citizens in a globalising world. Finally, education is interconnected fundamentally with the 

economies and societies in which these children live. Thus, as each society responds to 

globalisation in its own way, so too must the education system in order to prepare children for 

the global context (Ross and Queen, 2010).

There are several characteristics that distinguish education in the global era. Suarez-Orozco 

and Sattin (2007) claim that the five main pillars that define learning in this era include: 

increasing diversity; increasing complexity; premiums placed on collaboration and 

interdisciplinary work, taking multiple perspectives on problems, and moving across language 

and cultural boundaries. They elaborate on the increasing complexity and emphasis placed on 

collaboration and interdisciplinary work by describing these as:

"The skills, sensibilities, and competencies needed for identifying, analyzing, and solving 
problems from multiple perspectives will require nurturing students who are curious 
and cognitively flexible, can tolerate ambiguity, and can synthesize knowledge within 
and across disciples. " (Suarez - Orozco and Sattin 2007, p. 19)

They provide further clarification by explaining that:

"They [children] will need the cultural sophistication to emphasise with their peers, who 
will likely be of different racial, religious, linguistic, and social origins. They will need to 
be able to learn with and from them, to work collaboratively and communicate
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effectively in groups made up of diverse individuals." (Suarez - Orozco and Sattin 2007, 
P- 19)

Beyond these five main pillars of education for the global era, they argue that the overall 

orientation of education must shift from a 'tick-box' exercise for qualifications to an education 

for the lifelong cognitive, behavioural, and relational engagement with fellow citizens of the 

world. Finally, they suggest that an education for global era should aim at nothing more nor 

less than to educate 'the whole child for the whole world' (Suarez-Orozco and Sattin 2007, p.19)

According to Suarez- Orozco et al. (2004) the schooling of youth today is largely out of sync with 

the realities of the global era. Throughout the world, most schools tend to be compatible with 

an earlier era of mass production, informed by the promise of lifelong jobs, in the context of 

homogenous nation-states (Hugonnier 2007, Gardner 2004). Indeed, it is argued that schools 

are conservative by nature and privilege established traditions, and long-honoured pedagogies, 

making education slow to evolve with the realities outside the classroom (see Hugonnier 2007; 

Gardner 2004; Suarez-Orozco and Sattin 2007; Suarez- Orozco et al. 2004). Therefore, a 

tension exists between the glacial pace of educational change and the rapid social, economic, 

and cultural transformations brought about by the forces of globalisation (Gardner 2004; Ross 

and Queen 2010). The next section will look primarily at how the education system is out of 

sync with knowledge economy, the primary economic engine in the advanced post-industrial 

nations.

3.2.1 Education and the Knowledge Economy

In many counties, there is a definitive shift from an industrial economy to a knowledge 

economy. The 'knowledge economy', a phrase coined by Peter Drucker (1969), generally refers 

to the use of knowledge engineering and knowledge management to produce economic 

benefits and job creation. Knowledge engineering comprises a range of strategies and practices 

used to identify, create, represent, distribute knowledge and enables the adoption of insights, 

experiences, and concepts (Drucker, 1969). Such insights and experiences qualify as knowledge, 

either embodied in individuals or embedded in organisational processes and practices. In his 

earlier work Drucker (1966) describes the key differences between the manual worker and the
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knowledge worker. Essentially, manual workers use their hands to produce goods and services, 

whilst knowledge workers work with their head to produce information, and collaborate the 

vast amount of global information. Therefore, it is argued that education in post-industrial 

countries are sluggish to evolve from nurturing skills valued by an industrial economy to those 

skills valued by the knowledge economy.

In order to respond to this economic shift, Suarez-Orozco and Sattin (2007) argue that youth 

the world over need more cultural sophistication, better communication and collaboration skills, 

higher order cognitive skills for critical thinking, as well as meta-cognitive abilities for reflecting 

on their own learning. The regimented mastery, internalisation, and mechanical regurgitation 

of discrete facts and rules that served the industrial era are increasingly out dated (this 

approach to education will be discussed later in the curriculum section of this chapter). 

According to Suarez-Orozco et al. (2004), schools that continue to teach the sclerotic facts have 

a limited way of coping with the increasing complexity and human diversity of the world. This 

gap between the education system in many post-industrial nations and the knowledge 

economy is alarming as the new economy is increasingly unforgiving of those without the skills 

and credentials required for functioning in the knowledge-intensive opportunity structure (see 

Suarez-Orozco and Sattin 2007; Suarez-Orozco et al. 2004; Todorova 2007; Myers 1998).

3.2.2 Education and Multiculturalism

Global migration brings new challenges to education systems around the world. Children of 

immigrants are the fastest-growing sector of the child and youth population in a variety of 

advanced post-industrial nations (Ross and Queen, 2010). Therefore, children growing up 

today are more likely than in any previous generation to face a life of working, networking, and 

living with others from different national, linguistic, religious and racial backgrounds. Thus, as 

suggested by Suarez-Orozco et al. (2007, p. 27) in an educational context:

"They [children] are challenged to engage and, in new ways, work through competing 
and contrasting cultural models and social practices that include gender, language and 
the complicated relationships between race, ethnicity, and inequality. Transcultural
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communication, understanding, empathy and collaboration are no longer abstract ideals 
but now have a premium."

Hence, increasing diversity in the classrooms requires new skills and conceptual lenses for 

children to not only cope with increasingly 'complicated relationships between race, ethnicity, 

and inequality' (Suarez-Orozco et al. 2007, p. 28) but also to reap the benefits of a diverse 

learning environment.

Whilst multicultural classrooms provide a rich learning environment for skills considered 

valuable in the global era, Suarez-Orozco and Satin (2007) argue that schools are failing to 

properly educate and ease the transition and integration of large and growing numbers of 

immigrant youth in Europe and North America. In this unsupportive educational environment, 

Suarez-Orozco and Satin (2007) claim that many immigrant youth quickly become marginalised 

as racially, ethnically, religiously, and linguistically marked minority groups. This alienation can 

affect immigrant children in many different ways. For example, in many post-industrial 

countries, large numbers of ethnic and immigrant minorities are leaving school without the 

tools to become engaged citizens in their new countries (Banks, C. 2007). Further, the failure to 

properly educate, engage, and integrate large and growing numbers of racial and ethnic 

minorities including immigrant and refugee-origin youth is creating new threats (Wikan, 2007). 

The devastating home grown terrorist plots and attacks in London (July 2005 and August 2006) 

suggest what is at stake when the children of immigrants are alienated and do not see their 

identities represented and respected in their new societies (see Banks 2007, 2008). The 

renaissance of citizenship education in many post-industrial nations, (discussed later in this 

chapter), indicate that parents, educators and the larger community acknowledge the changing 

world and the need to prepare children for the global era. The next section examines how the 

forces of globalisation are affecting such educational curriculum policy.

3.3 Globalisation and Educational Curriculum Policy

With globalisation influencing education systems around the world, it is important to 

understand the processes through which the concepts associate with it are passed on to 

children. Therefore, when assessing the educational experience of young people, one must
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start with origins of educational policy in the specific context within which it germinates in. 

From this perspective, various interpretations of knowledge are deemed important enough to 

pass on to children via curriculum policy.

Kincheloe and Steinberg (2002, p. 154) argue that the struggle for knowledge relates to the 

fundamental ways we think and live our lives. They suggest that:

“Curriculum is always engaged on some level with power in the human struggle over 
the scholarly, emotional and value-related investments people make in the living of our 
lives. How do we develop our belief structures? How do we adopt the values we 
employ to ground our romantic lives? What is the role of school in our lives? How do 
we identify ourselves when relating to other people? These are all Curriculum 
questions."

Curriculum therefore is not just a question of concern to curriculum theorists, educational 

policy makers, and those involved in schools. It inevitably reflects our assumptions about the 

world, the kind of society we want, and the way we want our young people to be socialised to 

operate within it. Starting from an understanding that no 'absolute' knowledge exists, and its 

selection is influenced by the socio-political, economic, and religious contexts of the time; it is 

assumed that then that these same influences and interests affect the selection of curriculum 

policy that partly determine the educational experience of children.

3.3.1 Curricular Orientations

Curricular orientation refers to a framework of understanding, a set of assumptions, and the

social and educational values that transform selected knowledge into curriculum (Kemmis et al.,

1983). Characteristics assumed as part of a curricular orientation may include: a general view

on knowledge, desired student outcomes, view of students and teacher's roles, the teacher-

student relationship, assessment, issues of control, relationship with the greater community,

and views on society (Kemmis et al. 1983, p.25). After reviewing the relevant literature on

curriculum theory, various orientations pertaining to educational curriculum in the gobal era

emerged which were synthesised into five broad categories: the Dominant-Performance

approach, the Technical-Instrumental approach, the Holistic-Lifelong Learning approach, the
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Critical approach and the Global Consciousness orientation toward educational curriculum.

These categories are established for ease of application when looking specifically at the 

development of citizenship education curriculum, as they greatly simplify the diversity of theory, 

perspectives and practice in educational curriculum. In reality, there are several strands of 

curriculum theory that could be grouped within these categories, however this brief summary is 

meant to provide an analytic lens to understand how socio-political, economic, and religious 

contexts impact on educational curriculum. While each will be discussed in more detail below, 

the five categories are in short:

• The Dominant Performance - this approach has been the dominant curricular theory 

since the 1920s in schools around the world. This approach is distinguished by finite 

subjects, behavioural and empirical outcomes, traditional forms of knowledge, and 

differentiating students based on their ability to demonstrate the skills and knowledge 

prescribed in the assessments and evaluations.

• The Technical-Instrumental approach - this orientates curriculum and education toward 

the needs of the current and/ or future economy.

• Holistic Lifelong Learning approach - this orientation is composed of many different 

orientations toward curriculum which seek to enlarge the educational experience, 

recognise and encourage various pedagogical approaches to learning, and acknowledge 

many types of knowledge and educational locations that ultimately positively develop 

the individual and community (be it local, national or global community).

• The Global Consciousness approach - based on the work of Mansilla and Gardner 

(2007), this orientation towards curriculum seeks to weave global concepts, exercises, 

and experiences into teachers' regular courses to expand students learning by inviting 

them to examine the globalising world. This curricular orientation engages students 

affectively in reflecting on their role as key actors in a matrix of economic and cultural 

exchanges, encouraging children to locate their own story within it.

• The Critical Approach - this orientation to curriculum seeks to build critical capacity in 

children that enables them to recognise and have the capacity to disrupt conventional
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forms of understanding which serve to reproduce undemocratic, racist, sexist, and 

unequal social relations.

3.3.2 Dominant Performance Orientation

The dominant-performance model has its origins in the behavioural objectives movement and 

is distinguished by marked subject boundaries, behavioural and empirical outcomes, traditional 

forms of knowledge, limited pedagogical methodologies, and the designation and 

establishment of strong boundaries between different types of students (Scott, 2008). One of 

the pioneers of the 'Scientific Curriculum' was Franklin Bobbit (1918,1924) who is credited with 

developing the notion of objective analysis whereby designated skills are broken down into 

their constituent empirical elements and where learning is reduced to acquiring these 

sequential elements and skills. A further characteristic of this approach is the differentiation of 

students based on their empirical abilities. According to this model, students are evaluated on 

the extent to which elements of knowledge are memorised and skills are mastered. Children 

are thus placed accordingly into classes (Scott, 2008). Franklin Bobbit's work has significantly 

influenced current models of policy-making and curriculum, though his objectives approach has 

been heavily criticised for its limited understanding of the diverse way people learn and 

individual's independent agency in learning (Scott, 2008). The reaction to these criticisms and 

the resulting curriculum theories will be explored further in this section.

Liberal arguments that perpetuate the dominant-performance approach to curriculum 

acknowledge its utility to sustain a more or less stable society by introducing successive 

generations of pupils to this selected wisdom as it is expressed through literature, history, 

science and geography. Proponents of this curricular approach argue that it is best organised 

predominantly as single-subject disciplines (see Peters 1966; Hirst 1974). McEwen (2004, p. 147) 

provides the most cogent argument for this choice of curricular structure by exploring the way 

in which it reproduces hierarchies in society, stating that:

"Studying curricular subjects is a form of initiation into the knowledge necessary both to 
function successfully in society, to understand where it came from and how it works. It 
is essentially an ideational philosophy: that our culture has been shaped and is sustained
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by the ideas at the core of this liberal tradition and, implicitly at its higher levels, 
accessible to relatively few."

The influences and interests shaping the dominant-performance approach to education and 

curriculum become apparent, as this orientation is not only a predominant way to organise 

education, but a way to maintain the hierarchical structures of society.

There have been many critiques of the dominant-performance orientation toward curriculum, 

and as a result alternative perspectives have emerged. Fundamentally, Karl Marx (1818-1883), 

argued that schools reproduce oppressive power institutions and provides a critique on these 

dominant performance systems. Marx's perspectives present a more radical analysis of 

educational institutions and systems; highlighting issues of social class, power relations and 

inequality, locating schooling as a process of unequal distribution of societal resources and 

opportunities (Scott, 2008). As a result, the school system can be portrayed as a part of a state 

machine eager to allocate pupils from specific social class background into certain roles within 

society, particularly in the world of work (Burgess and Parker, 2000).

Technical critiques of this orientation toward curriculum centre around the tendency that 

complex and important learning outcomes of any educational agenda may be neglected at the 

expense of more trivial ones because they are easier to articulate in behavioural and empirical 

terms (Elliot, 1998). Elliot (1998) expresses concerns regarding the danger of assuming that if 

something cannot be measured and assessed, then it is not part of the learning process.

Elliot (1998) argues that if learning is based on students expressing certain behaviours that 

exhibit mastery over a given subject, it implies that there are specific and correct ways these 

are exhibited, which is not representative of the various ways people learn. This is not an 

exhaustive critique of the dominant-performance model, but it offers a foundation from which 

other curriculum models have developed as a reaction to this dominant model.
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3.3.3 Technical-Instrumentalist Orientation

The next category of curriculum is named by Moore and Young (2001, p.448) as, "Technical- 

Instrumental", because this curricular orientation sees curriculum as motivated by the needs of 

the current and future economies. An instrumental perspective towards education can be 

established for a variety 'ends', including 'the good life', yet the tec/in/co/-instrumental 

orientation is focused on an economically underpinned curriculum (Moore and Young, 2001).

The 'economy' and 'education' have been strongly linked ever since the 1940s and 1950s when 

education was the instrument of choice for post-war reconstruction in Europe (Moore and 

Young, 2001). In most western democracies, the economic needs of society are translated into 

curriculum as the primary way of preparing young people to serve the needs of the economy. 

Moore and Young (2001, p. 448) explore how this instrumental approach to curriculum 

development is orientated toward the learner:

"From this perspective, education, the curriculum, and even knowledge itself becomes a 
means to an end, not an end in itself. It is the curriculum's role in creating a particular 
'form of society' that is stresses. Only secondarily is it seen as a maker of persons, and 
even then only to the extent that they exhibit the qualities of trainability and flexibility 
that is assumed will be needed in the future."

Whilst the actual curriculum might look different depending on the context in which it is 

situated, it is always orientated towards current and/or future economic needs.

Historically, when western economies depended on heavy industry, many students left 'formal' 

education at the age of 16 to work in these stable jobs. However, in the era of 

deindustrialisation and the end of 'Fordist' mass production, that affected all western 

democracies to differing degrees, curriculum was reconceptualised to meet the changing needs 

of the economy (Burgess and Parker, 2000). In the 1980's vocational education was 

introduced to offer students who would have left school at age 16, a practical education 

orientated towards jobs that needed skilled workers. Vocational education has gone through 

various changes as it tries to complement the formal and traditional curriculum. Moore and 

Young (2001) echo Suarez-Orozco's (2001) argument that we are a 'knowledge society', which
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suggests a new economic era in which more jobs will require people to be 'knowledge workers'. 

From a technical-instrumental perspective, this provokes new questions as society enters a new 

economic era; is it more of the old disciplinary knowledge or is it a new kind of trans- 

disciplinary knowledge that is transient and global? These questions lie at the heart of those 

who are orientated toward a technical-instrumental theory of curriculum (Moore and Young, 

2001).

Whilst the technical instrumental approach to curriculum is motivated by the needs of current 

and future economies, in the global era, cross cultural skills are deemed marketable in post

industrial countries. Ong (2004) notes a curricular trend toward a cosmopolitan project of 

building capacity in children to live in the global era. From a global economic perspective, the 

increasing flow of individuals from a myriad of backgrounds provide a number of cognitive, 

linguistic, and social stimulus to engender global business skills (Suarez-Orozco, C. 2004). 

Furthermore, Titone (1989) argues that the ability to 'code-switch', that is to move between 

languages and cultures, has obvious social and economic advantages. Moreover, according to 

Suarez-Orozco (2004, p. 174) 'bicultural and bilingual competence enables individuals to fluidly 

adapt themselves to evolving situations.' Thus, global skills have advantages for many 

professions in the business, diplomatic, and social service sectors (Suarez-Orozco, C. 2004). 

Whilst the technical-instrumental approach does not necessarily champion multiculturalism, 

from this perspective it serves the needs of the global economy, and therefore multicultural 

skills are enjoying a renaissance in many classrooms in post-industrial nations (Ong 2004).

3.3.4 Holistic Lifelong-learning Orientation

The Holistic Lifelong-Learning curricular orientation is an 'umbrella term' used in this thesis in 

relation to curriculum that endeavours to encompass various curricular theories, specifically: 

innovative pedagogical experiments, socio-cultural models of learning (Scott, 2008), and 

informal and community education (Biko, 2002). The term 'Lifelong Learning' has been 

adopted by many western governments as a slogan to re-skill the population in order to better 

respond to changing economies (Borg and Mayo, 2005). For the purpose of this research, the
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terms 'Lifelong Learning' and 'holistic', are used to acknowledge all education that takes place 

in multiple contexts, on various levels of personal importance, throughout one's life. In 

conjunction with established curricular theories discussed in greater detail below, three 

features that distinguish this orientation from others are:

• The depth and breadth of experience that is valuable for education. The holistic 

lifelong-learning approach values experiences in school, with family and friends, in work, 

in the natural environment, in a spiritual practice or community, through grievance and 

loss, and in the community, as contributing to an individual's education.

• The use of Reflection as a mode of creating meaning out of experiences and integrating 

those meanings in the individual's tapestry of learning.

• Pedagogy is enmeshed in the curriculum so that experience of learning is 

interdependent with the content of the 'lesson'.

This approach seeks to combine curricular theories that acknowledge and utilise life-long, life

wide, and life-deep approaches to education. Researchers from the LIFE Initiative (Learning in 

Informal and Formal Environments) (2007, p. 18) describe how this orientation is linked to 

developing effective citizens:

'New ways of looking and thinking about the stretch, depth, and breadth of lifelong 
learning is vital for young learners, who will be the citizens who sustain democracy in 
their organisations, communities, the U.S. and the world. In popular, political, and 
academic discourse, learning is all too frequently equated with schooling. This 
widespread conflation privileges the consideration of formal academic outcomes while 
obscuring the central role of a broad range of everyday capacities and social outcomes 
now recognised to be associated with a more holistic view of youth development and 
preparation for life.'

As noted above, this approach is especially interesting when looking at citizenship education, as 

citizenship is not something that is confined to the school setting; rather it takes place in all 

public places that humans interact.
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3.3.5 Global Consciousness

The fourth major approach to curriculum developed by Mansilla and Gardner (2007) is referred 

to as Global Consciousness which draws together scholarship on globalisation and education 

and explicitly seeks to prepare children to meet current global challenges. Some of the 

research that contributes to this curricular orientation include mapping the socio-emotional 

competencies as a premium in postindustrial market economies (Levy and Murnane 2004; 

OECD-PISA 2005). Further research has revealed the potential of information technologies to 

enhance cross-cultural learning ( see Battro 2004; Negroponte 2005; Turkle 2004; Rose2005), 

and has further redefined longstanding conceptions of 'International Education' and 

'cosmopolitanism', and assessed the impact of 'education abroad' on students' global concepts 

(Fail, Thompson, and Walker 2004; Gunesh 2004). This curricular perspective originates from 

the foundation that for children to thrive in a globalised world, they must understand key 

patterns and dilemmas facing the planet. Therefore, the global consciousness approach to 

curriculum seeks to give students the opportunity to examine key forces shaping lives on the 

planet. Further, this curricular approach seeks to move children beyond simply understanding 

the forces of globalisation, to be inspired by the goal of developing global consciousness - a 

mindful way of understanding their place in world today (Mansilla and Gardner, 2007).

With the dynamic context of globalisation, how does one find curricular focus in a ubiquitous 

phenomenon? Further, what about globalisation is worth teaching and why? Mansilla and 

Gardner (2007, p. 52) offer a conceptual map highlighting four core areas that embody 

globalisation's central tensions and dilemmas for inquiry. First, economic integration 

emphasises the opportunities and costs for economies, societies, cultures and individuals 

associated with the flux of capital and production around the globe. Second, environmental 

stewardship concerns the state of the global environment (including global health) and what 

can and should be done to ensure its long-term sustainability and well-being. Next, cultural 

encounters focus on the forces of homogenisation, hybridity, and localisation (featured in the 

second chapter) that shape how nations, cultures and diasporas exchange ideas and cultural 

products. From the global consciousness perspective, children are encouraged to borrow

methods from anthropology to explore how people in cultures other than their own perceive
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change due to globalisation (Mansilla and Gardner, 2007). Finally, governance and citizenship 

refers to emerging tensions between national and supranational forms of government, as well 

as adopting a cosmopolitan orientation to explore how individuals enjoy global rights and bear 

responsibilities as a function of their humanity (Mansilla and Gardner, 2007).

A distinguishing feature of the global consciousness approach to curriculum is that it strives to 

impact the affective competencies as well as the cognitive, hence the use of the word 

'consciousness'. According to Mansilla and Gardner (2007, p. 56) global consciousness entails:

"A disposition to place their [students] immediate experience in the broader matrix of 
developments that shape life worldwide, to construct their identities as members of 
world societies, and at least in some instances, to orient their actions accordingly. 
Tacitly, our teachers sought to prepare students to be reflective agents and actors - 
citizens of today and tomorrow."

In practical terms this means redrawing the line that divides schoolwork from the 'work of life' 

(Mansilla and Gardner 2007, p. 55) by engaging students affectively in reflection about their 

role as key actors in a dynamic matrix of economic and cultural exchanges, and locating their 

own story within it. Whilst other curricular approaches acknowledge the social and cultural 

context as key environs, the global consciousness actively seeks to cognitively and affectively 

connect children into the local, regional and global world around them. The final curricular 

approach seeks to build critical capacity in children for recognising and changing oppressive 

structures discussed at length in chapter two.

3.3.6 Critical Approach to Curriculum

The final curricular theory featured in this thesis is a 'critical approach' to curriculum which 

seeks to expose the dominant way education reproduces oppression in society. Prefaced in the 

dominant -performance section of this thesis, a critical approach to education is essentially a 

reaction to education used as a means of representing and recreating oppressive societal 

structures. The critical approach to curriculum resonates with Kincheloe and Steinberg's (2002) 

notion of 'critical multiculturalism', that a critical perspective is important to both recognise
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and change oppressive structures. Giddens (2000, p. 25) provides a rationale for including a 

critical approach to citizenship education:

"Education for citizenship has to be education of the critical spirit. Children live in a 
more reflexive society, and indoctrination has no place in an open-information context, 
whether you are poor or rich. Education for citizenship should above all be education of 
the critical spirit: a critical engagement with one's own position in society and an 
awareness of the wider forces to which all of us as individuals are responding."

According to Giddens (2000), citizenship education should help children understand their own 

position in the world and engender an awareness of the various influences impacting on all 

people. These educational goals therefore require a critical capacity.

With regards to a critical orientation toward curriculum, two interpretations are presented.

The first interpretation of a critical approach to curriculum returns to the work of Kincheloe and 

Steinberg (2002) to present an approach to education for 'critical consciousness':

"Critical multiculturalism focuses on how racism, sexism and class bias are economically, 
semiotically, politically, educationally and institutionally produced. Empowered by such 
understandings, teachers are able to help students to overcome these social barriers by 
engaging them in the exploration of different ways of reading the world, methods of 
resisting oppression and visions of progressive democratic communities." (Steinberg 
2002, p. 235)

The final interpretation comes from the seminal work, 'Pedagogy of the Oppressed' by Paulo 

Freire (1970, p.49), to inspire and enable the colonised, the underclass, and the marginalised to 

understand and overcome oppression through education:

"The educated are more likely to decide to take upon themselves the struggle to change 
the structures of society that until now have served to oppress them. This radical self- 
awareness, however, is not only the task of the workers, but of persons in all countries, 
including those who in our advanced technological society have been or are being 
programmed into conformity and thus are essentially part of "the culture of silence."

Whilst there are different emphases in these interpretations of a critical approach to curriculum;

all seek to unearth, or disrupt embedded forms of oppression within a person's self-image

through to societal structures via the medium of education.
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Several theorists are noteworthy in furthering critical ideas of education such as Apple (1979, 

1982), and Giroux (1981, 1999). Apple (1979, 1982) seeks to understand how education is a key 

site for social reproduction, student socialisation, and inequality in its various guises. Further, 

of particular interest to this research, Henry Giroux's (1981, 1999) work focuses on 

emancipatory citizenship, and the acknowledgement of universal ethics. Scott (2008) 

summarises that the intent of these theorists is to transcend the dominant towers of 

curriculum and, 'adopt a universalist and trans-social view of knowledge' (Scott 2008, p. 15). As 

evidenced in this overview of critically orientated scholars, with any prevailing approach that 

fundamentally maintains the power status-quo, there is a reactive force which seeks to 

understand and change these dominant forces.

While this critical orientation has a strong theoretical rationale and implies student 

empowerment in critically analysing the role of power in the world, the practical 

implementation of a true critical curriculum is difficult within the formal educational system. 

This is due primarily to the fact that teachers themselves are key orchestrators of the dominant 

educational system, and the national curriculum generally leaves little room for critical 

explorations of their environment especially with regards to the evaluation and assessment. 

Further Stern (2009) argues that a critical approach to curriculum does not acknowledge the 

issues that education reformers throughout the 20th century have been preoccupied with, such 

as testing, standards, curriculum, the role of parents, how to organise schools, what subjects 

should be taught in various grades, how best to train teachers, and the most effective way of 

teaching disadvantaged students. This presents a precarious balance as the critical approach 

seeks to engender critical skills for challenging and ultimately changing systems and institutions 

that, without critical evolution, will no longer serve a majority of people in multi-cultural 

societies.

In educational contexts the world over, these different groupings of curriculum models and 

theories are not discrete, but overlap, and reconstitute themselves in different guises to take
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on different forms in practice. The next section explores the development of citizenship 

education and the renewed emphasis placed on it in the global era.

3.4 Citizenship Education in Multicultural Societies

Education is asked increasingly to prepare children to not only cope with the pace of global 

change, but also to develop the necessary knowledge, skills and attitudes that will enable them 

to make the most of the opportunities and challenges they will face in their lifetime (Nelson 

and Kerr, 2006). Explored throughout this thesis, it is evident that these opportunities and 

challenges are abundant in increasingly globalising and multicultural societies. Therefore, 

education to prepare children for life in the global era is being fitted under the Citizenship 

Education banner.

The research questions that guide this thesis centre on how citizenship and multiculturalism are 

conceptualised within citizenship education curriculum policy, and interpreted by school 

principals and teachers to influence how children conceptualise and implement citizenship and 

multiculturalism in the global era. This section, therefore, seeks to examine how the different 

dimensions of citizenship and multiculturalism, are translated into citizenship education 

curricula. This part of the chapter cannot possibly provide an exhaustive review of these topics; 

rather it will provide an overview of how these concepts have evolved and are filtered into 

citizenship education.

The following section explores the changing purpose of citizenship education; from a state- 

centred, 'nation building' agenda, to a more skills-based, cosmopolitan education for living in 

today's globalising and diverse societies. It discusses various aspects of citizenship education in 

the global era including multicultural education and human rights education (discussed in 

Chapter Two). Various conceptual models are presented: including active citizenship and three 

educational models for delivering this dynamic subject area. The chapter concludes by 

reviewing three current international research projects in citizenship education to establish the
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status of the current international research in this area: one led by Judith Torney-Purta on Civic 

Knowledge and Engagement in 1994 and then updated in 2009, the second was led by David 

Kerr on Citizenship Education Curriculum in 2000, and the third is a thematic study on 'Active 

Citizenship', referenced earlier by Nelson and Kerr 2006.

3.4.1 From State-Centred Citizenship Education to a Global education

Chapter Two discussed some of the contested conceptualisations of citizenship - from the 

nation-state agenda of cultural cohesion to globalising cosmopolitanism. Consequently, 

citizenship education has become a site of contested paradigms and goals. In order to 

understand how citizenship education has changed, its past goals will be discussed before 

examining the more recent manifestations influenced by globalisation and multiculturalism.

Since the end of the 19th century, the main aims of citizenship education were to build a 

common identity and a shared history, intending to encourage patriotism and loyalty to the 

nation (Banks, 2007). This form of citizenship education has been described as 'nation building' 

(Gellner, 1983) which Nandy (1997, p. 265) describes as "a polite term for the cultural and 

ideological homogenisation of a country's population." Therefore education for cosmopolitan 

citizenship was ignored at best, and more commonly called 'unpatriotic' (Heater 2004, Banks 

2007). Heater (2004) argues that during the crucial years of the Second World War and the 

Cold War, it was essential that the curriculum was used to underpin the stability and security of 

the state. Indeed, teaching cosmopolitan concepts, such as the 'oneness of humankind', the 

'interdependence of nations', and the need to conserve the planetary environment was seen as 

counter-productive to children's loyalty to the state (Heater, 2004).

In many western democratic nations, citizenship education in the past embraced an 

assimilationist ideology, which fundamentally followed a monocultural orientation toward 

multiculturalism (Banks 2004, 2007). This approach aimed to educate students to fit into a 

mythical Anglo-Saxon Protestant conception of the 'good citizen'. Banks (2004, 2007) argues 

that historical orientations to citizenship education were constructed by the powerful, 

dominant groups to serve their own interests. Banks (2007, p. 45) further contends that
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citizenship education traditionally fostered citizen passivity rather than agency, and "taught 

students ahistorical myths to develop patriotism and reinforce the dominant social, racial and 

class inequalities in Western societies". In other words, citizenship education has historically 

reinforced dominant-group hegemony and student inaction.

Banks (2004, 2007) maintains that one of the tacit aims of citizenship education in the past was 

to eradicate the cultures and languages of students from diverse groups. Therefore, he 

contends that some of the consequences of the assimilationist approach to citizenship 

education were that many students were distanced from their first cultures, languages, and 

ethnic identities; becoming alienated from their families and communities (Banks, 2007). 

Further, giving up their native cultures did not necessarily mean that they were accepted into 

the dominant civic society either. In line with a monocultural/ assimilationist approach to 

multiculturalism, citizenship education in the past cast one mould for the ideal citizen; those 

that did not 'fit' were to be socially and economically ostracised (see Banks, C. 2007).

The state educational systems' responsibility for constructing a culturally homogenous national 

citizenry, so widely accepted in the nineteenth and twentieth centuries, is impractical in the 

global era. As discussed earlier, the traditional nation-state is now seen to be crumbling under 

the pressures exerted by common global threats, ethnic and global consciousness, and mass 

immigration, making state centred citizenship education programmes incompatible with the 

global realities outside the classroom (Heater, 2004). This has promoted a renewed interest in 

citizenship education which has encouraged academics, policy makers and practitioners to look 

more carefully at youth-civic engagement, and alternate approaches to citizenship education. 

The next section therefore explores a range of approaches to citizenship education in the global 

era.
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3.4.2 Citizenship Education in the Global era

The recent renaissance of citizenship education has been linked to concerns in many counties 

about how to respond to a period of unprecedented global change and resulting global threats 

explored in chapter two (Kerr, 1999). Indeed, according to Davies (2001), the recent emphasis 

on citizenship education and 'active citizenship' is partly inspired by a moral panic around 

globalisation, multiculturalism and the perceived breakdown of traditional affiliations to one 

nation-state (Davies, 2001).

In response to the challenges posed by globalisation. Nelson and Kerr (2006) argue that there 

has been an increased focus on people as resources in society with the recognition that such 

resources can be used to actively counter the negative consequences of globalisation. 

Therefore, particular emphasis has been placed on preparing young people for their roles and 

responsibilities in modern society as citizens (Maes 2005; Birzea et al. 2004). According to 

Nelson and Kerr (2006), preparation for the global era can be achieved through education, to 

reinforce and broaden identity, strengthen social cohesion and civic responsibility and 

encourage the active participation of people in their communities. Further, according to Nelson 

and Kerr (2006, p. 21):

"Educational policy is increasingly seen as a vital social change agent, actively preparing 
children and young people not only to cope with the pace of change in modern society 
but also to develop the necessary knowledge, understanding, skills, attitudes and 
behaviours that will enable them to make the most of the opportunities and challenges 
they will face in their lifetime."

Therefore education is recognised increasingly as the vital interface in the global era, preparing 

children to mediate the negative consequences of global threats and take advantage of 

worldwide opportunities.

If citizenship education in the past was about encouraging patriotism and loyalty to the nation 

(Banks, 2007), what characterises citizenship education in the global era? Banks (2004, 2005, 

2007) argues that current models of citizenship education need to respect children's 

experiences and aspirations in addition to forming a more globalised curricular and pedagogic
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perspective. Moreover, Banks (2007) states that citizenship education should provide space for 

children to locate their experience within the conceptual frameworks presented. With this 

fundamental shift in citizenship education curriculum, it is hoped that students from diverse 

groups will be able to identify with a curriculum that fosters an overarching national identity 

that also mirrors the diversity of their perspectives.

Banks (2004) cautions that a curriculum which only incorporates the knowledge, values, and 

perspectives of dominant groups marginalise the experiences of students who are members of 

minorities. Such a citizenship education curriculum, he argues, will not foster an overarching 

national identity because students will view it as one that has been created by people who do 

not know, understand, or value their cultural and community experiences (Banks, 2004). This 

perspective is supported by Kymlicka (2004) who argues that minority students will create a 

weak identification with the host nation if they do not see their potentialities reflected in 

national structures and institutions. However, within multicultural societies it is important that 

the recognition of diversity does not undermine efforts to construct or sustain common political 

values, mutual trust and understanding, and solidarity across group lines (see Banks 2004, 2005, 

2007; Kymilcka 2004). Therefore this delicate but critical balance between unity and diversity 

must be negotiated with the education system (see Nelson & Kerr 2006; Banks 2004, 2005,

2007; Kymilcka 2004)

In addition to a curriculum that reflects the complexities of a globalised and multicultural 

society, citizenship education will only be meaningful if the tensions, and issues present in the 

lives of children are acknowledged. Staeheli and Hammett (2010) argue that citizenship 

education is not something that should be simply 'delivered' or taught to abstract (and perhaps 

passive) students. Rather, it needs to be actively reworked to challenge teachers, parents and 

children to negotiate stated educational goals against their lives and experiences, including the 

realities of social equality, division and conflict. This requires inevitably teachers to expand their 

range of pedagogic approaches and multicultural knowledge to deliver citizenship education 

effectively (Banks, C. 2007). Kerr (2000) and Banks, C. (2007) explain that pedagogy for 

citizenship education in a multicultural globalising society needs to move beyond the didactic
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delivery of facts to building capacity in children to use that information to reflect, comprehend 

complexity, participate, and problem solve. As Kerr (2000) notes, teaching and learning within 

citizenship education are shifting to incorporate more inclusive, experiential and interactive 

pedagogic approaches favourable for building capacity in global citizens. Nelson and Kerr 

(2006) argue that education is now viewed as much more holistic and flexible than in the past, 

involving a broader range of learning and teaching approaches, taking place in a wider range of 

contexts in and beyond schools. Indeed, these progressive pedagogic approaches, discussed in 

Kerr's work (2000) place as much emphasis on the content of citizenship education as the 

process of teaching and learning, and repositioning the teacher as a facilitator rather than an 

instructor. This approach resonates with approaches to learning presented in the holistic life

long learning and global -consciousness orientations to curriculum presented in previous 

sections. Further, this equal emphasis on pedagogic process and multicultural, globally 

oriented content, emphasising the skills identified by Suarez-Oroczo (2007) is important for 

preparing children for the knowledge-based economy.

Explored throughout this section, citizenship education in the global era presents a challenge 

for curriculum advisors. Principals, practitioners and parents. This raises key questions about 

how to teach young people to respect the range of diversity in society whilst constructing 

overarching goals, ideals and values that everyone can relate to. Further, questions of 

pedagogy arise around the best way to impart the skills, values and dispositions necessary for 

children to thrive in the global era. Whilst human rights and multicultural education are writ 

large throughout conceptualisations of citizenship education, they are of particular interest to 

this research. Therefore, the next two sections isolate important considerations of Fluman 

Rights education and multicultural education in the global era.
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3.5 Human Rights Education

As discussed in chapter one, human rights is emerging as the agreed norm for global human 

relations. Inextricably linked with the pronouncement of human rights in the UDHR (1948) are 

the educational mechanism for disseminating these ideas. In fact, the preamble of the UDHR 

proclaims, ‘[E]very individual and every organ of society... shall strive by teaching and 

education to promote respect for these rights and freedoms ...' ("Preamble UDHR, 1945).

Human rights education therefore becomes a significant foundation for citizenship education in 

the global era. Furthermore, the citizenship education curricula in the both case study schools 

have human rights or human dignity (terminology used in the CSPE curriculum in the Republic 

of Ireland) as foundational concepts. Therefore, this section explores briefly children's rights to 

being educated about their rights, the benefits of human rights education and key models of 

human rights education.

Human rights education is not merely about valuing and respecting all those in the human

family, but it is the mechanism for understanding the relationship between the duty bearers

(mechanisms and institutions of the state) and rights holders, (the people) (McEvoy and Lundy,

2007). Further, Tibbitts (2002) suggests that human rights education is also about advocacy to

guarantee the structures and conditions for human rights. This is underpinned by article 30 of

the UDHR, which declares that one goal of education should be "the strengthening of respect

for human rights and fundamental freedoms." According to the International Covenant on Civil

and Political Rights (ICCPR), a government "may not stand in the way of people's learning about

[their rights]" (Flowers et al., 2000). Apart from fulfilling an educational requirement under

articles 29 and 42 of the Convention of the Rights of the Child (CRC) to educate children about

their rights, the benefits found in the research include a deeper understanding among children

of their human rights, more support for the rights of others, greater understanding of the

relationship between rights and social responsibility, an improved school climate, and an

improved practice of citizenship in the school community (Covell, Howe, and McNeil 2008,

2010; Coveil and Howe 1999, 2001; Decoene and De Cock, 1996; Howe and Coveil 2007; Jeary

2001; Murray 2002). These findings are supported by recent research suggesting that children
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who have learned about the CRC, show significantly higher levels of overall well-being (UNICEF 

Spain, 2012).

The language of human rights education is broad. The United Nations has elaborated a 

definition, which can be summarised as follows:

• The strengthening of respect for human rights and fundamental freedoms;

• The full development of the human personality and the sense of its dignity;

• The promotion of understanding and tolerance... among all nations and groups; and

• The enabling of all persons to participate effectively in a free society (General Assembly 

Resolution, 1997)

Therefore in any human rights education programme the UDHR, related key human rights

documents, and monitoring and accountability systems should be addressed. Although human

rights education has moved beyond simply spreading information about human rights law,

these aspects remain central to any programme, to distinguish it from other fields such as

peace education or global education (Tibbitts, 2002). Further it is suggested that human rights

education, like citizenship education for the global era, take on an active and experiential

pedagogical approach. Tibbitts (2002) describes the rationale for delivering human rights

education from this pedagogical approach:

'The language of FIRE speaks of being relevant to daily life and to employing 
methodologies that engage participants in the development of skills and attitudes as 
well as knowledge. The participatory approach is viewed as motivating, humanising and 
ultimately practical, since this form of learning is linked more strongly with attitudinal or 
behavioural change then with a pure lecturing approach' (Tibbitts, 2002, p. 162).

Tibbitts (2002) brings a well-rehearsed argument for active and experiential pedagogical 

approach to human rights education to better realise human rights cultures in countries around 

the world.

There are various perspectives and approaches to human rights education. Tibbits (2002) 

describes three distinctive frameworks determined by the particular audience involved in
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human rights education. The first framework seeks to transmit basic knowledge of human 

rights issues and foster its integration into public values. The goal, from this perspective, is to 

pave the way for a world that respects human rights through awareness of and commitment to 

the normative goals in the UDHR, generally including the history of human rights, information 

about key human rights instruments, mechanisms of protection and international human rights 

concerns (e.g., child labour, trafficking, and genocide). It is unsurprising that a school based 

curricula fall within this framework (Tibbitts 1994, 2002).

The second framework, described as the 'accountability mode' is specifically linked with those 

who are directly or indirectly associated with the guarantee of human rights through their 

professional roles. From this perspective, the assumption is that those involved have 

professional responsibilities to monitor human rights violations and advocacy roles with 

authorities and further taking special care to protect the rights of people (especially vulnerable 

populations) for which they have responsibility.

The third framework relevant for this research is called the transformational model which seeks 

to empower individuals to both recognise human rights abuses and commit toward their 

prevention. This framework can be found in various settings including NGO's, in refugee camps 

and elements can be found in schools. According to Tibbitts (2002), while a formal focus on 

human rights is one part of this model, there will be more emphasis on building skills and 

capacity to take action against human rights violations. Whilst there is a commitment in most 

schools for building such skills, there is also an equally conservative culture in most formal 

educational settings that conflicts with children's empowerment and participation all manners 

concerning them (Moore, 2003).

Whilst Tibbits (1994, 2002) articulate various approaches to human rights education intrinsically 

linked to the audience, McEvoy and Lundy (2007) argue that approaches to human rights 

education can be located along two continuums: a continuum of purpose, resonating with the 

purpose of education itself; and a continuum of process from promoting human rights values
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through to ensuring human rights compliance. This perspective arguably necessitates all 

approaches described by Tibbitts above, and should target all audiences. As described by 

McEvoy and Lundy/[human rights education] necessitates an approach grounded in an 

understanding of international human rights standards, which emphasizes accountability and 

which is directed not merely at children in schools, but also at government and public officials 

and wider civic society' (McEvoy and Lundy 2007, p. 504). Any citizenship education curricula 

for the global era will include human rights education, to some extent. Therefore, it is 

necessary to explore children's rights to being educated about their rights, the benefits of 

human rights education and key models of human rights education.

3.6 Multicultural Education

As explored in Chapter Two, multiculturalism is one of the defining characteristics of the global 

era, which inevitably influence education and schools around the world. Some educationalists 

therefore have begun to look specifically at multiculturalism, with a view to bringing the 

challenges and opportunities of global diversity more prominently into the classroom. In fact, 

multicultural education arose out of a school reform initiative in the 1960s and 1970s as a result 

of the Civil Rights Movement (Banks, 2007). According to Banks (2007), this movement sought 

to reform schools in ways that will give all students an equal opportunity to learn and reach 

their potential. Multicultural education further describes teaching strategies that empower all 

students and gives them a voice within society. More specifically, Banks and Banks (2001, p.l) 

define multicultural education as:

"An idea, an educational reform movement, and a process whose major goal is to 
change the structure of educational institutions so that male and female students, 
exceptional students, and students who are members of diverse racial, ethnic, language, 
and cultural groups will have an equal chance to achieve academically in school."

Garcia (1982), Grant (1977a, 1978), and Frazier (1977) concur and add that multicultural

education is a concept, a framework, a way of thinking, a philosophical viewpoint, a value

orientation, and a set of criteria for making decisions that better serve the educational needs of
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culturally diverse student populations. Therefore, multicultural education is a set of beliefs and 

explanations that recognise and value the importance of ethnic and cultural diversity in shaping 

lifestyles, social experiences, personal identities, and educational opportunities of individuals, 

groups, and nations (see Banks 2004; Garcia 1982; Grant 1977a, 1978; Frazier 1977).

Consequently, according to Garcia (1982), Grant (1977a, 1978), and Frazier (1977), multicultural 

education has both descriptive and prescriptive dimensions. Descriptively, it recognises the 

ethnically diverse social structures of nation-states and their relationships to national 

institutions, beliefs, and power-systems. Moreover, multicultural education also prescribes 

what should be done to ensure the equitable treatment for diverse groups (Baptiste, 1986). 

Adding to this conceptual definition, Parekh (1986) equates multicultural education with a 

refined version of liberalism, education for freedom, and celebration of the inherent plurality of 

the world. Bennett (1999), Banks (1990,1991-92), Gay (1988,1944), Garcia (1982), and Barber 

(1992) all suggest that multicultural education is a crucial part of the democratic imperative, 

worldwide, for schools and society.

From a pedagogical perspective, multicultural education presents opportunities for a broad 

mixture of teaching and learning approaches, from the didactic to the interactive, both inside 

and outside the classroom (Banks and Banks, 1995). In addition to various pedagogical 

approaches, a range of multicultural knowledge is required (Banks, 2007). This knowledge can 

include various aspects of culture, immigration, racism, sexism, cultural assimilation, structural 

assimilation, ethnic groupings, stereotypes, prejudice, and institutional racism (Banks, 2008). 

Moreover, a more multicultural content should be paired with an honest appraisal of the 

challenges and complexities implicit in these issues. Further, building capacity in children to 

deal effectively with the aforementioned challenges is important when confronting global 

threats, inequalities and issues of social justice, referenced in chapter Two. Whilst this requires 

teachers to develop a range of skills for delivering the difficult lessons of the global era, it is still 

imperative that students receive these invaluable lessons (Banks 2007, 2008).

Although this range of pedagogic approaches, multicultural topics, and teacher ability 

mentioned above is ideal, it could be argued that the extent to which most schools in post-

72



industrial countries cover multiculturalism focuses primarily on prejudice reduction, rather than 

building critical capacity to look at how systems and structures may contribute to racism 

(explored in Chapter Two). Kincheloe and Steinberg (2002) discuss the naive notions about the 

nature of racism, such as the belief that they are simply attitudes that must be changed and 

that the problem of racism resides within the individual rather than focusing on the role of 

states structures and systems in fostering notions of racism. Indeed, such treatment of racism 

perpetuates a cultural blindness that submerges the recognition of institutions as perpetuators 

of racist orientations toward various groups of people. Kincheloe and Steinberg (2002, p. 235) 

argue that:

"Historical myths of 'progress', the success of racial integration and women's rights and 
the conquest of prejudices eclipse the power relationships that sustain institutional 
racism and reproduce inequality in the very classrooms that point out the decline of 
prejudice."

Therefore, shifting the focus of multicultural education from prejudice reduction to a more 

comprehensive and critical understanding of how a society deals with diversity provides 

interesting opportunities within an educational context.

An example of this shift from locating prejudice within the individual to understanding how it 

manifests in the state structures comes from England, where a highly publicised racial incident 

had some impact on the citizenship curriculum. Holohan (2005) describes how Stephen 

Lawrence was a black British teenager from Eltham, south east London who was murdered in a 

racist attack while waiting for a bus on the evening of 22 April 1993. Witnesses said he was 

attacked by a gang of white youths chanting racist slogans. After the initial investigation, five 

suspects were arrested but not convicted. It was suggested during the course of that 

investigation that the murder was racially motivated and that Lawrence was killed because he 

was black. Furthermore, the handling of the case by the police and Crown Prosecution 

Service was affected by issues of race (Holohan, 2005). The introduction of citizenship 

education as a statutory element of the national curriculum in 2000, provided an opportunity 

for raising the profile of race equality issues across the curriculum. The Stephen Lawrence
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Inquiry Report, published in February 1999, as the Qualifications and Curriculum Authority was 

drawing up the new curriculum guidelines, recommended that education play a major role in 

combating racism (Macpherson 1999). The government responded by creating the Race 

Relations [Amendment] Act 2000 (RRAA) which requires schools and other public bodies not 

only to address discrimination but also to promote race equality. Citizenship Education was 

identified as the main vehicle through which this would be addressed within curriculum 

(Wilkins 2005, Osier 2009).

However concerns about the lagging implementation of the RRAA, combined the increase of 

violent extremism and terrorism led to the establishment of the Diversity and Citizenship 

Curriculum Review Group in 2006 led by Keith Ajegbo (DfES 2007). The Ajegbo report proposed 

a new strand to the citizenship curriculum, entitled 'identity and diversity' and suggested a 

closer link between history and citizenship (DfES, 2007). Interestingly, the Aiegbo panel 

suggested that to create an inclusive society, white identities in the United Kingdom should be 

studied, discussed and celebrated (Osier, 2009). According to the report, teachers often 

referred to diversity and ethnicity in a way that focused almost exclusively on minority ethnic 

groups and their cultures, and further notes how "many indigenous white pupils have negative 

perceptions of their own identity" (DfES 2007, p.30). Therefore according to the Ajegbo Report 

(DfES 2007), citizenship education curriculua for the multicultural, global era needs to allow 

children to understand and appreciate all of the identities that make up these kaleidoscopic 

societies.

In sum, multicultural education as a key component citizenship education provides a vehicle for 

incorporating the knowledge and perspectives of students who are members of minorities into 

the curriculum. It further educates the dominate groups in the richness of knowledge, values 

and experiences of diverse students. According to Banks (2004) and Kymilcka (2004) adopting a 

multicultural ethos can help foster an overarching national identity that understands and values 

the range of cultural experiences in the diverse classrooms of the global era.
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Having discussed the role of citizenship education in addressing multiculturalism, the next 

section explores the role of citizenship education in addressing the primary philosophical 

perspectives on citizenship as presented in Chapter Two: liberalism, communitarianism, and 

cosmopolitanism.

3.7 Conceptualising Citizenship Education

It can be argued that within the current renaissance of citizenship education curricula, 'Active 

Citizenship' is emerging as a key concept, as citizenship evolves from 'status' to something that 

is 'enacted' and 'created'. Therefore, this section opens with a discussion on the concept of 

active citizenship illustrated by two models, the first by Kennedy (2006) exploring passive and 

active variations of enacted citizenship followed by Bank's (2008) Citizenship Typology. This 

exploration of active citizenship is followed by three models used to describe the orientations 

and approaches to citizenship education as a whole. The first conceptual model is a continuum 

of citizenship education which utilises characterisations of 'Minimal or Thin' to a 'Maximal or 

Thick' interpretation of framing citizenship education. This characterisation has been described 

and reworked by various scholars in this area including: Kerr (2000) Faulks (2000, 2003, 2006), 

McLaughlin (1992), and Osier and Starkey (1996, 2003). The second model draws on Kerr's 

work (2000), mentioned earlier, to classify citizenship education curricula according to the 

extent that certain 'values' are expressed explicitly, or if they are expressed neutrally. The final 

model comes from Tristan McGowan examining the process of 'curricular transposition', or the 

process from citizenship education curricula to how its delivered and received in the classroom.

3.7.1 Active Citizenship

One of the major developments since the late 1990's has been a growing interest in the

concept of 'active citizenship' and the emphasis on its promotion through policy and practice in

a variety of educational contexts (Nelson and Kerr 2006, Peterson 2012). It is argued by Nelson

and Kerr (2006) that citizenship in the 21st century is increasingly defined not just as 'citizenship

as a status', in relation to a nation-state, but also crucially in relation to 'citizenship as an active

practice', as referenced in chapter two. Nelson and Kerr (2006) cite the relentless pace of

global change and global threats, also featured in chapter two, as the key factors prompting
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questions about the nature of participation in modern society and, in particular, how citizens 

participate in society. Consequently, there has been increasing interest to encourage people to 

view citizenship as both a status and active practice primarily as a reaction to negative aspects 

of globalisation.

Although 'active citizenship' is a desired outcome of citizenship education in the global era, a 

conceptual understanding of what it is, and experience of how it can be developed effectively is 

still evolving (Peterson and Knowles, 2009). Active citizenship undoubtedly carries the same 

contested nature as citizenship, and therefore it is important to understand a range of 

conceptualisations active citizenship and how those promote actions and intended behaviours 

(Peterson and Knowles, 2009). In order to begin to comprehend the different ways of 

conceptualising active citizenship, a definition is discussed followed by two models. The first is 

adapted from Kennedy (2006) to articulate passive and active approaches to enacting 

citizenship. The second is adapted from Banks (2008), 'Typology of Citizenship Involvement' 

which presents different levels of children's understanding of key concepts and their 

subsequent involvement in their local, national and global communities.

The Institute for Citizenship (1992, p. i) provides a useful illustration for understanding and 

locating conceptualisations of active citizenship, stating that:

''Active citizenship can be as straightforward as helping a neighbor. It can be as 
challenging as orchestrating a major campaign. For some it comes naturally, perhaps a 
result of family tradition, a chance meeting, or an inspirational teacher. For many it 
needs to be encouraged, practiced, developed and informed."

This perspective is limited to active citizenship within the context of the nation-state, as it 

orientates active citizenship on two different dimensions. First, vertical participation includes 

engagement in formal political processes and institutions. This can also be called 'civic 

engagement'. The other dimension is referred to as horizontal participation which references 

engagement at a community level, and can also be called 'civil engagement' (The Institute for 

Citizenship 1992).
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3.7.2 Active and Passive approaches to Citizenship

According to Kennedy (2006) active citizenship is a mixture of active and passive components 

dependent on the cultural and historical context of countries and their approach to citizenship 

education, suggesting diverse and divergent understandings of what is meant by active 

citizenship. According to Kennedy's model, the active components are more concerned with 

'doing' and the passive components correlate more with 'being', resonating with a passive 

orientation to citizenship. Consequently, the 'active' approach is concerned more with 

citizenship as an enacted practice and 'passive' more with citizenship as a status that is 

bestowed.

1. National Identity

a. Knows and values the nation's history All Nation-states attempts to promote national 
identity of this kind.

b. Supports the nation's symbols (le Flags, 
anthem)

There is an emphasis on the transmission of 
knowledge through civic education in schools

2. Patriotism

a. Willing to serve in the military Patriotism is related to national identity, but is a 
more extreme form that seeks to protect the 
nation from external threats

b. Citizens are Loyal & Citizens work hard
These attributes are often internalized values 
that nation states seek to promote through 
education.

There are daily rituals in society that reinforce 
the importance of collective loyalty and 
obedience.

Figure 3.1 Dimensions of passive citizenship (Kennedy, 2006)

In figure 3.1, two primary conceptualisations of 'passive' citizenship are presented: National 

Identity and Patriotism. When placing the passive approaches in the educational context, there 

is an easy fit between the state-centred approach to citizenship education, where the primary 

goal is to build a common national identity and loyalty toward the state. Further, the
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patriotism dimension resonates strongly with the more extreme and exclusive edge of 

communitarianism where it seeks explicitly 'to protect the nation from external threats' 

(Kennedy 2006, p. 317) which can be defined in various ways. Moreover, there is a clear 

'direction' of how this approach to citizenship is interpreted by the state and transmitted via 

education (Kennedy 2006, Nelson and Kerr 2006).
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1. Conventional citizenship

Engage and participate in conventional political activities

a. Voting This is the traditional, conformist view usually 
held by political scientists.

b. Joining a political party It focuses on participation in civic as opposed to 
civil society.

c. Being a candidate for political office It is about horizontal (taking part) and 
vertical (bringing about change) 
participation

2. Social movement citizenship

Engage and participate in voluntary community activities

a. Working with community care agencies This is often called the 'civic virtues' approach to 
citizenship.

b. Collecting money for a good cause It focuses on participation in civil society. It is 
largely about horizontal participation. It is 
conformist and, in some instances, coercive.

3. Social change citizenship

Engage and participate in activities that seek to change political and social directions

a. Legal
• writing letters to a newspaper
• collecting signatures on a petition

This is often called 'the conflict' model of 
citizenship. It focuses on participation, 
resistance, and making changes in both civic and 
civil society.

b. Illegal
• Blocking traffic
• Writing graffiti on walls
• Occupying a building

It is about vertical participation (bringing 
about change) through attempts to influence 
the decision-making process

4. Economic/enterprise citizenship

Engage and participate in self regulating activities

a. Becoming financially self supporting This is often referred to as the economic 
model of citizenship. It is individualistic rather

b. Becoming a self-directed learner than collective. It is shaped by conformity to 
traits associated with being a good and

c. Becoming a creative problem solver responsible citizen.

d. Adopting entrepreneurial values
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Figure 3.2 Dimensions of Active Citizenship (Kennedy, 2006)

In Figure 3.2, four primary conceptualisations of 'active' citizenship are presented: conventional 

citizenship, social movement citizenship, social change citizenship, and economic/ enterprise 

citizenship. First, the conventional approach to active citizenship, according to Kennedy (2006), 

takes a traditional and conformist approach to being involved in both civic and civil society. It 

focuses on participation at a horizontal level by taking part in civil society and also on vertical 

level by bringing about change via the standard political routes. Participation from a 

conventional approach aligns strongly with a more conservative liberal approach to citizenship 

discussed in chapter two. The social movement approach is presented second and focuses on 

participation in civil society, and contributing to the good of the local community, strongly 

aligning with the communitarian approach (Kennedy, 2006). Next, the social change approach 

to active citizenship is presented, which not only focuses on participation in the civic and civil 

society, but is usually reacting against a perceived injustice and generally seeks to make a 

change. This approach is often called 'the conflict' model of active citizenship as it focuses on 

bringing about change through attempts to influence the decision-making process and aligns 

with the critical liberal orientation to citizenship (Kennedy, 2006). Finally the economic/ 

enterprise approach to active citizenship is presented which is often referred to as the 

economic model of citizenship. This approach is individualistic rather than collective and 

focuses on traits associated with being a good contributor to the economy valued by the liberal 

capitalist orientation to citizenship. Kennedy (2006) provides a helpful tool for understanding 

'passive' and 'active' conceptualisations of citizenship, illustrating a range of different ways that 

citizenship can be enacted. However, it should be noted that whilst all of the 

conceptualisations presented by Kennedy (2006) could be useful potentially in various contexts, 

there is no overt mention of how citizenship might be enacted in a global cosmopolitan sense, 

as the global context would inevitably impact these different interpretations of citizenship.
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3.7.3 Typology of Citizenship Involvement

Another way of conceptualising active citizenship has been created by Banks (2008), in what he 

calls a 'Typology of Citizenship Involvement'. This correlates with different levels of children's 

understanding of key concepts of active citizenship, and further describes how these translate 

into involvement in their local, national and global communities. The 'Typology of Citizen 

Involvement' seeks to interpret citizenship education to the extent that it: encourages students' 

to acquire the information, skills, and values needed to actively participate in democratic 

systems, challenge inequality, develop cosmopolitan values and perspectives; and to take 

actions to create just and democratic multicultural societies. Like any typology, in practice 

these levels of citizenship overlap and are interrelated. Banks (2008) presents four levels of 

learning and involvement in one's local, national and global community:

\ A citizen who votes in 
Minimal \ local and national elections 
Citizen \ on conventional candidates

\ and conventional issues.

\ A citizen who takes action 
Active \ beyond voting to actualize
Citizen \ existing laws and conventions;

\ a conventional citizen.

A citizen who has rights 
and obligations to the
nation-state but does not 
participate in the political 
system.

A citizen who takes action
to actualize values and moral
principles beyond those of 
conventional authority;
a postconventional citizen.

Figure 3.3 Typology of Citizenship Involvement
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Legal Citizenship (Level 1) frames concepts relating to legal citizenship, the most superficial 

level in the citizenship education typology. A legal citizen (level 1) is characterised by someone 

who has rights and obligations to the nation-state, but does not participate in the political 

system. A minimal level of civic understanding is necessary to function as a legal citizen.

Minimal Citizenship (Level 2) frames concepts relating to minimal legal citizenship that 

encompasses involvement in the local community, at the institutional and governmental level.

A minimal citizen is characterised by someone who votes in local elections on conventional 

candidates and issues. In addition to basic civic knowledge, according to Banks (2008), a 

minimal citizen would need to investigative skills to research certain topics, issues and laws and 

make choices according to their own values and experiences.

Active Citizenship (Level 3) locates concepts and involvement to those beyond minimal 

democratic duties to advocate for and actualise existing laws and conventions. The 

understanding and involvement of active citizens are to support and maintain, but not to 

challenge, existing social and political structures. From this perspective, an active citizen will 

understand the interdependence of themselves and others, as they work to maintain and 

actualise the liberal democratic structures that form the basis of the citizenly pact.

Transformative Citizenship (Level 4) locates concepts and involvement in both an intimate and 

personal sense through to a global/ cosmopolitan sense. Banks (2008, p. 136) argues that 

'Transformative Citizens take actions to promote social justice even when their actions violate, 

challenge, or dismantle existing laws, conventions or structures'. A transformative citizen must 

have knowledge of the power relations and have to skills communicate, collaborate, organise 

and see actions through whilst understanding how they impact people at a local, national and 

global level. Whilst these levels are placed in a hierarchical manner, there is no value 

judgement attached to each of them, and in practice, it would be positive to strive to 

acknowledge and explore all levels of this typology.

The term 'active citizenship' is not yet clearly understood or defined and further there is limited 

exploration of the conceptual underpinnings of active citizenship. This section has drawn on
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the work of Kennedy (2006), Nelson and Kerr (2006) and Banks (2008), and presented two 

models based on their work which begin to describe a range of approaches to active citizenship 

from a passive, legal orientation to a transformative, agent of social change seeking to 

challenge and change existing structures. The final model, 'Curricular Transposition' Me Cowan 

(2009, 2010) links ideals of active citizenship to its transformations through curriculum and 

teachers interpretations.

3.7.4 Curricular Transposition

ENDS MEANS

IDEAL 1. Ideal person/society 2. Curricular programme

REAL 4. Effects on students 3. Implemented curriculum

◄------------------------------------------------------------------------

This model, 'Curricular Transposition', developed by Me Cowan (2009, 2010) provides a model 

to describe the complex processes involved in the promotion of citizenship through education. 

Me Cowan (2010) argues that whilst it is desirable for concepts and curricular aims of 

citizenship education to be clear, they are not always accompanied by an equally substantial 

debate on the educational process organised to attain them. Further, there is an assumption 

that once appropriate civic goals have been determined; achieving them will be relatively
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straight forward. Therefore, McGowan's (2009, 2010) framework traces the movement of 

curriculum through four stages. First it explores how the image of an ideal citizen or society, 

second how this ideal is translated into citizenship education curriculum, third how this 

curriculum is then implemented by schools and teachers and fourth how this, in turn, affects 

students.

This framework was created for understanding the dynamics that exist in many citizenship 

education initiatives. It can be used to analyse current experiences, particularly as regards to 

the problematic movement between the ideal and the real, and between the ends and the 

means. The movement from an 'ideal' citizen or society, which usually drives the curricular 

initiation, to the 'real' outcomes that are achieved from an educational programme creates the 

vertical axis of McGowan's model. The horizontal axis is labelled, 'ends' and 'means' to 

determine the proximity of the ends to the means, or the extent to which they are unified or 

separate.

As alluded to briefly above, the first 'leap' in McGowan's 'Curricular Transposition Model' (2010) 

refers to the link between the ideal set forth in the curriculum and the means which are 

selected to actualise this ideal including: empirical evidence, authority or tradition, moral 

imperative or logical connection. The second leap in this model moves from the 'ideal' to the 

'real' via educational practices utilised to actualise the curriculum. In this leap, it undergoes 

transformations due to a number of factors, including the influence of educators, those of the 

educational institutions, and those of the wider societies in which the education is taking place. 

According to McGowan (2010, p. 159), 'Citizenship education is highly dependent on the 

particular teachers involved, and the compatibility and dissonance between their worldviews 

and that of the initiative.' Therefore, according to McGowan (2010), teachers' play a key role in 

interpreting the implementing citizenship education curriculum.

The third leap refers the effects that the curriculum has on students. If the effect of citizenship 

education curriculum can be accurately measured, this model provides a heuristic model that 

can be used to talk about whether the desired results were achieved. In most cases there is 

some level of dissonance between the ideal and real outcomes. McGowan (2010) proposes
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various reasons for the gap between hoped-for results and actual results, including difficulties 

attributed to bridging the previous two gaps. For example, there may have been problems in 

the choice of the curricular programmes, or in implementation phase appropriate learning 

experiences or pedagogy may not have been selected to achieve the desired results. Therefore, 

this model can be used to better understand citizenship education by paying attention to leaps 

from the ends to the means and from the ideal to the real, thus enabling a more effective 

citizenship education. The next section presents three models used to describe the orientations 

and approaches to citizenship education in different local, national and global contexts.

3.7.5 Minimal - Maximal Continuum

Many commentators argue that citizenship can be conceptualised along a continuum, which 

ranges from a minimal to a maximal interpretation (Kerr 2000; Faulks, 2000, 2003, 2006; 

McLaughlin, 1992; Osier and Starkey, 1996, 2003). This tension is part of the broader debate 

about the balance between the 'public' and 'private' dimensions of citizenship, leading to what 

McLaughlin (1992) has termed 'thick' and 'thin' approaches to citizenship education. Those 

who view citizenship as a largely 'public' concern see a major, or 'thick', role for education 

(through the school and formal curriculum) in the promotion of citizenship. Those who view 

citizenship as a largely 'private' affair see a much more limited, or 'thin', role for education 

(largely through the hidden curriculum). Those that seek a 'thin' role for education in 

promoting citizenship advocate a much stronger role for the family, churches and community 

organisations than for teachers. Each end of the continuum displays different characteristics, 

which affect the definition of, and approach to, citizenship education (Kerr 2000).

Minimal or Thin interpretations are characterised by a narrow definition of citizenship and 

privileges those with particular or elitist interests. Consequently, minimal interpretations lead 

to narrow, formal approaches to citizenship education which is largely content led, and 

knowledge based. It is centred on formal education programmes which concentrate on the 

transmission of knowledge to students regarding a country's history and geography, the 

structure and processes of its system of government and its constitution. It lends itself to 

didactic teaching and learning approaches, with teacher led classes as the dominant medium
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with little opportunity or encouragement for student interaction. As outcomes of minimal 

approaches are narrow, largely involving the acquisition of knowledge and understanding, it is 

much easier to measure how successfully the outcomes have been achieved, often through 

written assessment (Kerr 1999, 2000).

Maximal or Thick interpretations are characterised by a broad definition of citizenship which 

seek to actively include and involve all groups and interests in society. With regards to 

citizenship education, this interpretation includes the content and knowledge components of 

minimal interpretations, but actively encourages investigation and interpretation of the many 

ways in which citizenship is determined and carried out. The primary aim is not only to inform, 

but also to use that information to help students understand and enhance their capacity to 

participate. This approach places as much emphasis on the content of citizenship education as 

the process of teaching and learning. It lends itself to a broad mixture of teaching and learning 

approaches, from the didactic to the interactive, both inside and outside the classroom. These 

can include: structured opportunities for dialogue and debate, encouragement for group 

project work, and other forms of independent learning and participative experiences (Mendel- 

Reyes 1998). As the outcomes of maximal approaches are broad, involving the acquisition of 

knowledge, understanding, and the development of values, dispositions, skills, and attitudes; it 

is much more difficult to measure how successfully these outcomes have been achieved (Kerr 

1999, 2000).

3.7.6 Values explicit - Values neutral

McLaughlin (1992) outlines a 'values-explicit' and 'values-neutral' categorisation to help 

understand the extent to which it is possible to articulate the values and dispositions which 

underpin citizenship. This continuum hinges on the answer to a simple question: should 

citizenship education be 'values explicit' and promote distinct values which are part of a 

broader, nationally accepted system of public beliefs, or should it be 'values-neutral' and take a 

neutral, facilitative stance to values and controversial issues, building capacity to consider a 

number of perspectives and ultimately leaving the decision to the individual?
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The certainty of 'values-explicit' approaches is very alluring. Clear, publicly accepted definitions 

of citizenship are beneficial in facilitating effective practice in citizenship education. Clear 

definitions of key concepts relating to citizenship enable everyone involved - schools, teachers, 

students, parents, community representatives, public figures - to be clear about the aims and 

to understand their roles and responsibilities in achieving those aims. In response to the 

challenges and uncertainties in the modern world, many societies are forced to re-examine and 

adjust many of the underlying cultural traditions, values and assumptions and move toward a 

more explicit statement of values and aims underpinning their educational systems. This 

continuum helps to examine the considerable debate about the values and concepts 

underpinning citizenship education in countries with a tradition of either a values-explicit or 

values-neutral disposition (Kerr 1999).

In Sum, whilst these models provides helpful tools for describing different approaches to 

citizenship education, there is no explicit acknowledgement of either the global or multicultural 

nature of the societies in which these citizenship education programmes are inevitably located 

in. The next section contextualises the theories and conceptualisations of citizenship education 

in three international research projects; one led by Judith Torney-Purta on Civic Knowledge and 

Engagement in 1994 and then updated in 2009, the second was led by David Kerr on Citizenship 

Education Curriculum in 2000, and the third is a thematic study on 'Active Citizenship', 

referenced earlier by Nelson and Kerr (2006).

3.8 Overview of Cross- National Research on Citizenship Education

There have been two discernible periods of research on citizenship education. The first

occurred in the 1950's and reflected the developmental dogma of the time by focusing on

social citizenship and rights that T.H. Marshall (1950) was influential in shaping (Flanagan and

Sherrod, 1998). A second period in the 1970's followed the Civil Rights movement which

focused on teens and youth, but was relatively descriptive in nature (Flanagan and Sherrod,

1998). In the mid-nineties, Putnam (1996) argued that indicators of youth civic engagement,

such as voting, reading newspapers, and participating in community organisations were in
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decline. Yet, other research indicated that in some sectors youth volunteerism increased 

dramatically. Further, young people tended to use other mediums, such as T.V. and the 

internet to access information, learn about issues, and get involved with various civic efforts 

(McLeod 2000, Youniss and Yates, 1997). Research on civic engagement and citizenship 

education is en vogue again for a variety of reasons explored throughout this thesis. Therefore, 

a perceived decrease in civic engagement amongst young people and concerns surrounding 

global threats, mass immigration and the breakdown of traditional affiliations to one nation

state all contributed to the renewed interest in citizenship education. More recently two 

international longitudinal research projects were launched based on citizenship education; one 

led by Torney-Purta on Civic Knowledge and Engagement in 1994, and updated in 2009 (led by 

Schultz) and the other led by Kerr on Citizenship Education in the Curriculum in 2000.

3.8.1 The International Association for the Evaluation of Educational Achievement (IEA) 

Study of Civic Education

In a climate of changing youth participation. The International Association for the Evaluation of 

Educational Achievement (IEA) launched a cross-national study of civic education in 1994, and 

repeated in 2009 to examine the role of education and schooling and the development of 

youths' political knowledge, and civic engagement. It summarised the data on civic knowledge 

and attitudes of 14-year-olds in 28 counties engaging nearly 90,000 children (Sherrod, 2001). 

Generally, this research showed that there was little cross-country variability in the civic 

knowledge of 14-year-olds, although there was more variability in their attitudes. More 

specifically, a majority of students who made up the research sample knew basic laws and 

rights, but had trouble with more complex questions that require reasoning. One notable 

distinction is that students in Eastern Bloc countries that have undergone major social changes, 

such as Bulgaria and Slovenia, have the lowest trust in their governments, whereas the same 

age students in Scandinavian counties, such as Denmark, which have undergone less social 

change , had the highest trust (Torney-Purta, 1994).

With regards to the role of education in developing civic engagement, which is of specific 

interest to this research, Torney-Purta et al. (1994) found generally that 14-year-old students
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view the promotion of free speech and open discussion in class as a critical aspect of school's 

potential impact on civic engagement. However, they did not view school as being very 

important to their political development (Torney-Purta et al., 1994). Further, many youth in 

Torney-Purta's research indicated that formal education for citizenship was not making a 

significant impact on their civic engagement.

In 2009, the IEA study of civic and citizenship education (ICCS), continued in 38 countries 

around the world, to build on the previous IEA studies of civic education. However, the 2009 

research took place in a context characterised by significant societal change (discussed in 

chapter two), including the rapid development of new communication technologies, increased 

movement of people between countries, and the growth of supranational citizenly norms and 

organisations. The data gathered from more than 140,000 students and 62,000 teachers in over 

5,300 schools during the course of the study intended to provide information that education 

systems worldwide could use to inform and improve policy and practice in civic and citizenship 

education (Schulz, 2010).

The results of the second IEA study in 2009 further clarified children's interest in citizenship. 

Specifically, student's interest in domestic political and social issues was most evident.

However, this research indicated that the students who participated were less interested in 

foreign issues and international politics. Further, active citizenship in the community was 

relatively rare among the students surveyed; however, civic participation at school tended to be 

much more frequent, and was associated with higher civic knowledge and interest scores. This 

study further clarified the role of the school in preparing young people for their roles as citizens. 

It was noted that there was a rich array of experiences in schools that were considered 

important in this respect, including those associated with an open climate for discussion and 

expression in the classroom, similar to outcomes found by Torney-Purta in 1994. The 2009 civic 

education study also showed differences between student outcomes that can be attributed to 

factors beyond school, primarily the strong correlation between student's family background 

and their civic knowledge and engagement. The indicator most strongly and consistently 

associated with civic knowledge was parental occupational status, which is often used as an
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indicator of socioeconomic status. Further associations between civic knowledge and parental 

interest in social and political issues also emerged from this research. The second IEA civic 

education study contributed to a deeper understanding of the role of citizenship education in 

contributing to student's civic engagement and helped identify issues relevant to educational 

reform.

3.8.2 Qualifications and Curriculum Authority (QCA) Study on Citizenship Education

In 1996, with citizenship education high on the educational agenda in England, the 

Qualifications and Curriculum Authority (QCA) commissioned a thematic study on citizenship 

education across sixteen different countries. The six key aspects examined were: (1) 

curriculum aims, organisation and structure; (2) teaching and learning approaches; (3) teacher 

specialisation and teacher training; (4) use of textbooks and other resources; (5) assessment 

arrangements; and (6) current and future developments. Overall, the thematic study showed a 

commonality of interests and challenges encountered by citizenship educators in the sixteen 

different countries that participated in the research. Further, this study illustrated a range of 

approaches to citizenship education in different national contexts.

Kerr (2000) discovered that context was paramount to understanding each nation's approach 

to citizenship education, and consequently, what works in one context cannot simply be 

transported to another. For example, a number of newer democracies reported difficulties 

when attempting to introduce ideas and practices from the longer established democratic 

countries (Kerr, 2000). With regards to teaching and learning approaches, Kerr (2000) describes 

a move in many countries away from a narrow, knowledge-based approach to citizenship 

education to a broader approach encompassing knowledge and understanding, active 

experiences and the development of student values, dispositions, skills and aptitudes.

Further, this research highlighted an agreement on the centrality of the teacher in citizenship 

education and on the need for better training for teachers and the development of a broader 

range of teacher-friendly resources. Finally, Kerr (2000) discussed the purpose of evaluation 

and assessment for citizenship education. Fie explores whether it is desirable or detrimental to
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have written exams for citizenship, as part of a compulsory, national assessment system in 

order to raise the overall profile of citizenship as a subject.

3.8.3 Thematic Study on Active Citizenship

Building upon the work done in the international QCA research on Citizenship Education 

Curriculum, Nelson and Kerr (2006) led important thematic study, commissioned by the 

Qualifications and Curriculum Authority in England (QCA), between fourteen counties1 in 2005 

- 2006 on understanding 'active citizenship' as part of citizenship education. This study sought 

to address five key questions: First, what is active citizenship and how is it defined? Second, 

how is citizenship and active citizenship framed in educational policy? Third, what 

implementation measures are there to turn citizenship and active citizenship policies into 

effective practices? Next, what are the issues and challenges in turning active citizenship policy 

into effective practices? Finally, how can active citizenship be achieved and what are its 

outcomes?

With regards to how 'active citizenship' was defined by the countries who participated in this 

research, the overwhelming outcome was that the term 'active citizenship' is not yet clearly 

understood or defined. Further there has been limited exploration of the conceptual 

underpinnings of active citizenship, and as a result, a distinct lack of clarity and common 

understanding of where it has come from and what it means (Nelson and Kerr 2006). Another 

interesting theme to emerge, which resonates with Kerr's findings in his previous international 

study (1999), is that countries promote and support active citizenship for a range of reasons 

dependent on cultural and historical contexts, suggesting that once the term is more clearly 

understood, it is likely to remain a contested and evolving concept. For example, the range of

1 Fourteen countries, from the 20 in the INCA network took part in the thematic study. They are Australia, Canada, 

England, Hungary, Italy, Japan, the Netherlands, New Zealand, Northern Ireland, the Republic of Ireland, Scotland, 
Singapore, Spain, the USA and Wales
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motivations for promoting active citizenship in participating countries included: Citizenship as a 

legal 'status' (USA), citizenship as a lever for social cohesion or civic engagement (the 

Netherlands, Republic of Ireland, Hungary and England), and citizenship as reinforcing a sense 

of national identity or patriotism (Singapore and Japan).

According to the evidence collated by Nelson and Kerr (2006), a range of understandings 

regarding active citizenship emerged. Primarily, active citizenship was fundamentally defined 

as engagement and participation in the local and national context. Further, active citizenship is 

increasingly framed in the context of 'lifelong and life wide learning' referenced earlier in the 

chapter. Active citizenship was also described as the active development of citizenly skills 

beyond knowledge and understanding to encompass skills and behaviours picked up through 

experience of participation in a range of contexts. Finally, according to Nelson and Kerr (2006), 

active citizenship encompasses theoretical approaches to citizenship - liberal, communitarian, 

and civic republican - and ranges from more conformist, collective actions and behaviours to 

those that are more individualistically driven.

This lack of clarity around the definition and conceptualisations of active citizenship is 

consistent within the policy context. However, there was some consensus that 'active 

citizenship' can be understood as much in terms of an approach to learning as how young 

people participation in school and community life (Nelson and Kerr, 2006). According to Nelson 

and Kerr (2006, p. v), with regards to policy framing:

"Whilst the situation is complex, there would appear to be a relationship between 
definitions and approaches to citizenship education and those concerning active 
citizenship. Put simply, this means that in countries with a more holistic approach to 
citizenship education, active citizenship is coming to be viewed as the process by which 
an education for citizenship can be made active".

Further, according to the evidence around implementation of active citizenship policies into 

effective practice, it was clear that the discussion about 'active citizenship' focused on three 

distinctive aspects: first, encouraging teachers to adopt active learning methodologies, and 

second, presenting opportunities for democracy within the classroom, and finally creating
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opportunities for active participation in the school or wider community. However, Nelson and 

Kerr (2006) add that this goal is far from being realised across all the responding countries.

Nelson and Kerr (2006) outlined a few challenges to achieving active citizenship and reaching 

agreement on tangible outcomes. The first challenge, featured throughout this review, is 

arriving at an accepted working definition. According to the analysis of the questionnaires and 

views of experts consulted as part of this project, it was suggested that key to this definition is 

being clearer about the relationship between education for citizenship and active citizenship. 

Due to this lack of conceptual clarity, another prominent challenge was determining the most 

appropriate learning and teaching approaches for promoting active citizenship. This thematic 

study led by Nelson and Kerr (2006) continues to be prevalent as active citizenship has also 

been picked up and explored by supra-national organisations such as the European commission, 

Council of Europe and International Association for Educational Achievement (IEA).

These major research projects led by Torney-Purta (1994) and later by Schulz (2010), Kerr 

(1999), and Nelson and Kerr (2006) indicate the growing importance of citizenship education as 

urgent consideration is given to how to better prepare young people for the challenges and 

uncertainties of life in a rapidly changing world. It is no coincidence then that citizenship 

education continues to be a fascinating and timely research topic. However, whilst Torney- 

Purta (1994) looked at the Civic Knowledge and Engagement, Kerr (2000) focused on the role of 

education, curriculum, and teachers in developing children's political knowledge, and Nelson 

and Kerr (2006) undertook a thematic study in 'Active Citizenship' among several international 

contexts, there has been very little research on the educational response to globalisation and 

multiculturalism as part of citizenship education.

3.9 Conclusion

The development of knowledge, skills, and dispositions that prepare young people to

comprehend the world, and be informed active citizens are among the characteristics that

education systems and schools are attempting to foster. These educational goals are

complicated further as globalisation and multiculturalism bring about change in societies at an

increasing rate (Castles and Davidson, 2000). Therefore, this chapter began by establishing an
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understanding of how education provides a critical interface between children and the 

globalising world. Drawing primarily on the work of Suarez - Orozco and Sattin (2007), 

arguments were made about what is needed in the 21st century for students to thrive, primarily: 

more cultural sophistication, better communication and collaboration skills, higher order 

cognitive skills for critical thinking, as well as meta-cognitive abilities for reflecting on their own 

learning to become lifelong learners. However, according to Suarez - Orozco and Sattin (2007) 

these skills contrast with the general sluggishness of education systems which primarily work 

from the 'Dominant-Performance' approach to curriculum explored in this chapter. With this 

global backdrop, it is important to understand the myriad of approaches to curriculum and how 

these have been influenced by various socio-political, economic and religious interests in 

selecting knowledge and, via educational policy, forming it into educational curriculum. In 

establishing an analytical framework using the prism of curriculum, five main approaches to 

curriculum were presented in this chapter to help understand the influence curriculum has on 

the experience of children especially within the context of citizenship education.

The renaissance of citizenship education was also explored in this chapter with specific 

consideration given to human rights education, multicultural education, and notions of active 

citizenship and they relate to citizenship education. The literature reviewed indicates that the 

presentation of citizenship as 'active citizenship' is one of the most prominently espoused 

conceptualisations of citizenship in curricula across the industrialised world. This is somewhat 

unsurprising as understandings of citizenship within political theory have shifted from notions 

of 'national status' to something that is enacted and created. Further, as Davies (2001) notes, 

the recent emphasis on citizenship education as 'active citizenship' may be partly inspired by a 

moral panic around globalisation, multiculturalism and the perceived breakdown of traditional 

affiliations to one nation-state. However, as noted above, the literature reviewed indicates 

that there is very little consensus on how active citizenship is conceptualised across the 

fourteen countries that participated in their research on active citizenship, thus inhibiting the 

ability to create active citizens as part of citizenship education.
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Two conceptual models of 'Active Citizenship' were examined: one which distinguishes 

between 'passive' and 'active' variations of active citizenship (Kennedy, 2006); and one which 

situates this debate within the global context (Bank, 2008). These models, whilst useful, were 

however developed within the context of more mature multicultural societies. Upon review of 

the literature it would appear that no model exists which articulates these ideas in an emerging 

multicultural context. As noted in the conclusion to chapter two, it is likely that 

conceptualisations of active citizenship and multiculturalism may take on new manifestations in 

diversifying contexts. It is hoped that the data generated in this research will reveal the types of 

conceptualisations that are the most prominent in these societies and assist in the 

development of model which attends to these issues.

The debates on citizenship education, including an analysis of the global context it its influence 

on curricular developments, have undoubtedly impacted on the North and South of Ireland 

providing a rich comparative case study. The methodological approach to the research will be 

discussed in the next chapter.
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4 Research Strategies

4.1 Introduction

As noted in the previous chapters, an examination of citizenship education, including an 

analysis of the global context and its influence on curricular developments, have undoubtedly 

impacted on the North and South of Ireland providing a rich comparative case study. In this 

exploration, layers of factors have been addressed which influence teachers' and children's 

framing and interpretation of citizenship and multiculturalism. Figure 4.1 visually represents 

the major contextual layers impacting on schools and curricula, which in turn influence how 

children conceptualise and implement citizenship and notions of multiculturalism. The outer

most layer in this model represents the global context described in Chapter Two. The second 

layer represents the local context including the school systems, and the innermost layer 

corresponds with the specific school context explored in the case study described in Chapter 

Five.

This chapter begins with an exploration of the philosophical underpinnings of research before 

presenting the case for the qualitative comparative case study strategy which will be employed. 

The research sample is introduced before examining specific strategies used with children. The 

core question guiding this research focuses on how children conceptualise and implement 

citizenship and notions of multiculturalism in the global era; therefore this research is 

essentially led by children's interests. To elicit responses to these complex questions, this 

research involves active and experiential methodological approaches with child participants. 

Further this research utilised components of a 'children's rights-based approach to research' 

(Lundy and McEvoy, 2012) which involved the children as co-researchers through the use of 

Peer Advisory Groups (PAGs) (McEvoy and Lundy, 2007) in the case study schools in the North 

and South of Ireland. This chapter concludes by considering the ethical issues that arise in this 

research.
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Fig. 4.1 Research Diagram

97



4.2 Research Aims and Objectives

As noted in Chapter One, the aim of this research is to explore how citizenship and multiculturalism is 

conceptualised and implemented within citizenship education in the emerging multicultural societies of 

the North and South of Ireland. The primary research objectives and corresponding research questions 

of this thesis are presented below:

Objectives Research Questions
• What are the key socio-political influences, and

Compare and contrast how the global events that impact on education in the North and
socio-political context and the 
emergence of multiculturalism in the

South of Ireland?

North and South of Ireland impact • How has the emergence of multiculturalism

citizenship education impacted school systems in the North and South of
Ireland?

• How is 'citizenship' in multicultural societies
framed and interpreted by citizenship education

Examine how citizenship and curriculum policy in the North and South of
multiculturalism is framed and Ireland?

interpreted by citizenship education 
curriculum policy in the North and
South of Ireland • What are the key differences between the way

curriculum within the North and South of Ireland
frame and interpret citizenship and
multiculturalism?
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Examine how school Principals and 
teachers conceptualise and implement 
citizenship and multiculturalism within 
citizenship education

• How do principals conceptualise and implement 
multiculturalism within citizenship education?

• How do schools conceptualise and implement 
multiculturalism within citizenship education?

o What do teachers see as the key lessons 
within citizenship education? What are 
the most effective strategies for 
implementing citizenship education in a
diverse school?

Examine how children conceptualise 
and implement citizenship and 
multiculturalism within citizenship 
education

• How do children conceptualise and implement 
citizenship and multiculturalism within citizenship 
education?

o How does the school, local, national and 
global contexts affect the way in which 
children conceptualise and implement 
citizenship and multiculturalism?

• Why do children conceptualise multiculturalism 
within citizenship education in certain ways?

o What are the main influences in shaping 
children's understanding of citizenship
and multiculturalism?

Analyse the differences between the 
way educational curriculum policy (Via 
school principals and teachers) and 
the way children conceptualise and 
implement citizenship and 
multiculturalism within citizenship
education

• What are the differences in the way educational 
policy and children involved in citizenship 
education conceptualise and implement citizenship
and multiculturalism?
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4.3 The Philosophical Underpinnings of Research

Before deliberating over research instruments, researchers must contemplate the nature and 

purpose of knowledge. The starting point for this inquiry begins by examining the philosophical 

underpinnings of various approaches to conducting research and generating knowledge. The 

primary approaches can be put into two distinct categories: those which view human beings as 

products of their environments, who are conditioned by external circumstances, would 

subscribe to an objectivist approach to research; those which view social reality as a product of 

subjective individual consciousness and meanings are therefore a result of an individual's 

agency and cognition (Burrell and Morgan 1979, Cohen et al. 2001). Thus, whilst positivists 

view people in the same way as nature, mechanically and predictably responding to the outside 

world, anti-positivists believe that humans are initiators of their own actions and have creative 

agency in the world around them. Arising from this ontological discussion, an epistemological 

debate emerges around positivism and anti-positivism which underpins the methodological 

approach that is best suited to answer a particular research question (Burrell and Morgan 1979, 

Cohen et al. 2001).

The positivist paradigm of exploring social reality is based on the philosophical ideas of French 

philosopher Auguste Comte (1830), who emphasised observation and reason as a means of 

understanding human behaviour. According Comte, true knowledge is based on experience of 

senses and can be obtained by observation and experiment. Positivistic thinkers adopt this 

scientific method as a means of knowledge generation within the framework and principles of 

natural science. However, the anti-positivist paradigm of exploring social reality is primarily 

based on Weber's (1897) philosophical ideas about the subjectivity of knowledge, experience 

and meaning. Weber (1897, p. 7) writes about how sociology is distinctive from the natural 

sciences,

"Sociology is the science whose object is to interpret the meaning of social action and 
thereby give a causal explanation of the way in which the action proceeds and the 
effects which it produces. By 'action1 in this definition is meant the human behaviour 
when and to the extent that the agent or agents see it as subjectively meaningful"
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Weber describes how sociologists who adopt an anti-positivist approach interpret meaning 

rather than observe it in an experiment. He also describes how social action - the creative, 

unique, and individual behaviour- is determined by the agent or person of interest. Based on 

Weber's understanding of social life, the anti-positivists believe that reality is multi-layered and 

complex (Cohen et al., 2000) and each phenomenon have multiple interpretations. Further, 

anti-positivists maintain that to treat social life, or human beings as 'things' to be studied is 

misleading: it is forcing creative, unpredictable people into categories that deny individual 

agency.

Therefore, in keeping with an anti-positivist perspective, this thesis does not assume that 

people are an objective phenomenon that can be researched in the same way as the physical 

world. Rather it assumes that individuals interpret, negotiate, and create their own reality 

(Beck, 1979). Reflecting the philosophical debates on anti-positivism, qualitative methods are 

proposed for this research to gain insight into people's attitudes, behaviours, motivations and 

aspirations and how that impacts on the way they conceptualise and implement citizenship and 

multiculturalism. Qualitative research can encompass a range of methods including naturalistic 

observation, interviews, and creative and interpretive approaches to gaining this insight. 

Further, a qualitative methodological framework is proposed in recognition that the social 

world can best be understood when careful attention is paid to the meanings which inform and 

underpin action. The focus of this thesis will be on examining the meaning which is attached to 

the concepts of citizenship and multiculturalism within each citizenship education programme. 

The motivation, therefore, is not to produce large volumes of data that can be generalised 

across populations but rather will be on providing in-depth analysis of teachers and children's 

interpretations of citizenship and multiculturalism within citizenship education.
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4.4 Research Strategy

4.4.1 Case Study

The case study approach is deemed most appropriate because it enables the researcher to 

acknowledge all of the variables and contexts impacting upon teachers and children's 

interpretations of citizenship and multiculturalism as part of citizenship education. According to 

Yin (1994, p. 13), the case study is:

"An empirical inquiry that: investigates a contemporary phenomenon within its real life 
context, especially when the boundaries between phenomenon and context are not 
clearly evident; and relies on multiple sources of evidence."

Yin's analysis of the benefits of the case study approach is especially relevant as citizenship is a 

complex notion, which is influenced not only by the local, national and global context but by 

those who are interpreting it. Therefore, a case study approach enables readers to understand 

how ideas and abstract principles fit together and penetrate situations in ways that are not 

always susceptible to numerical analysis (Nisbet and Watt, 1984). In choosing a comparative 

case study approach, this research is following the interpretive tradition of research; seeing the 

situation through the eyes of participants , rather than through the quantitative paradigm 

where variables are isolated and controlled (Cohen et al. 2002).

The type of case study envisaged for this research is consistent with what Yin (2003) refers to as 

'exploratory', and what Lijphart (1971) identifies as an 'interpretive' approach; which seeks to 

understand and explore how different people in different contexts conceptualise or name and 

interact with different phenomena impacting on their lives. A 'concept' expresses the 

relationship between the word (or symbol) and an idea or conception. Concepts enable us to 

impose some sort of meaning on the world; and through them reality is given sense, order and 

coherence. Further, this research seeks to understand how these concepts are 'implemented'. 

Implementation refers to realising, actualising, or putting into practical effect chosen concepts, 

ideas or models (Laudon and Laudon 2010). As part of implementing citizenship, this research 

seeks to understand how teachers and children internalise citizenship and multiculturalism. For 

the purpose of this research, internalisation refers to the process of consolidating new ideas
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into one's own beliefs, attitudes, and values. Further, internalising certain beliefs, attitudes and 

values provides the basis for interpreting the world and future actions (Wallis and Poulton 

2001). Therefore, how teachers and children conceptualise, implement and internalise 

citizenship and multiculturalism then is highly dependent on the repertoire of concepts they 

can command (Cohen et al 2002). Elucidated in the literature review, this research utilises a 

multivariate conceptual framework to help analyse and explain teachers and children's 

interpretation of citizenship and multiculturalism including; the global context, socio-political 

and religious contexts, curricular orientations, political and philosophical ideologies and 

different models for understanding and locating different approaches to citizenship education.

While naturalistic research does not easily lend itself to generalisable findings, or external 

validity, this research does strive for comparability and translatability (Lincoln and Cuba, 1985; 

Eisenhart and Howe, 1992). Yin (1994) suggests that although case studies do not attempt 

statistical generalisation, the resulting analysis can illustrate, represent, or generalise a theory. 

Case study findings can place stakeholders at the centre of developing action-oriented insights 

for analysis, facilitating a greater, and more immediate and relevant understanding of the 

phenomenon in question. In choosing one school in the North and another in the South of 

Ireland to look at differing educational approaches to emerging multiculturalism, it increased 

the breadth of the inquiry (the participants, the setting) thus increasing the transferability of 

the findings into different settings and cultures. With regards to the transferability, Schofield 

(1992, p. 200) argues that qualitative research can be more generalisable to other situations by 

studying the typical applicability of the contexts and by performing multi-site studies. While 

conducting two case studies resulted in an inevitably 'lighter touch' in with regards to 

applicability, it increased the comparability and transferability of the findings rendered.

4.4.2 Comparative Case Study

As noted previously, this research adopted a comparative case study approach to gain a

comprehensive understanding of how teachers and children conceptualise and implement

citizenship and multiculturalism. The comparative element of the research implied a systematic
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comparison of two or more data points (schools) obtained through the use of the case study 

methodology (Kaarbo and Beasley, 1999). This research sought to compare how the distinctive 

socio-political context of the North and South of Ireland, each affected by globalisation and 

multiculturalism in different ways, impacts upon these societies by researching within a 

culturally diverse school in each setting. Indeed, the two schools were chosen specifically 

because of the levels of diversity present in each school, to highlight emerging multiculturalism 

in each jurisdiction. This comparative element offered greater understanding as to how the 

different contextual factors in the North and South of Ireland, such as the distinctive socio

political and school systems context, impacted upon citizenship education and ultimately 

children's understanding of citizenship and multiculturalism.

Beyond the geographic proximity of these jurisdictions, the North and South of Ireland were 

chosen as a rich comparative case study because of the distinctive ways in which they have 

responded to globalisation and multiculturalism through citizenship education. Explored in the 

next chapter, the ethno-political conflict (1969 - 1994) in Northern Ireland crystallised a 

relatively monocultural, insular, and inward - looking characteristics, influencing a citizenship 

education programme that preferences a more communitarian, community relations emphasis 

(Smith, 2002). Further, where the existence of differing political loyalties and identities present 

challenges to citizenship in the North, an active, inquiry-based pedagogical approach is 

encouraged to address contentious issues (O'Connor et al., 2008). However, in the Republic of 

Ireland, because of a period of rapid economic growth from the mid 1990's to the early years of 

the millennium (Powell, 2003), certain characteristics came to the fore that influenced the 

citizenship education curriculum. The economic and political context influenced the Republic 

of Ireland to be more outward-looking, more identified with the European Union, and more 

multicultural than its northern neighbour, inspiring a renewed interest in citizenship and 

citizenship education. It was anticipated in this research that these distinctive socio-political 

factors and the unique way each jurisdiction has responded to globalisation and increasing 

multiculturalism would impact on citizenship education in distinctive ways. Therefore a 

comparative case study approach enabled an analysis of how different contexts and influences
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affect citizenship education and thus children's understanding of citizenship and 

multiculturalism.

In accordance with the comparative case study approach, various contextual 'layers' are 

considered to support the analyses of citizenship education within selected schools. Using 

multiple research instruments under the case study umbrella, and being open to remodelling 

the methodological strategy as the study progressed affording the opportunity to explore the 

complexities of the contexts as they emerge. Explored in the next section, the primary research 

instrument used for this thesis is interviews.

4.4.3 Interviews

Interviews were the primary research instrument used with adults and children in both 

research jurisdictions. Kvale (1996, p. 14) contends that,

"An interview, an interchange of views between two or more people on a topic of 
mutual interest, sees the centrality of human interaction for knowledge production, and 
emphasises the social situatedness of research data."

Since this research focused on how adults and children's conceptualised and implemented 

citizenship and multiculturalism, the interview was deemed the most appropriate 

methodological tool for answering the stated research questions. This is mainly because 

interviews allowed participants to discuss their interpretations of the world and to express how 

citizenship education influenced their understanding of citizenship and multiculturalism.

Interviews can take many different formats, and be used to achieve a variety of goals. For the 

purpose of this research, a semi-structured interview strategy was used. Generally, a 

qualitative approach tends to move away from the pre-structured, standardised interview 

formats toward an open ended or semi-structured style (Cohen et al., 2002). The semi- 

structured interview approach was especially relevant for this research because it allowed 

respondents to project their own ways of conceptualising different notions of citizenship and

multiculturalism. The research instruments needed to permit flexibility rather than fixity in the
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sequence of discussions so that participants could explore their interpretations of key concepts 

(Cohen et al., 2002). Further, this research benefited from participants raising issues and 

matters that might not have been included in a pre-devised schedule. Further, an open ended 

interview technique allowed interviewees to ask questions about the research and allowed the 

researcher to seek any final clarifications arising during the collection and analysis of the data 

(see Kvale, 1996).

4.4.4 The Focus Group

Another interview approach adopted in the research was the focus group. A focus group is a 

type of group interview composed of 4 - 8 people, recruited on the basis of similar 

demographics, psychographics or behaviour who engages in a discussion, led by a trained 

moderator, of a particular topic (Greenbaum 1998, 2000). The goal of this approach to 

research is to delve into attitudes, ideas, interpretations and understandings of citizenship and 

multiculturalism and understand the "why" behind perspectives and interpretations. The 

intended benefit of using a focus group is to encourage the participants in the session to 

interact with each other so that the quality of the output is enhanced (Greenbaum, 2000). 

Furthermore, in focus groups, the participants rather than the researcher's agenda can 

predominate (Morgan, 1988). Therefore, in this research a topic was introduced for discussion 

and the children were encouraged to discuss, with facilitation from the researcher only used to 

support participation thus allowing the approach to be more naturalistic.

4.4.5 Reliability and Validity

Research that primarily uses interviews as the main research instrument consistently identifies 

validity as a limitation (Cannell and Kahn, 1968). Interviewers and interviewees bring their own, 

often unconscious experiential and biographical baggage with them into the interview situation 

(Lee, 1993). Hitchcock and Hughes (1989) argue that because interviews are interpersonal, 

humans interacting with humans, it is inevitable that the researcher will have some influence 

on the interviewee, and therefore, on the data. This research was striving to achieve a 

balance between reliability, by controlling some variables of the interview, and flexibility to
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allow for new information and thematic directions to surface. In order to increase reliability, 

some aspects of the interview remained consistent in the various contexts including: the 

wording of the structured questions, interview environment, interview procedure, recording 

mechanisms, and method of establishing rapport with the interviewee (Oppenheim 1992; 

Silverman 1993).

A further approach adopted which added to the validity of the data was the use of Peer 

Advisory Groups (children who acted as co-researchers) in the process of this research. This is 

discussed in more detail below regarding the specific approach taken to researching with 

children.

4.5 Research Methods with children

As noted above, the core of this research, and thus the data collection process concerned 

children. Therefore, this section examines the important ethical and practical differences to 

acknowledge when doing research with children rather than adults. Whilst most 

methodological and ethical issues arising in research with children are also present when 

working with adults; the process of addressing the distinct issues arising when working with 

children can be productive for the interpretive researcher and enhance the value of the data 

produced (Thomas and O'Kane, 1998). Three important distinctions in research involving 

children are as follows: (1) the different way children understand and experience the world, 

and (2) the different ways in which they communicate. Furthermore, Morrow and Richards 

(1998) argue that the biggest challenge for researchers working with children is (3) the 

disparities in power and status between children and adults and how this influences the 

experience for the children and impacts the quality of the data procured. Therefore, part of the 

task in this research project utilised techniques and approaches to better understand and 

accurately represent the way children frame and interpret citizenship in the global era. Further, 

in order to redress the power imbalance between the child participant and adult researcher, 

creative strategies will be employed to enable children to meaningfully participate in this
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research on their terms, ultimately rendering more meaningful and valuable data (Thomas and 

O'Kane 1998, Greig and Taylor 1999).

4.5.1 Children as research participants: 'assisting children to (In)formed views'

In order to represent the different ways children see the world and aid them in communicating 

these perspectives, a methodological approach developed by Lundy and McEvoy (2011) which 

seeks to assist children towards an '(in)formed view' was used when conducting the research 

with children. This approach is one feature of an overall children's rights-based to research 

(see Lundy and McEvoy 2012) and is based on the premise that under the Convention on the 

Rights of the Child (CRC) (UN, 1989) children have the right to information (CRC, Article 13,17) 

and adult guidance (Article 5) in the formation of their views, which they should then be 

assisted in expressing freely (Article 12) (Lundy and McEvoy, 2011). In sum, according to Lundy 

and McEvoy (2011, p. 3), a children's rights-compliant approach to research "requires that 

children are assisted not only in expressing their views but also m forming them." As such, this 

approach uses deliberate strategies to assist children in the formation of their views as part of 

the research process.

Lundy and McEvoy (2011, p. 4) explain the rationale for this approach, arguing further that:

"Research is conducted on many issues which impact on children's lives, but to which 
children may not have given any consideration and therefore, understandably, are 
unlikely to have a predetermined or informed view."

Therefore, building capacity on the substantive research issues enables children to contribute 

more confidently to the research.

When considering citizenship and multiculturalism, it is understandable that children may not ' 

have worked out exactly how they interpret and frame these complex notions. Therefore 

building capacity around notions of citizenship and multiculturalism can assist them to talk
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about how they conceptualise and implement the key themes of this research. This involved 

engaging the citizenship education classes from which the focus groups were selected in 

activities and discussions to provide them with the opportunity to engage with a range of 

perspectives on an issue before they were asked to reflect on their own.

The initial data collection sessions with Buttercup College were conducted via the traditional 

focus group approach, with no capacity building. These did not render data that could 

adequately answer the stated research questions as the children found it difficult to discuss the 

questions being presented to them. To this end, I decided to engage more fully with the 

children's rights-based approach outlined above. The '(in)formed view approach' was therefore 

used with the citizenship education classes in the case study schools to build capacity around 

the key themes of this research before selecting a focus groups for interviewing.

This required a careful approach to working with the citizenship education classes. The 

objective needed to be very clear - namely, to help children explore their understandings of 

citizenship and multiculturalism, and build capacity within children to express that 

understanding. As Lundy and McEvoy (2011, p.9) explain, this approach may 'appear to go 

against the grain' of traditional research processes where the aim is on ensuring participants as 

far as possible are not 'led' by the researcher. However they contend that a children's rights 

perspective mandates that the child's view is formed/ree/y and as such the capacity building 

activities need to be carefully constructed to ensure that children are not led to a 

predetermined response. As they explain:

"Rather the central premise of this aspect of the methodology is that with access to a 
wide range of perspectives, children are more able to self-position on the issues in 
question." (Lundy and McEvoy, 2011 p.9)

They contend further that notwithstanding the child's right to an (in)formed view, this 

approach yields richer data (Lundy and McEvoy, 2012). In this research this was undoubtedly 

the case, as the children involved in the focus groups following the capacity building sessions
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were much more engaged and fluent in their responses - and clearly self-positioning on the 

issues.

The strategies used to develop the children's capacity and provide space for them to reflect on 

the issues are detailed in Appendix 2 and Appendix 5.

4.5.2 Children as Co-researchers: Peer Advisory Groups

Thomas and O'Kane (1998) contend that the reliability, validity and ethical acceptability of 

research with children can be augmented by using an approach which gives children a role in 

the research process which is in tune with their way of seeing and relating to the world. With 

this in mind, as noted above, this research utilised components of a 'children's rights-based 

approach to research' (Lundy and McEvoy, 2012) which involved the children as co-researchers 

through the use of Peer Advisory Groups (PAGs) (McEvoy and Lundy 2007; Lundy and McEvoy 

2009; Lundy, McEvoy and Byrne 2011) in the case study schools in the North and South of 

Ireland.

It is important to note that children in the PAGs are not research subjects. They participate as 

part of a research team bringing with them their expertise as children in similar peer groups to 

the child research participants (McEvoy and Lundy, 2008). The role of the PAGs is to advise on 

all aspects of the research process, in particular how to best engage other young people in the 

research and also to provide insight during the analysis and interpretation stage of the research 

(Lundy and McEvoy,2009). In the context of this research they also enhanced the reliability and 

validity of the research, as alluded to above (section 4.4.5). They did so in two distinct ways.

First, they provided an opportunity to represent the richness and complexity of human

behaviour using triangulation, with the PAGs providing the additional viewpoint on data. This

adheres to good practice in naturalistic research, as it increases authenticity and helps to more

accurately see and report the situation through the eyes of participants (Geertz 1974,

LeCompte and Preissle, 1991). Second, the use of PAGs moderated the bias of the primary
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researcher. This is especially important as we already live in an interpreted world, and as Lave 

and Kale (1995, p. 220) contend, 'the paradox here is that the most sufficiently complex 

instrument to understand human life is another human'. Therefore, the PAGs helped mitigate 

the researcher's bias and provided an additional interpretive lens for data collected on 

children's perspectives.

The PAG in the Republic of Ireland consisted of five children, whilst the PAG in Northern Ireland 

consisted of three children. In each school, the researcher met with the PAGs on three 

separate occasions.

4.5.3 Involving the PAGs in the developing the research instruments

The first meeting with each PAG consisted of explaining the research process and introducing 

them to the key research questions (See Appendix 5). They were then consulted on the best 

research instruments to use with their peers from a number of approaches which had been 

selected by the researcher.

The research instruments presented to them fell into two distinct categories: those that 

stimulate responses by asking children to react or respond to a picture or statement, and those 

that elicit responses by asking children to describe, envision, draw, or talk about key concepts 

with minimal impetus from the researcher. Unsurprisingly, as the concepts were so complex, 

the PAGs in both schools preferred exercises where they were asked to respond to a stimulus. 

Also in this first meeting PAG assisted the researcher in determining the most appropriate 

language and approach to ask children about how they conceptualised and implemented 

notions of citizenship and multiculturalism. The PAGs tried out the various exercises and 

suggested language that was then used to build capacity in the citizenship education classes, 

and in the focus group interviews.

This is in accordance with the approach developed by Lundy and McEvoy (2012) who explain 

how PAGs can assist in developing not only the research instruments but also the capacity 

building activities for research participants (discussed above):
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"Our approach has been to present the child participants with a range of views 
developed with the [PAGs] on issues about which they might otherwise not yet have 
formed a view. These different perspectives are presented as views which other 
children might have in a language which other children might use: authentic views in an 
authentic voice".(Lundy and McEvoy, 2012 p.9)

For example, in a spectrum debate (see PAG appendix for more details), the researcher was 

able to draw on the general opinions and language of the PAG's, to say, 'Children your age felt 

that racism was an issue in their local community... if you agree with that statement, move 

towards the 'agree' sign, if you disagree, move toward the 'disagree' sign.' Using children's 

language to help form statements within all the exercises, made a noticeable difference to the 

way children responded and engaged with the main research questions.

4.5.4 Involving the PAGs in the data analysis and interpretation

As noted earlier, the PAGs assisted in the interpretation of data in order to provide a child's 

perspective in the analysis process. Therefore, in the second and third sessions with the PAGs, 

initial themes emerging from the data were presented for their interpretation. Also in these 

sessions, emerging themes from the other jurisdiction were shared to glean insight into the 

differences they perceived between the two research schools. These sessions provided a 

deeper understanding of the ways children implement and internalise notions of 'active 

citizenship' and multiculturalism. For the final meeting with the PAGs, an initial draft of the 

analysis chapters were completed, and the researcher sought their interpretation of the 

conclusions drawn from the data. This proved very important, as I had made assumptions 

about why there was a lack of interest and motivation toward the dominant approach to 'active 

citizenship' offered in the curriculum (presented in Chapter Six and Seven). I had assumed that 

the version of 'active citizenship' presented by curricula in either jurisdiction was not critical or 

radical enough to engage children, which was actually not accurate according to the PAGs. This 

assumption was modified and I was better assured of the accuracy of the motivations behind 

'active citizenship' within these case studies because of the insight provided by the PAGs.
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4.5.5 Challenges of Children as Co-Researchers

Working with PAGs can be a challenge for researchers, especially the first time around. The 

two primary challenges for I experienced with regards to working with children was the time 

commitment that went into establishing and working with PAGs, and further making this 

process a mutually beneficial experience for the adult and child researcher. Establishing and 

working with PAGs is a time consuming process. In this research process, working with a PAG 

nearly doubled the work in any one research jurisdiction. To establish a PAG, an introductory 

letter and corresponding permission slip was created, the PAGs had to be selected, and 

permission obtained to work with them. Once the administrative work was done, three PAG 

research sessions were created, delivered, evaluated and analysed. This entire PAG process 

paralleled the actual data collection process.

Whilst the concept and rationale of a PAG is clear, it was initially challenging to know exactly 

how to gain the most from the young co-researchers, especially as the PAG process paralleled 

working with children in a focus group. When working with the focus groups it was important 

to build capacity around the key themes of the research to enable them to confidently explore 

how they conceptualised and implemented notions of citizenship and multiculturalism. 

However, when working with a PAG, capacity building process was also conducted so that the 

young co-researchers knew nearly as much as I did, so they could assist with the data 

interpretation process. Therefore, building capacity around key themes with the citizenship 

education classes, I was careful not to lead focus groups toward certain conceptualisations, 

however with the PAGs there is more liberty to discuss the main themes more subjectively. This 

subtle distinction was challenging to negotiate at first, but ultimately these approaches are 

mutually beneficial and increased the overall quality of the data collected.

4.6 Research Sample

Lijphart (1971) advised when comparing case studies that the researcher should avoid being

overwhelmed by a large numbers of variables and, as a result, losing the possibility of

discovering controlled relationships. Furthermore, Kaarbo and Beasley (1999) argue that the

cases should be selected based on the theoretical orientations of the study. Heeding this
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advice, there were two criteria that guided the selection of schools: Firstly, the schools needed 

to deliver citizenship education as a discrete curricular subject. Citizenship education is a 

statutory subject in both the North and South of Ireland, however citizenship is not taught as a 

discrete subject in some post primary schools. As this study focused on the framing and 

interpretation of citizenship and multiculturalism as part of citizenship education, it was 

essential that the school discretely delivered the subject.

The second criteria that determined the selection of schools was their demographic profile. 

Given that this study sought to focus on multiculturalism, it seemed pertinent to compare the 

practices of schools which have a higher than normal percentage of 'newcomer' or minority 

students. Therefore, as noted earlier, within each jurisdiction, a school was chosen that was 

ethnically heterogeneous. The first research site was in the Republic of Ireland, north of Dublin 

(from here known as Buttercup College), and the second research school was in Northern 

Ireland, outside of Belfast (from here known as Dandelion High school).

This research draws on McEvoy's (2007) 'Policy Approximation' as a guide for designing the 

research process and analysing the data. The 'Policy Approximation' approach to analysis 

highlights three significant stages in the process of transforming policy into practice. First, 

McEvoy (2007) discusses 'policy gestation' which refers to the global, national and local factors 

which influenced the development of the citizenship education policy in Northern Ireland. The 

second stage of 'Policy Approximation' is referred to as 'policy delivery' which examines how 

schools actually implement the citizenship education curriculum policy. The implementation 

may be subject to the manner in which it is delivered, adequate space in the school time-table, 

or the level of training a teacher has received to deliver citizenship education. It is evident that 

many factors can impact on the delivery of curriculum policy. According to McEvoy (2007) even 

if the implementation of the policy is effectively linked to the policy formation, a degree of 

'approximation' will inevitably occur as the policy trickles down to the classroom context. 

Further, McEvoy (2007) argues that what is taken from the classroom may be entirely different 

to what was intended at the 'policy gestation' stage. Consequently, as eluded to in the 

introduction to this chapter, data will be collected and analysed using this approach as a guide.
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Therefore, to understand the 'policy gestation' (McEvoy, 2007) of citizenship education 

curricula in both jurisdictions, these case studies began by interviewing a curriculum policy 

advisor from each jurisdiction.

When the citizenship education policy context and formation was established, a majority of the 

research took place within two specific schools. As noted earlier, I 'taught' five citizenship 

education classes in each school over the course of two years to build capacity in children 

before conducting focus group interviews. At Buttercup College I worked with CSPE class over 

two years with twelve students in it. Whilst at Dandelion High School I worked a Local and 

Global Citizenship Education class with twenty-four students in it.

In total I conducted in ten interviews within each research school. Included in these interviews 

were the Principal and two teachers involved in delivering citizenship education. At Dandelion 

High School in the South, I interviewed the Principal and two different CSPE teachers, one of 

who I interviewed three different times. In Buttercup College I interviewed the Vice Principal 

and two different Local and Global Citizenship Education Teachers, one of who I interviewed 

twice. A total of five focus group interviews were conducted with small 'friendship' focus 

groups of 2 - 4 children, eliciting their conceptualisation and implementation of citizenship and 

multiculturalism. The children interviewed in Dandelion High School were drawn from Key 

Stage 3 classes (children are 12 - 14 years old), where the curriculum focuses explicitly on Local 

and Global Citizenship. In Buttercup College, the research focused on the Junior Cycle 

Curriculum, especially the Junior Certification course (children are aged 12 - 15 years old) in 

Civic, Social, and Political Education (CSPE).

Explored earlier, a parallel process took place with Peer Advisory Groups (PAGs) who advised on 

the best research methods to use in researching their peers' interpretations of key concepts, 

and further assisted with the analysis of the key themes that emerged. The PAGs each met 

three times over the course of the research period during class time within the normal school 

day.
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The selection of this sample was predicated on previous research which has shown that schools 

which draw their pupils from a diverse range of cultural backgrounds are likely to respond 

differently to subjects like citizenship education than those schools that draw their students 

from homogenous backgrounds (Davies, 2005). Thus Davies (2005) argues that in schools 

where there was a more diverse demographic profile, children were more interested in topics 

like racism, conflict, and human rights. However, it was also reported that teachers felt more 

uneasy with potentially contentious concepts and issues when they were addressing a diverse 

group, and at times, adopted a more 'passive' approach to these topics. In sum, choosing an 

ethnically heterogeneous case study school theoretically offered a larger breadth of 

experiences and interpretations of citizenship and multiculturalism as part of citizenship 

education.

4.7 The Research Process

Participants were selected because they provided insight into how notions of citizenship and 

multiculturalism were conceptualised and implemented as part of their citizenship education 

curriculum. As previously mentioned, in order to understand how teachers and children 

perspectives were 'approximated' (McEvoy, 2007) from the curriculum policies in each 

jurisdiction, I interviewed a Curriculum Policy Advisor in the Republic of Ireland and two 

curriculum policy advisors in Northern Ireland, one of whom I interviewed twice.

Also during this time, I attended a Five Nations Network conference which brings together 

teachers, educationalists, policy makers, curriculum planners, members of the inspectorate, 

representatives of NGOs and young people from across the UK and Ireland to discuss 

citizenship and values education. This conference provided insight into the larger policy 

context of citizenship education, and the general direction of this sector of education is moving. 

Thus it assisted in augmenting the questions I had planned to use with the Policy Advisors 

making them more attuned to the larger policy context.
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Data collection in schools took place in two distinct periods and moved between both schools 

beginning in February 2010 at Buttercup College in the Republic of Ireland. I collected data in 

both research schools during the spring of 2010 (February - May), and then continued in the 

autumn of 2010 (Sept. - Nov). Furthermore, I met with key contacts in each school for a final 

interview to crystallise my findings in January 2012. At Buttercup College, I interviewed the 

Principal of the school, two teachers (whom I interviewed more than once), I met with the Peer 

Advisory Group (explored in detail above) three separate times and I conducted five different 

capacity building sessions with a CSPE class, followed by five focus group interviews (see below 

for more details).

Throughout the summer of 2010 (June - August), I transcribed the interviews I had collected 

the previous spring to get a feeling of the overall themes that were emerging and identified 

gaps in the data. This provided a productive reflection time on the data and how I could further 

improve my data collection strategies in the autumn of 2010. Once a majority of the data was 

collected, I spent winter and spring of 2011 transcribing the remainder of the interviews and 

inputting them into MAX-QDA, a software program designed for computer-assisted qualitative 

data, text and multimedia analysis. As the topic was complex, and I was working with a total of 

twenty-two interviews, and comparing two case studies, I found the software very helpful for 

identifying and comparing emerging themes around the way teachers and children 

conceptualise and implement notions of citizenship and multiculturalism in the global era.

4.8 Ethical Considerations

When researching the interpretations and experiences of young people and adults, ethical 

considerations must be at the core of the research strategy. Although this research strived to 

be compliant with children's rights, and strategies were utilised to engage young people 

meaningfully, there are technical considerations that must be observed to protect all research 

participants, especially children. First, approval from the Queen's University Ethics Committee 

was necessary to ensure that the research plan will not cause harm to those taking part. The 

Queen's University Ethics Committee approved this research strategy in the summer of 2009 

(see Appendix 1 for ethics application and acceptance letter).
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Further, when working with young people under the age of 18, it is essential to uphold all Child 

Protection legislation, primarily by receiving informed consent from parents or guardians for 

young people to take part in the research. The following outlines the process employed for 

gaining informed consent:

a. ) The researcher discussed the study with potential participants and explained what the
research entails. Anyone who wished to be involved in the study received an 
information sheet and a consent form for themselves and their parents. Written 
consent was obtained from the principal, administrators, curriculum coordinators, 
teachers, and young people involved in the research. See Appendix 3 and Appendix 4 for 
information and consent forms

b. ) The consent form explained the methods of data collection

c. ) The consent form asked participants and their parents (if applicable) if they agreed to
the data being used for this thesis, publication and presentations. See Appendix 3 and 
Appendix 4 for information and consent forms

d. ) For all participants, confidentiality was protected and data stored in a secure place for
five years.

The 'technical' ethical procedures and considerations were important to assure the safety and 

dignity of participants and researcher alike. However, as evidenced throughout this chapter, 

this research sought to put children's perspectives, experiences and understandings in the 

spotlight, thus adding additional ethical considerations. There were two processes that 

required special consideration with regards to children's experience of participating in research: 

the Peer Advisory Group and the children whose perspectives were gathered for data. Great 

effort was taken to make the experience with the PAGs enjoyable, self-directed, educational, 

and empowering (Lundy and McEvoy, 2008). Further, the PAGs were assured that their 

contributions were used within the research (Lundy and McEvoy, 2008). The researcher always 

honoured the time and 'work' of the PAGs by bringing special refreshments as a kind of 

informal 'thank you'. Further with the children who are participated in the research, a similar
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disposition was employed and they were also honoured with special refreshments. Therefore 

the researcher adopted a flexible, encouraging and empowering disposition, and utilised 

techniques that enable children's voices, experiences and interests to be articulated in balance 

with the researcher's agenda.

4.9 Conclusion

This thesis is guided by the primary research questions centred on comparing and contrasting 

how the global socio-political context and the emergence of multiculturalism in the north and 

south of Ireland impact the citizenship education. This leads into the second primary motivation 

of this research, which is to examine how teachers and children conceptualise and implement 

citizenship and multiculturalism within citizenship education. With these primary research 

questions in place, this chapter sought to explain and justify the methodological approach 

adopted for this research. A qualitative comparative case study approach was chosen as the 

most appropriate method for answering the stated research questions because it allowed the 

researcher to acknowledge all of the variables and contexts influencing teachers and children's 

interpretations of citizenship and multiculturalism as part of citizenship education. The research 

sample includes principals, citizenship education teachers and students from two culturally 

diverse schools, and policy and curriculum development representative from each jurisdiction. 

Further, as children were the primary research subjects, Peer Advisory Groups were used to 

increase the reliability and validity of this research by providing an authentic platform for 

children to interpret the perceptions of their peers on issues concerning them. Finally, the 

'technical' ethical procedures and considerations were employed to assure the safety and 

dignity of participants and researcher alike. Substantial effort was taken throughout this 

research process to make the experience enjoyable, self-directed, educational, and 

empowering for all people involved, with special consideration given to the young research 

participants and co-researchers.
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The doctoral research process has been described as a 'Rite of Passage' (Gallagher, 2009). 

Therefore, this chapter has also explored the lessons learned throughout the research process. 

The complex nature of the primary concepts; globalisation, citizenship, and multiculturalism 

translated into the research process, providing a rich educational experience about the nature 

of using a qualitative methodologies. Specifically researching with children and using Peer 

Advisory Groups as co-researchers has ultimately produced high quality data providing insight 

to the ways children conceptualise and implement citizenship and multiculturalism in the global 

era, but this process was not with its challenges. With the research motivations and the 

methodological approach established, the next chapter builds the case in both jurisdictions to 

compare and contrast how the global socio-political context and the emergence of 

multiculturalism in the North and South of Ireland impact citizenship education.
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5 Comparative Case study in Northern Ireland and 
the Republic of Ireland

5.1 Introduction

One might assume that for sharing the same geographical island, the nature of education in 

Northern Ireland and the Republic of Ireland would be relatively similar. However the 

distinctive social, political, religious, and cultural contexts within each jurisdiction have created 

significant distinctions in the development of the educational system, in general, and the 

curriculum, in particular. Moreover, the socio-political changes in these societies have 

influenced the development of citizenship education, specifically: intra-communal conflict, 

globalising economies, and increased immigration resulting in increased multiculturalism.

While intra-communal conflict has been a major determinant in Northern Irish society, it has 

served as more of a background context in the Republic of Ireland, (Hammond and Looney 2000, 

0 Cuanachain 2005). However, the increasing diversity of these countries, due primarily to the 

enlargement of the European Union (EU), has impacted on both education systems and 

provoked curricular and pedagogical responses to resulting multiculturalism. As discussed 

below, research participants in both Northern Ireland and the Republic of Ireland have reacted 

differently to this, resulting in different conceptualisations of key concepts in their respective 

citizenship education curriculums.

This chapter incorporates both a review of literature on the societal, educational and curricular 

context of Northern Ireland and Republic of Ireland, alongside an analysis of the relevant data 

generated in interviews. The purpose of this chapter is two-fold. Firstly, within the narrative of 

globalisation explored in Chapter Two, this chapter will explore the unique circumstances which 

resulted in citizenship education becoming part of the statutory curriculum in Northern Ireland 

and the Republic of Ireland. Secondly, this chapter examines the policy context and specific 

citizenship education curricula in each jurisdiction.
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5.2 Citizenship in Northern Ireland and the Republic of Ireland

Before examining the education systems, and the emergence of citizenship education it is 

necessary to explore how notions of citizenship have evolved in Northern Ireland and the 

Republic of Ireland.

In terms of its constitutional status, Northern Ireland is part of the United Kingdom, yet 

geographically it is part of the island of Ireland. For historical and political reasons, the island 

was partitioned in 1922, with the lower twenty-six counties forming the Republic of Ireland and 

the North Eastern part of Island remaining part of the United Kingdom (Kerr, McCarthy and 

Smith, 2002). Northern Ireland was created with a majority Unionist and Loyalist population 

(predominantly Protestant) that wishes to remain part of the UK and a Nationalist and 

Republican population (predominantly Catholic) that seeks to be part of a unified Ireland. 

Competing loyalties between British and Irish identities have been a feature of violent conflict 

in Northern Ireland for over 30 year, affecting the way citizenship is understood and 

experienced by different sections of the population (Kerr, McCarthy and Smith, 2002).

The political and philosophical orientations toward citizenship discussed in Chapter Two are 

useful for understanding how people in Northern Ireland relate to each other and the state. 

Throughout the history of Northern Ireland the concept of nationality and citizenship has been 

divisive and contentious. However, since partition, citizenship in Northern Ireland could 

arguably be characterised as communitarian and nationalist (Kerr, McCarthy and Smith, 2002). 

The 'Protestant' community could be referred to as nationalist since they generally support the 

state, and paramilitary factions emerged to protect their national interest. In contrast, the 

Catholic community rejected the state of Northern Ireland, but are nationalistic toward the 

notion of a unified Ireland. Interestingly, both of the dominant communities fit into the 

communitarian concept of citizenship due to the solidarity within the separate communities 

where the individual finds meaning through membership of a cultural, political and ideological 

community.
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With a general recognition that violence could not achieve the aims of the two communities, a 

fragile political peace process began. After two unsuccessful attempts at negotiating a 

peaceful solution, the Belfast (Good Friday) Agreement in April 1998 led to the establishment of 

a new democratic devolved government. This political agreement guaranteed equal status to 

British and Irish identities and arguably opened Northern Ireland to a more cosmopolitan 

experience of citizenship with entree to the global community. The transition to 'peace' 

presented many opportunities to the people of Northern Ireland. Specifically, it has enabled a 

stronger economy that attracted immigrant workers (Morrow, 2003). However, it could be 

argued that Northern Ireland is struggling with its more globalised and multicultural reality 

(Morrow, 2003), as discussed further below in this chapter.

After the partition of the island, the Republic of Ireland entered into a nationalist campaign 

which sought to revive the Gaelic cultural identity of Ireland. This 'Cultural Revolution' (Garvin, 

1986) was part of a political, economic, and educational campaign that was conservative, 

nationalist, and introspective in nature (Kerr 2000, McCarthy and Smith 2002). This national 

project took on a distinctly cultural tone as the 'Gaelicising' policy was aimed at overhauling the 

national curriculum. Further, the education system was heavily influenced and largely 

managed by the Roman Catholic Church, which was equally conservative and nationalist in 

nature (Garvin, 1986). Citizenship in Ireland during this time was arguably communitarian 

manifesting in nationalism because there was a potent sense of loyalty to the new Irish state.

Significant economic, political and social change in Ireland during the final decade of the 20th 

century had a profound effect on life in Ireland and the way its people experienced and enacted 

citizenship. The primary example is referred to as 'the Celtic Tiger', which was one of the fastest 

growing economies from 1993 to 1999. This economic boom subsequently declined bringing 

the country into recession in 2010, which resonated through the socio- cultural, political, 

economic and education systems (Allen, 2000). Importantly, from the perspective of this 

research, the changing economy attracted an ever-increasing number of EU and non-EU people 

to Ireland in search for work, resulting in an emerging multicultural society. A further
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significant change in Ireland has been a rapid decline in the influence of the Catholic Church, 

changing the traditional identity of Ireland (Hammond and Looney, 2000; 0 Cuanachain, 2005).

Hence while Northern Ireland has been marked by conflict and an uneasy reconciliation, the 

Republic of Ireland changed because of its rapidly fluctuating economy and the weakened 

control of the Catholic Church. However both jurisdictions have faced changes which resulted 

in increasing multiculturalism and stronger links with the global economy. The following 

section explores how these changes have affected the education system.

5.3 Educational context in Northern Ireland and the Republic of Ireland

As referenced in Chapter Four, the global, national and local contexts simultaneously impact 

upon education systems and curricula in any given society. Discussed in detail below, in 

Northern Ireland, the context of intra-communal conflict and the resulting separation of 

communities has significantly shaped the educational context and provoked specific curricular 

initiatives associated with reconciliation. In the Republic of Ireland, on the other hand, a 

journey from global isolation to the fastest growing economy in the world and then into global 

recession has not only affected the education system, but provoked a specific curricular 

emphasis on citizenship.

Referenced earlier, the conflict (1969 - 1998) in Northern Ireland is arguably the most 

significant socio-political influence of recent times (Leonard 2007; Gallagher 2005). Northern 

Ireland remains visibly divided as the two main communities largely live separate lives with 

different churches, neighbourhoods, schools, hospitals and recreation areas (Gallagher, 2005). 

In terms of education, the school system is separated largely along denominational lines. There 

is little consensus on how a segregated school system impacts on community relations, except 

that some of the unique features of the Northern Irish curriculum are a direct result of the 

socio-political conflict.

Ironically, upon partition in 1922, the official educational aspiration had been for a non- 

denominational school system in which young people from all religious backgrounds could be 

educated together (Atkinson, 1969). However in the wake of partition, the main churches
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(Catholic, Church of Ireland and Presbyterian) all established control over schools that served 

their own faith, cultural and political communities. While the 'state' schools were meant to be 

open to students of all faiths, they were established under the control of the local authorities 

and provided special privileges to Protestant Churches (Dunn, 1990). This resulted in a majority 

of the teachers and students at the 'state' schools being from the Protestant cultural 

community. This provided the rationale for Catholics to claim that, "...minorities had a right to 

maintain their own schools in order to preserve their culture" (Minority Rights Group, 1994). 

The inclination to establish separate schools for the Catholic minority population is 

understandable in a context where they suffered significant discrimination in housing, job 

opportunities and social rights. This violation of civil rights contributed significantly to the 

outbreak of political violence at the end of the 1960's (Dunn 1990, Gallagher 2005, Atkinson 

1969).

It is important to quantify the impact this conflict has had on Northern Ireland, especially the 

children. The most recent, most sustained, period of political violence was from the late 1960's 

until 1994 during which 3703 people died (McKittrick et ai, 2004) and tens of thousands were 

injured. This represents one in every 500 of the population (1.6 million). While the 

paramilitary cease-fires in 1994 led to the Good Friday/ Belfast agreement which enabled 

shared political institutions, there have been steady incidents of sectarian and political violence 

(Leonard 2007, Gallagher 2005).

More specifically, many children have been directly affected by the conflict. During 1967-1997, 

257 children aged 17 and under died as a result of political conflict in Northern Ireland.

Leonard (2007, p. 490) describes how children were directly affected by the conflict:

"Many children have been caught up in rioting and personally witnessed someone 
either being shot or injured. Children also perceive feeling endangered when straying 
into what they perceive to be the 'wrong area'."

Even if children have not been 'directly' affected by the conflict, the legacy of it saturates the 

culture and institutions in Northern Ireland. Research suggests that children from as young as 

three years of age, "...are certainly already learning and assimilating the key cultural cues and
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markers that tend to set the two communities apart" (Connolly and Healy 2003, p. 45). It is 

evident from this work that children have been significantly affected by the conflict and that it 

continues to shape their identities and experience in Northern Ireland.

Whilst Northern Ireland was embroiled in political conflict, the Republic of Ireland took their 

new freedom to re-establish a Gaelic culture for an independent Ireland. In addition to a minor 

restructuring of the education system, the fundamental changes made during this time were 

curricular in an attempt to re-instate the Gaelic cultural identity of Ireland. 'Gaelicising' schools 

was seen as an important step in the overall policy aimed at replacing Anglo-Saxon cultural 

patterns with those derived from Gaelic beliefs, values and practices (Farren 1995; Devine 

2012). One of the main drivers of the Gaelic Revival was the Gaelic League, an organisation 

that originated in Dublin in 1893 for the purpose of keeping the Irish Language alive 

(Hutchinson, 2003). Farren (1996, p. 53) details the aspirations of the Gaelic League:

"The Gaelic League's approach to Irish was not merely aimed at preserving the 
language in some museum sense of the word, on the contrary, the league aimed to 
restore Irish as the normal daily language of the whole country."

With this aim in mind, the Gaelic Revival was to achieve lasting effects not just in education, but 

on the cultural and political milieu of Ireland.

The Gaelic Revival was not without its opponents. The Gaelic Revival, on the scale

contemplated, was in the context of an English speaking society whose sense of Irish identity

and support for Irish freedom had not been dependent on knowledge of the Irish language

(Farren 1996; Devine 2012). Atkinson (1969) calls the Gaelic Revival, 'the most outstanding

example of a state's attempt to influence the school curriculum' (Atkinson 1969, p. 198). He

argues that the Gaelic Revival threw into prominence far-reaching questions concerning the

individual's right to choose their own course of study, especially for minority populations.

Atkinson (1969, p. 198) highlights some of the main criticisms of the Gaelic Revival:

"Probably the most serious criticism which can be brought against the Gaelic Revival is 
that it tended to diminish awareness of educational developments outside the Republic 
itself. In resisting the influence of two powerful English-speaking culture-blocs on either
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side of the Atlantic, the Irish have erected considerable obstacles to their own 
educational progress."

In this statement, Atkinson forecasts an interesting point about the Irish education system that 

is reflected in the larger society. In the years following the partition, Ireland was conservative in 

character and isolationist in its relationships with the rest of the world, solidified by the 

nationalist tone of the Gaelic revival (Farren, 1996). The Gaelic revival was an ambitious 

campaign that used education as its primary vehicle of dissemination. Whilst the education 

system and national curriculum have evolved considerably, Irish language remains a required 

subject of study in all schools which receive public money (Farren 1996; Devine 2012).

Since the 1960s, the Republic of Ireland has experienced a period of accelerated social change 

(Ferrell, 1998). This change is all the more dynamic when it is set against the stagnation and 

decline that characterised the years following World War II. There are several crucial factors 

that have enabled this accelerated social change resulting in an evolution of the education 

system. First, the demographic revolution of the 1960s transformed, within a single decade, the 

chronically declining and aging population into the fastest-growing population in Western 

Europe (Ferrell, 1998). Also during the second half of the 20th century there has been a 

fundamental shift in the locus and authority of the Catholic Church; from an all-encompassing 

moral and financial authority to a more secularised society where the church has decreasing 

influence (Flammond and Looney, 2000). Further, the role of the media and information 

technology has prompted a more globalised culture, ushering in a more European identity. 

Finally the re-emergence of intra-communal conflict in Northern Ireland, starting with the Civil 

Rights Movement in the 1960's, has served as a provocative backdrop to these changes in Irish 

society (Ferrell, 1998). In Sum, the education system in the Republic of Ireland has attempted 

to mirror these accelerated changes in society, as evidenced in the rapid evolution and reforms 

in educational opportunities, leadership systems, and curriculum. Having discussed the broad 

educational context of the jurisdictions under consideration, the next section discusses the 

current context which has enabled the resurgence of citizenship education.
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5.4 Context for Citizenship Education in Northern Ireland and the Republic of 
Ireland

Whle the historical socio-political, economic and religious contexts in Northern Ireland and the 

Republic of Ireland provide important background for understanding the emergence of 

citbenship education, the impetus for creating a new statutory subject in these two 

juri dictions reflects the relatively recent changes in these countries. Within the Republic of 

Irehnd, the increasing Europeanisation of the Irish identity, and the marked decrease of the 

Ronan Catholic Church contributed to the need for a more finite education in civics (Hammond 

andlooney, 2000). One student from Buttercup College relays their feelings the changing 

cultural identities within Ireland:

"I'm not sure which country I feel most at 'home' at. I don't feel Irish anyway. But, 
when I go on holiday, people call me Irish. I think it's because of my accent. I was born 
in Germany, but my parents are from Romania. When I go to Romania, I think, 'Is this 
me, is this where I'm from?', but I don't know if I could live there." (Student, Buttercup 
College)

Thi:student discussed how they understood their national identity in different places that 

comect to their life, yet cannot call any one place 'home'; a posture that resonates with the 

trarsnational experience discussed in Chapter Two, and echoes the changing national identity 

in Ireland as a result of globalisation as noted by Hammond and Looney (2000) above.

Whle Northern Ireland experienced a renewed commitment to build peaceful relations after 

the;igning of the Belfast/ Good Friday Agreement in 1998, new issues were emerging that 

prorlemitised the traditional understanding of 'peaceful relations' between the two dominant 

conmunities. Tensions and challenges emerged around accelerated immigration, 

muticulturalism and racism as the minority ethnic population of Northern Ireland had at least 

doualed between 2001 and 2007 (Institute for Conflict Research, 2008). The historic low levels 

of dversity could be explained by the impact the conflict had on immigration and the economy. 

Yetiince the 'successful' peace process, the economy in Northern Ireland has diversified and 

streigthened, creating a more attractive economic climate for immigrants (Reilly et ai, 2005).

128



An ICR (Institute for Conflict Research) report, on 'Hate Crime in Northern Ireland' (2008, p. 24) 

provides one rationale for the relationship between sectarianism and emerging issues of 

racism:

"The deeply rooted sectarianism that underpins inter-communal relations in Northern 
Ireland provides a foundation for the diverse variants of racism and xenophobia that are 
currently being expressed and experienced. The broad acceptance of sectarian 
difference, the necessity of social segregation and a culture that has tolerated and 
legitimised the use of force to defend 'our' community from outside threat is fertile 
ground for racism. Attitudes, beliefs and behaviours that help to sustain suspicion and 
mistrust between Catholics and Protestants can readily be transferred to members of 
other communities."

This ICR report (2008) operates from a strong theoretical perspective that racism and 

sectarianism are different manifestations of prejudice. Whilst this is not the only theory used 

to explain increased racism in Northern Ireland, it is often used to explain this general shift from 

the prominence of sectarian attacks to racially motivated attacks (Jarman and Monaghan,

2003) .

Concerns about racism and discrimination towards minority ethnic groupings in Northern 

Ireland have increased since the beginning of the peace process. There have been numerous 

and widely publicised reports of racially motivated attacks on members of ethnic minority 

communities which have dramatically increased in the past decade. The number of racist 

incidents recorded by the police went from 41 in 1996 to 1,047 in 2006-2007 (ICR, 2008). To 

quantify further this reality: 51% of all migrant workers reported verbal or physical attacks (ICR,

2004) .

In response to concerns about racism, in 2002 the Office of the First and Deputy First Minister 

(OFMDFM) in Northern Ireland commissioned a review of race and racism to assess the 

experience and needs of ethnic minority people in the context of current legislative and policy 

initiatives. Since then, a debate around policy and legislative definitions has emerged about the 

relationship between sectarianism and racism. Reilly et al. (2005, p.12) explores this 

relationship according to government policy:
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"Sectarianism has been located in a broader context of what has been called 'systems of 
subordination' (Smyth and Moore, 1995) which include sexism, racism and social class, 
insofar as all are based on notions of one group's superiority over another and rely on 
the ultimate threat of using violence to maintain the status quo."

Echoing the argument made by Jarman and Monaghan (2003), a strong rationale is presented

around conceptualising 'systems of subordination' (Smyth and Moore, 1995) in a similar way,

whether it manifests in sectarianism or racism. Moreover, this policy rhetoric marks an

important change, as Northern Ireland moves from an insular society that is concerned with the

relations between the two dominant, 'native' communities to regarding the relations between

all people this emerging multicultural society.

A student from Dandelion High School illustrates this changing demographic context and the 

effect that is perceived within the native communities, and felt within the immigrant 

communities:

"There are a lot of different kinds of people in Northern Ireland and the Irish don't think 
that this country is for them anymore no more because there are loads of different 
cultures. There is more hate-crime around - and people feel intimidated." (Student, 
Dandelion High School)

This student discussed their perspective on the perceived resistance from the native 

communities and the feeling that this country is not for them anymore, and the effects this has 

on the larger community manifesting in hate crime. Therefore, with racism conspicuously 

emerging in Northern Ireland, any educational initiative that sought to impact on societal 

cohesion needed to expand beyond sectarianism to incorporate relations between all of the 

diverse sectors of Northern Ireland. While previous educational programmes, such as EMU, 

focused on improving relations between Catholics and Protestants, new curricular initiatives 

had the opportunity to take a broader view of Northern Irish society (Gallagher and Smith, 

2002). In the curriculum reforms that followed the Good Friday Agreement, multicultural/ 

antiracist curricular initiatives were identified as a key area for development. Therefore, the 

emerging citizenship education programme was highlighted as a potential tool for integrating 

multicultural and antiracist perspectives into the broader curricular framework (Connolly, 

2002b).
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In addition to creating an educational response to increasing multiculturalism and subsequent 

racism, another impetus for the emergence of citizenship education in Northern Ireland actually 

came from the needs of children. Harland et al. (2002, p. ii) reports that children expressed a 

motivation for learning, '...what is related to their lives now and in the future,' including 

'opportunities to explore real life problems, and to apply and transfer knowledge and 

understanding from one situation to another'. This evidence came from a detailed longitudinal 

study of learners' perceptions about the Northern Ireland Curriculum (Harland et al., 2002) and 

a social attitudes survey (Gallagher and Smith, 2002) in which most respondents expressed the 

view that schools should be involved in addressing difficult issues of politics and human rights, 

despite the reticence of teachers. Fearon's (1997, p. 24) research further supports this 

sentiment that young people want to engage with controversial issues and wanted to explore 

and debate controversial issues but felt that they did not have the necessary knowledge or skills 

to do so. Based on this feedback, the curriculum review and consultation on changes in the 

Northern Ireland Curriculum that began in 1999, it was decided that the new curriculum should 

engage with controversial issues and 'meet the changing needs of pupils, society and economy' 

(CCEA, 1999) embedded within the citizenship education curriculum (McEvoy, 2007).

5.4.1 Context for Citizenship Education in the Republic of Ireland

Whilst Northern Ireland was grappling with increasing multiculturalism following the Good 

Friday Agreement, the Republic of Ireland was experiencing an even more dramatic increase of 

diversity in their society, primarily due to the booming economy of the 1990's in Ireland. The 

principal of Buttercup College explained the effects the Celtic Tiger and subsequent recession 

had on the educational system in the Republic of Ireland:

"Effectively the Celtic tiger attracted a lot of other EU nations to relocate here to Ireland 
and I suppose and it was a destination of choice for a significant number of West African 
people. That's changed in recent years. I think a lot of the single migrants (like single 
males, because they were supporting their families back in their homeland) have moved 
back to their home countries or elsewhere. However, a significant number of the 
'settled community' (they have children born here or have children here) have stayed 
here and I think they will stay here, until their family goes through the education system. 
They value their children's education. Even though they might be social welfare
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recipients instead of working and contributing to the economy." (Principal, Buttercup 
College)

This comment illustrates how the Celtic Tiger brought migrant workers to Ireland, and due to 

the quality of the education provided, they were inclined to stay, even though the economic 

situation had changed, thus providing an interesting insight into how the economy and the 

education system are intertwined (Devine, 2012).

Coveney (2009) argues that the economic growth of the Celtic Tiger coexisted with social and 

civic decline. As recorded in the most recent census in 2006, over 400,000 people (11% of 

Ireland's population) were classified as either dual or non-Irish in nationality. The numbers of 

EU (excluding UK) nationals living in Ireland has increased by five times, from 30,000 in 2002 to 

over 160,000 in 2006 (Coveney, 2009). Over the same period, the number of Asians and 

Africans has nearly doubled to 46,000 and 35,000 respectively. When these figures are added 

to the large numbers of Irish that have returned from extended periods abroad, it is clear that 

Ireland is rapidly becoming a more diverse and multicultural society. It is also clear that while 

the relative size of different groups may fluctuate over time, the new reality is that there will 

always be significant minority ethnic groupings in the Republic of Ireland, arguably resulting in 

an increase of racism and other forms of discrimination (Coveney 2009, Devine 2012).

While racism is not a new phenomenon, illustrated by the prejudice treatment of the travelling 

community (see further; Helliener 2003 and Garner 2004), the rapidly changing demographics 

have made it more apparent. In 2009, it was reported that 40% of all non- Irish Nationals/ 

minority ethnic people had experienced some form of discrimination, most commonly in the 

labour market and in the service domain (housing, shops/pubs/restaurants, financial services 

and transport) (Russell, 2009). Further, 62 % of young people (15-24 years) believe that the Irish 

are becoming more racist (Irish Times/ Market Research Bureau Ireland, 2003).

A student from Buttercup College provided an illustration of the tensions that are emerging in 

multicultural Ireland through their experience of racism in their local environment:

"Racism is a problem in the school and our local area. Irish people are threatened. It's 
the way they're raised. Some people, might be raised not to like different people. I see
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it on the football pitch - black teams against white teams. It can get tense." (Focus 
Group, Buttercup College)

This comment, from a 14 year old child, provides a poignant example of the tension caused by 

racism on the football pitch. It can be argued therefore, from the statistics and anecdotes 

presented above, that Ireland is struggling to come to terms with the dramatic economic 

fluctuations and emerging multiculturalism.

The rise in racism is one indication of the developing social chassis in Ireland; however there are 

other significant issues that have coincided with the dramatic fluctuation of the Irish economy. 

During the course of the economic boom of the 1990's, levels of relative poverty actually 

increased making the gap between the richest and poorest citizens of Ireland the biggest of any 

country in the European Union (SVP, 2003). While in 1994,17.4 % of the population was living 

on less than half the average income, in 2000 this rose to 20.9 percent (O'toole, 2003). 

Moreover, in 1999, 5,234 persons were recorded as homeless, which was twice as many as in 

1996 (Simon Community 2003 and 2005). Finally, in 2003 serious crime had increased by 23 % 

(O'toole, 2003). All of these examples are harsh indications of a country out of balance in a 

time of great change. These social realities are further challenging as the Republic of Ireland 

enters into the global recession that is currently affecting so many other countries.

In the midst of the economic and demographic changes in Ireland, Flammond and Looney (2000, 

p. 84) suggests that Ireland was struggling with its identity. They argue that the increasing 

'Europeanization' alongside the decreasing influence of the Catholic Church underpin part of 

this evolving identity, stating that:

"Ireland has been spectacularly successful at being European and benefited enormously 
from funding available to it as a peripheral country. This Europeanization of Irish society 
has many manifestations. Modern European languages are taken by a vast majority of 
students in schools. And you are almost as likely to see the flag of the EU as you are the 
tricolour on a major national building."

This perspective illustrates the Europeanization of Ireland by noting the increasing linguistic 

groups in Irish schools and the various flags that are flown. The focus group at Buttercup
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College problematises this perception that Ireland is becoming more European. Below is an 

excerpt from the focus group where a new-comer child and a native child talk about their 

perceptions of Europe:

Local boy: I have never been outside the Ireland.... It's just home. The EU doesn't mean 
anything to me.

New comer boy: I do feel connected to the EU, because I was born in Europe. I don't 
feel like I'm home in Ireland, but I do feel connected EU....

I do, I really do feel connected to Europe. It's going well so far and every decision they 
make do affect us.

Local Boy: If I'm watching the news, I only care about what is happening in Ireland, and I 
change the channel when it comes to stuff about EU.

New comer boy: People who have lived in different places around Europe or the world 
feel just as much a part of the EU as Ireland. Those who lived here, or have been born 
here, feel more Irish that part of the EU." (Focus group, Buttercup College)

This exchange illustrates some of the tension that exists as Ireland globalises, and becomes 

more identified with Europe. There is strong sense of communitarianism that is relayed by the 

native Irish boy, whilst the newcomer child has a more cosmopolitan sense of the Ireland in the 

world. This summed up in the final statement that, according to this focus group, there is a 

difference between how transnational students perceive Europe versus how native Irish 

children perceive it.

Alongside the increasing prominence of the European Union, the rapid decline of the Roman 

Catholic Church has been remarkable for its pace and scale. Hammond and Looney (2000) 

speculate further that the emergence of a secular culture has particular implications for a 

shared civic code in the void left by a common religious orientation. This changing civic code is 

illustrated by Hammond and Looney (2000, p. 85) "'Being good' has meant, until quite recently, 

'Being a good Catholic'". Whilst a changing 'national identity' might be difficult to articulate, 

against the backdrop of a nationalist, predominately Catholic country, these changes represent 

a significant shift for the Republic of Ireland.
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Therefore, while there are comparable contexts in the two jurisdictions being considered, there 

are important distinctions which manifest into different curricula and key educational concepts 

that ultimately affect the way children conceptualise, implement and internalise notions of 

citizenship and multiculturalism. The remainder of this chapter will look at specific 

development and curriculum of the citizenship education programmes in each jurisdiction.

5.5 Curriculum

As discussed previously, intra-communal conflict and the subsequent Peace Process have 

significantly influenced the curriculum in Northern Ireland. Moreover, the insular and 

nationalist orientation toward curriculum in the Republic of Ireland changed drastically in the in 

the 1960's primarily as a response to an economic crisis. Further changes were made to the 

curriculum in the 1990's again due to the changing economy and subsequent demographic 

transformation in Ireland (Drudy and Lynch, 1993). The next section explores the curricular 

evolution in Northern Ireland and the Republic of Ireland in effort to understand why these 

jurisdictions deemed citizenship education as essential and legitimate knowledge in the early 

21st century.

5.5.1 Curriculum Evolution in Northern Ireland

In the past, different interpretations of the curriculum, promoting either British or Irish culture,

were most obvious in the Northern Irish schools' different approaches to teaching history, the

Irish language, music and sports (McEwen, 2004). Until recently, nineteenth and twentieth

century Irish history, especially the development of Irish nationalism, was simply not taught in

most Protestant post-primary schools. Pupils in State schools (de jure Protestant schools) were

taught British and European history in much the same way as pupils in England on the

assumption that the history of Irish nationalism was not only irrelevant for British pupils in

Northern Ireland but potentially subversive (McEwen, 2004). In contrast, from the Nationalist

perspective, the curriculum was interpreted in such a way to preserve an Irish identity in the

face of an otherwise hostile social, political and economic environment. As a result, there were

a number of educational initiatives that were proposed to redress the contributions the

education system was making to hostility and segregation between the two conflicting
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communities. These contributions were initiated in the Educational Reform (Nl) Order in 1989 

which introduced a national curriculum and provided support for the Integrated School sector 

(Lindsay and Lindsay, 2005).

The 1989 Educational Reform (Nl) Order significantly affected the Northern Irish school system 

in three distinct ways. First, it created a standardised Northern Ireland Curriculum that was 

supposed to be free of sectarian influence. Second, it created new educational themes, 

'Education for Mutual Understanding (EMU)' and 'Cultural Heritage'. Third, it officially 

supported religiously integrated schools, discussed later in this chapter (Smith 2003, Gallagher 

2005, Lindsay and Lindsay, 2005). The statutory curriculum introduced as part of the 

Educational Reform (Nl) order sought to provide both State and Catholic schools with a 

common curriculum that would engender a "level playing field" with respect to educational 

choices. It specified that the two parallel educational systems would have identical curricula 

with the exception of the unique position of Irish as a second language in Catholic-owned and 

religiously integrated schools (McEwen, 2004).

The introduction of EMU and Cultural Heritage themes was a significant step for Northern 

Ireland education as it explicitly recognised the role that schools have in developing positive 

community relations in a conflicted society. The stated aims and objectives of EMU and 

Cultural Heritage educational themes for pupils were:

"To learn to respect and value themselves and others; to appreciate the 
interdependence of people within society; to know about and understand what is 
shared as well as what is different about their cultural traditions; and to appreciate how 
conflict may be handled in non-violent ways" (NICC, 1990)

Despite the worthy and progressive aims of these educational themes, it is widely accepted that 

they achieved a limited impact (Smith 2003, Gallagher 2005). While there have been examples 

of exceptionally good work done by some teachers in select schools, these examples are usually 

due to an individual's interest and skills rather than a systemic commitment to the EMU 

educational aims. Another reason for limited impact was a general tendency to avoid 

controversial issues relating to sectarianism and violence. Further, teachers generally lacked
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adequate training and professional development on delivering these themes which contributed 

to the lack of institutional commitment (Gallagher, 2005). Finally, it has also been suggested 

that the failure of EMU to deliver its stated goals was due largely to the apolitical and 

asymmetrical analysis of the conflict that underpinned it and its failure to engage with issues 

such as human rights and social justice (McEvoy 2007, McEvoy et al. 2006, McEvoy and Lundy 

2007)

Once the period of uneasy peace was established by the paramilitary ceasefires in 1994, and 

officially by the Good Friday/ Belfast Agreement in 1998, the opportunity for educational 

initiatives was invigorated. The Agreement (1998) itself contained the following statement 

regarding education:

"An essential aspect of the reconciliation process is the promotion of a culture tolerance 
at every level of society, including initiatives to facilitate and encourage integrated 
education and mixed housing."

On this basis of this clause, the Department of Education established a Culture of Tolerance 

group that looked specifically at ways of extending integrated education. Coincident with these 

developments, CCEA (Council for Curriculum, Evaluation and Assessment), initiated a review of 

the statutory curriculum. Among other priorities, this review offered the opportunity to 

reinvigorate the social contribution of the curriculum to the promotion of reconciliation and 

tolerance (Gallagher, 2005). Another major priority of this review was to again assess the 

arrangements for teaching history and religious education in the parallel education systems in 

Northern Ireland. The new curriculum aimed to redress the blatantly partisan perspective 

these subjects took in different schools, and encouraged a more holistic perspective of History 

and Religion. Finally, prompted by the Belfast Agreement, this review sought proposals for 

citizenship education as Northern Ireland entered a new socio-political era.

5.5.2 Curriculum Evolution in the Republic of Ireland

In the years following the Second World War, most northern European countries, with the

exception of Ireland, made major changes in their education systems (Fitzgerald, 1998). It took

approximately 20 years before this policy of educational neglect in Ireland was reversed in 1965.
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The eventual changes in school structures, curriculum and educational attainment were as 

much motivated by the economy as the changing social needs. As in many other Western 

nations, this connection between the economy, the education system, and overall societal 

changes is a consistent theme in the curricular evolution in the Republic of Ireland.

Historically, the ideological orientation underpinning the educational curriculum in the Republic 

of Ireland was the 'dominant-performance model', discussed in chapter three, with a strong 

emphasis on positivistic evaluation and rigid assessment standards (Fitzgerald, 1998). However, 

in 1965, Professor Patrick Lynch presented the Investment in Education report (HE Report) 

which was the impetus for a fundamental reform of the curriculum towards what was 

described as a 'technical-instrumental model' in chapter three, which aimed to prepare pupils 

for contributing to the changing economy. The basic hypothesis of the report was that by 

investing in education, the productivity of the 'Human Capital'2 would increase and the 

economy stimulated. Further, the HE report demonstrated that the flow of working-class 

students into post-primary education was far below what was either desirable or productive, 

exposing a clear inequality in the system. This information led to the main conclusion that 

investing in education for all young people stimulates the economy.

Brian Farrell describes some of the changes brought about by the HE Report (1965: ii),

"It marked a fundamental departure for a society which has tended since the nineteenth
century to leave major tasks of educational provision to the churches."

The HE report thus encouraged a reallocation of the funding and curricular responsibilities from 

the church to the state; at the same time shifting the curricular emphasis from a dominant- 

performance to a technical-instrumental orientation (Farrell, 1998).

2 Human Capital refers to the stock of skills and knowledge embodied in the ability to perform labor so as to 

produce economic value. It is the skills and knowledge gained by a worker through education and experience. 
(Sullivan & Shreffrin, 2003)
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Since the launch of the ME report in 1965, great emphasis has been put on the 'technical- 

instrumental' skill building within schools. However Lee (1989) argues that there is a marked 

de-emphasis on social studies, critical enquiry, and educational research. Lee (1989) further 

argues that other small northern European countries devoted significantly more resources than 

Ireland to the study of society, concluding "...there was therefore no gut craving to learn more 

about the nature of Irish society" (Lee, 1989). This argument is compounded by the fact that 

the policy structures and funding in education do not promote or prioritise social inquiry. Lee 

(1989, p. 87) continues his analyses of this deficit,

"The Irish secondary school system in the early decades of independence inculcated 
many worthy qualities. Neither intellectual independence or intellectual originality 
were normally among them."

Sugrue (1997) adds to this argument, "The Irish teachers are characterised by a widespread 

anti-intellectualism" (Sugrue, 1997). Gleeson argues that this de-emphasis on social 

phenomenon and intellectual analysis can be associated with the dominance of a cultural 

consensualist ideology in Ireland, indicating a general tendency to adhere to the 'collective 

agreement' (Gleeson, 2004).

Whilst there was a significant curricular shift to an economically motivated, 'technical- 

instrumental approach' to education, according to Lee (1989), Sugrue (1997) and Gleeson (2004) 

there is a conspicuous lack of critical inquiry into the nature of society. Given the strong 

adherence to the 'technical- instrumental' curricular orientation that is endorsed by all levels in 

the policy hierarchy in the Republic of Ireland, the orientation toward citizenship education as 

part of the statutory curriculum is considered next.

5.6 Citizenship Education in Northern Ireland and the Republic of Ireland

The introduction of citizenship education in Northern Ireland and the Republic of Ireland 

follows a general trend of many other Western Democracies, and some Asian countries (Kerr, 

2000). As referenced earlier, Davies (2000) argues that the increasing emphasis on citizenship

139



education is partly inspired by a moral panic around globalisation and the perceived breakdown 

of traditional affiliations. This theory resonates with the social, cultural, economic, and religious 

changes in both Northern Ireland and the Republic of Ireland explored throughout this chapter. 

While citizenship education is a trend that is partially attributed to globalisation, the concept of 

citizenship is complex and therefore manifests differently in each country. As illustrated 

throughout this chapter, the motivation to include citizenship education in the statutory 

curriculum in Northern Ireland and the Republic of Ireland is different because of the diverse 

contexts within each of the countries.

5.6.1 Policy Development for Citizenship Education in Northern Ireland

As part of the rapidly changing social context in Northern Ireland, there were local, national and 

international influences that contributed to the establishment of an educational policy for 

citizenship education (McEvoy, 2007). As previously discussed, the Good Friday Agreement 

called for education to make a contribution to the new socio-political context by stating the 

need to develop a 'Culture of Tolerance' (Good Friday Agreement 1998) within broader society. 

The Good Friday Agreement was important not only for the agreement it produced, but also 

because of the process it utilised. The process of creating the Agreement committed all 

participants to a democratic and peaceful means of resolving differences in order to envision a 

future based on the principles of partnership, equality, and mutual respect with human rights 

characterised as key 'safeguards' to the peace settlement (Lundy and Emerson, 2013 

forthcoming). According to Lundy and Emerson (2012 p. 22), this central positioning of human 

rights within the peace process 'effectively shifted human rights discourse from a previously 

marginalized position in Northern Irish society to the mainstream of public and political debate'. 

Therefore it is unsurprising that human rights became a foundation concept in the citizenship 

curriculum in the North, which was in development at this time (McEvoy, 2007).

Second, DENI (Department of Education Northern Ireland) expressed a commitment to creating 

this 'culture of tolerance' utilising a human rights discourse, and sought to contribute to the 

'Culture of Tolerance' (DENI 1999). Third, there were educational developments in England and 

the Republic of Ireland that provided motivation to consider a new citizenship education
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curriculum. Finally, there was motivation to improve on the critical evaluations of earlier 

initiatives such as EMU and the Cultural Heritage programmes (McEvoy, 2007). A former 

Curriculum advisor comments on the motivation for developing citizenship education in 

Northern Ireland:

"There was a strong sense during the curriculum development process that the young 
people were not served by this area of the curriculum (EMU), and with the peace 
process moving along, that this area could contribute to peace in Northern Ireland. 
There was a sense that political education and Human Rights education was lacking... A 
sense that young people were not well-served." (Former Policy and Curriculum Advisor, 
Nl)

Whilst it is generally agreed that education has a role to play in healing the divisions in society 

(Morrow, 2003), this comment marks an interesting evolution in the thinking around the way 

that education can contribute to peace, from the personal development focus of the EMU 

curriculum to a politics and human rights based citizenship curriculum.

It was in the climate of the peace process, and looking to more global educational initiatives 

that 'Social, Civic and Political Education' (SCaPE) initiative emerged utilising a 'bottom up' 

curriculum development programme, involving 25 schools in the design, pilot and evaluation of 

new curriculum materials (Arlow 2004, McEvoy 2007). While this pilot was successful in 

engaging and motivating teachers and students around the subject of citizenship, questions still 

remained about the aims and objectives of the programme and the 'transformative' and 

'enquiry-based' pedagogic methodologies recommended to deliver these aims (Watling and 

Arlow 2002, Smith 2003). A teacher who participated in the pilot programme, and who 

participated in this research, commented on her experience during this phase of curriculum 

development:

"I really feel like I was a born and bred Citizenship Education teacher because we had 
great training during the pilot phase. You learnt so much from all the other participants, 
and we really felt like we were part of creating something important; and that's why I 
have such a passion for it. For me it's vital. It's a key part of their [childrens'] 
educational programmes. Its reality really." (Citizenship Education teacher. Dandelion 
High school)
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This comment provides insight to the energy, enthusiasm, and preparation that characterised 

the creation and pilot phase of citizenship education in Northern Ireland. Further the comment 

on the quality of the training resonates with McGowan's (2009, 2010) assertions, discussed in 

Chapter Three, that provide the crucial link between the curriculum and the effect it has on 

students through their interpretation and delivery of the key concepts.

In addition to piloting the proposed curriculum, CCEA commissioned a series of research 

projects, whose results provided the basis for the revised Northern Ireland curriculum that 

included a programme for citizenship education (CCEA, 1999). The major objectives of the new 

curriculum were to make education more skill based and further, to help young people become 

more valuable contributors to society (CCEA 2003, Lambe and Bones 2006a). A series of 

consultations with teachers, students, and school administrators generated feedback on both 

the content of citizenship education and pedagogic methodologies recommended to deliver the 

curriculum. Upon the conclusion of these consultations, 'Local and Global Citizenship’ (LGC) was 

developed and became a statutory component of a new learning area, 'Learning for Life and 

Work' in the revised curriculum in Northern Ireland (CCEA, 2003).

The new statutory area of citizenship education was viewed as the pivotal lynchpin of the 

future curriculum (CCEA, 2003). The beginning of the academic year in September 2007 

officially marked the change over to the Revised Northern Ireland Curriculum making 

citizenship education a statutory entitlement for all young people from the ages of 11 - 16 

(Smith 2003, McEvoy 2007). The former curriculum advisor interviewed for this research 

provided a reflection on the overall process for developing citizenship education in Northern 

Ireland, and where it needs to evolve for continued relevance:

"I am happy with what we came up with in the end... we struggled very much, internally, 
to put forth the curriculum that we did. People were threatened by what citizenship 
was trying to do and there were efforts to moderate that threat in the way it was 
positioned within LLW.

However, currently what's happening in schools is not adequate, and we have to revisit 
citizenship, we have a good basis, but we need to go back to it.
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The biggest change in Nl, is the influx of people from elsewhere. Further the way 
human rights is dealt with needs to be revisited." (Former Curriculum Policy Advisor, Nl)

As referred to throughout this thesis, citizenship is a contested notion, especially in a country 

where the question of nationality is contentious. Therefore it is not surprising that from this 

curriculum developer's perspective, there were internal struggles around how children should 

be prepared as citizens in the local, national and global contexts. Further this comment 

captures the reality of the changing demographics in Northern Ireland and further, the 

necessity of citizenship education to better reflect this multiculturalism.

5.6.2 Citizenship Education Curriculum in Northern Ireland

With such momentum behind the creation and emergence of citizenship education in Northern 

Ireland, there were certain recommendations and requirements established to ensure children 

received the full benefit of this new curricular area. For example, when the citizenship 

education became a statutory entitlement in post-primary schools, it was recommended that 

citizenship education be allotted one class period a week (McEvoy, 2007). Yet in reality, whilst 

the subject area is a requirement at Key Stage 3 and 4, it can be delivered in a variety of ways. 

Therefore, citizenship education may have a discrete slot in the time table, or it can be 

delivered as an inter-disciplinary and cross curricular project. This freedom affects arguably 

how citizenship education is regarded within each school and the experience students have 

with this subject area.

Further, it was recommended that citizenship education be at the centre of the curriculum, 

inform the school ethos, and the way students and teachers interacted in the school 

community (Arlow, 2004). A comment from the principal of Dandelion High School expresses 

the same desire to have the ideas and values of citizenship education set the explicit culture of 

the school:

"I would like to see citizenship education as part of the student experience. We have a 
student Council as well and that's part of that. I know that LLW is a curriculum, but in 
my form class, I like to focus on relationship and understanding and valuing each other.
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Making that bond that with me as a teacher and with each other. I'd like to model and 
live out the ideas and values of LLW." (Vice Principal, Dandelion High School)

Whilst it is the aspiration of the both the citizenship policy curriculum and this particular Vice 

Principal that these ideas and values inform the school cultures, in reality, the actual 

implementation of this can vary (McEvoy, 2007).

The revised citizenship education curriculum is based on four interrelated themes: Diversity and 

Inclusion; Equality and Social Justice; Democracy and Active Participation; all using Human 

Rights and Social Responsibility as the foundation for these learning areas, as well as being a 

discrete theme on its own.

Within the Diversity and Inclusion theme, students should have the opportunity to:

• Investigate factors that influence individual and group identity.

• Investigate ways in which individuals and groups express their identity.

• Investigate how and why conflict, including prejudice, stereotyping, sectarianism and 
racism may arise in the community, and investigate ways of managing conflict and 
promoting community relations, reconciliation.

Within the key concept, Human Rights and Social Responsibility, students should have the 

opportunity to:

• Investigate why it is important to uphold human rights standards in modern democratic 
societies, including meeting basic needs, protecting individuals and groups of people.

• Investigate why different rights must be limited or balanced in our society, and 
investigate local and global scenarios where human rights have been seriously infringed.
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Within the key concept, Equality and Social Justice, students should have the opportunity to:

• Explore how inequalities can arise in society including how and why some people may 
experience inequality or discrimination on the basis of group identity.

• Investigate how and why some people may experience inequality/ social exclusion on 
the basis of their material circumstances in local and global contexts, and explore the 
work of inter-governmental, governmental and non-governmental organisations (NGO) 
which aim to promote equality and social justice.

Finally, within the key concept, Democracy and Active Participation, students should have the 

opportunity to:

• Investigate the basic characteristics of democracy, investigate various ways to 
participate in schools and society.

• Investigate why rules and laws are needed, how they are enforced and how breaches of 
law affect the community, and investigate an issue from a range of viewpoints and 
suggest action that might be taken to improve or resolve the situation (Nl Educational 
Statute 2007).

Within the statutory requirements in the Learning for Life and Work: Local and Global 

Citizenship curriculum, it is very specific about the relationship students should have with 

material by the repeated use of the word, 'investigate'. The citizenship education curriculum in 

Northern Ireland strives to 'be inquiry based, that is it raises questions for critical investigation, 

rather than presents facts for uncritical consumption' (Potter 2003, p.14). Further, the learning 

outcomes in the curriculum place a strong emphasis on skills; in particular, personal and 

interpersonal skills, thinking and communication skills (Gallagher, 2007). The active and 

participatory learning approaches being advanced for citizenship education is one of the 

strengths identified in the evaluation (2010, p. 12) by the University of Ulster UNESCO Centre 

and CCEA,

"Feedback from pupils indicates that they are finding citizenship education enjoyable 
because they are more actively engaged and can develop informed views and opinions 
based on considering a range of viewpoints".
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Referenced in the evaluation by the University of Ulster UNESCO Centre (2006, 2010), the 

subject area and the approach to delivering citizenship education is generally well received by 

the children who have taken 'Local and global Citizenship' (this will discussed further in the next 

chapter). The next section covers the development and curriculum of Civic, Social and Political 

Education in the Republic of Ireland.

5.6.3 Citizenship Education Curriculum Policy in the Republic of Ireland

The development of citizenship education in the Republic of Ireland has closely shadowed the 

evolution of the country's political and economic development. This symbiotic relationship can 

be seen in the significant changes to the national curriculum by the National Council for 

Curriculum and Assessment (NCCA) at the end of the 20th century. However, similar to 

Northern Ireland, the impetus to create a citizenship education curriculum came from abroad 

as well as from within national borders. Membership to the European Union helped to change 

the nature of participatory democracy in Ireland, necessitating a citizenship education 

programme that helped children understand the political nature of these regional structures. 

Therefore the development of more inclusive assemblies such as the National Economic and 

Social Forum, Social Partnerships and the Local Area Partnerships helped to highlight concerns 

reflected in Europe that the formal democratic structures in Ireland were not effective for 

addressing the multiplicity of interests in a diverse and pluralist society (Kerr et al. 2002; Lynch 

2000). Therefore, one of the earlier social partnership agreements made specific provisions for 

the development of a citizenship education programme in all post-primary schools at Junior 

Certificate Level.

In response to societal transformation, and examples from abroad, the NCCA put forth a 

discussion document developing a Civic, Social and Political Education pilot project in 1993. The 

clear challenge set to the NCCA during this time was to ensure that people could deal 

constructively with economic and demographic fluctuation in a framework informed by justice, 

peace, equality, non-discrimination and inclusion (Kerr et al., 2002). The motivation towards



provisioning citizenship education in the early 1990's was given greater momentum by political 

commitment as the Labour Minister for Education placed citizenship (and sex) at the top of the 

curriculum agenda (Hammond and Looney, 2000). Therefore in 1993, on the back of the 

discussion paper on Civic, Social and Political Education, a pilot project commenced with 138 

post-primary schools. Citizenship education was ultimately implemented nationally on a 

phased basis between the years of 1996 and 1998.

Therefore in 1993, Civic, Social and Political Education curriculum was introduced, with the 

opening statement describing the new curricular area:

"Civic, social and Political Educational prepares students for active participatory 
citizenship in local, national and international life. It should help students to use their 
mind well in a constantly changing and complex society. It should produce students 
who can explore, examine and analyse, who are skilled and practiced in moral and 
critical appraisal and capable of making decisions and judgements through a clarified 
and reflective citizenship based on human rights and social responsibilities." (NCCA, 
1993)

Evident from this quote, the rationale for including CSPE into the national curriculum reflects 

the local, national and international changes in and around Ireland. It is also evident that the 

CSPE curriculum resonates with the rationale and structure of the Northern Irish curriculum 

that came after it. Between the two curricula, there are a number of comparable key concepts, 

which include human rights and responsibilities, human dignity or equality, laws or social justice 

and democracy (Niens and Mclllrath, 2005). Like Northern Ireland, it is recommended that 

CSPE be considered an inter-disciplinary and cross curricular theme in addition to it supporting 

the overall school ethos. Finally, the CSPE curriculum aspires to be inquiry based and utilise an 

active and participatory pedagogic approach, which in both countries marks an important 

departure from the didactic approach traditionally used.

Whilst there are some similarities between the two citizenship education curricula, there are 

important differences to note. First, different to Northern Ireland, CSPE is a discreet subject 

discipline that is allotted a specific space in the timetable. Another important difference
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between the two curricula is the way that learning in CSPE is assessed. CSPE is assessed in the 

Junior Certification level, where the examination is composed of a written examination (40% of 

their marks), and the other part is based on 'Action Projects' (60% of their marks). These action 

projects are based on participation in some form of civic, social, or political action in the 

students' school or community, whether they choose to focus on the local, national, or 

international sphere (Kerret al., 2002). A CSPE teacher from Buttercup College commented on 

the students' reaction and their own experience with the action project:

“The action projects make up a majority of their marks, and they do enjoy it. I also enjoy 
the action project, especially if you can get a good topic that they are all really 
interested in. The writing up part can be difficult for some of them - because they have 
to describe what they have actually done. It takes a long time to do and it can be quite 
tedious." (CSPE Teacher, Buttercup College)

As referenced throughout this thesis, the active and experiential approach to citizenship 

education, formalised in the Republic of Ireland by the Action Project, is well received by both 

the children and teachers interviewed for this research.

In theory, the action project marks a progressive way of understanding, learning and 

assessment supporting the rationale that students become active citizens through active 

learning in the community and the assessment seeks to support these goals. Finally, a key 

difference between the two curricula is in the way they handle diversity. Unlike Northern 

Ireland that brings diversity to the foreground, the CSPE curriculum policy does not overtly 

mention 'diversity', 'multiculturalism' or make any explicit mention of the changing 

demographics within Ireland.

However, the primary aims of CSPE are threefold: First, to give students a sense of belonging; 

second, to create capacity within students to the gain access to information and structures 

relating to the society in which they live; finally, to give students an ability and confidence to 

participate in a democratic society (NCCA, 2000). More specifically, it aims to develop active 

citizens who 'have a sense of belonging to the local, national, European and global
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communities'. The CSPE course incorporates seven key concepts: democracy, rights and 

responsibilities, human dignity, interdependence, development, law and stewardship.

The seven key concepts of CSPE are taught through the lens of four units, which correspond to 

different spheres of influence presented below:

Unit 1: The Individual and Citizenship

The unit of an 'individual' looks at the individual citizen, and contexts, skills, and 
dispositions that are helpful for active participation in the local, national and global 
societies. Whilst all the concepts outlined in are relevant to this unit, of particular 
importance are the concepts of 'Human Dignity' and 'Stewardship'. Within the unit 
covering 'the community' emphasises the different communities each individual belongs 
to, and uses this foundation to explore differences and similarities of each(NCCA 2005, 
2009).

Unit 2: The Community

Through this exploration, students can see how people participate in and are 
represented in many communities through particular structures and procedures and 
how development and improvement is an important aim of most communities. Again 
whilst all the concepts outlined can be explored through the context of communities, 
'Democracy' is the most prominent concept in this unit (NCCA 2005, 2009).

Unit 3: The State, Ireland

In the third unit, Ireland - the State, young citizens are encouraged to gain a basic 
understanding of the political system and structures in Ireland. Further a sense of 
responsibility is instilled for the election of representatives at local, national and 
European level, as for the observance of law and order, and for any changes to the 
constitution. Therefore, the concepts of 'Rights and Responsibilities', 'Democracy' and 
'Law' underpin much of the content of this unit (NCCA 2005, 2009).
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Unit 4: the World

Finally, in the fourth unit, entitled 'the world', students are encouraged to see how 
Ireland impacts and influences other countries just as global trends and other counties 
influence and impact Ireland. The concepts of 'Development' and 'Interdependence' 
are closely associated with the content of this unit (NCCA 2005, 2009).

A teacher at Buttercup College used the four dimensions outlined in the curriculum to inform 

her approach for building active citizens in citizenship education. She explains:

"I suppose it starts with 'me', and the impact each person can have. Active citizens 
could start at a community level and then work their way into the national arena and 
further. For example, if they're fundraising for a particular cause and they know the 
impact that fundraising is having on other people - whether it is food, education, or 
bricks for a school. So I think starting back at the 'me' and the impact that person can 
have in their local community, or worldwide, would be the foundation for being able to 
go in and make an impact on the world." (Teacher, Buttercup College)

This statement follows the progression that is prescribed in the CSPE curriculum which is 

detailed above (Second Level Support System, 2005). She uses an example of fundraising for 

different issues, and how this progression from the personal to the global is a helpful 

framework for understanding citizenship. This theme of active citizenship will be addressed 

thoroughly in chapter six.

Emphasised throughout the CSPE curriculum, the units of study outlined above and the seven 

primary concepts may take a different order, overlap and can use current events to illustrate 

them; offering freedom to individual schools and teachers to best deliver this subject area.

CSPE marks an important innovation in Irish curriculum and is distinctive because of the priority 

it's been given with discrete timetabled slots (O'Cuanachain, 2005). Whilst CSPE is similar to 

Local and Global citizenship in Northern Ireland, the distinct differences presented in this

section create different educational experiences for teachers and students in each jurisdiction.
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5.7 The Case Studies

Primarily using descriptions from participants in the two case study schools, this section 

examines the unique context and culture of the schools involved in this research. As referenced 

in chapter four, these schools were selected because of the diverse nature of their study body 

in the context of emerging multicultural societies. In Northern Ireland, Dandelion High School is 

an integrated school, which adheres to an inclusive, child-centred culture, whilst Buttercup 

College in the Republic of Ireland is a Community College, also characterised by its openness to 

all students from different backgrounds.

5.7.1 Northern Ireland, Dandelion High School

As previously referenced, one of the defining characteristics of Dandelion High School, is that it 

is an integrated school, which arguably makes it an attractive educational option for students 

from a variety of backgrounds. From a historical perspective, integrated schools were formally 

recognised by the Educational Reform (Nl) Order (1989). However, the desire for religiously 

mixed schools in Northern Ireland began alongside the beginning of the 'Troubles', and parents 

have been organising formally around this theme since 1974 (Dunn, 1990). When the 

Governing bodies in schools were reluctant to act, disappointed parents and students took up 

the initiative and set up the first integrated school at Lagan College in 1981 in Belfast (Fraser 

and Morgan, 1999). Indeed, there are many distinctive characteristics of integrated schools in 

Northern Ireland including their establishment, curriculum and pedagogy, and parental 

involvement (Fraser and Morgan 1999, McGlynn 2001, 2003a, 2004). While this is just a brief 

introduction to integrated education in Northern Ireland, provides a larger educational context 

for Dandelion High School.

Some of the characteristics of Dandelion High School, pertinent to this research, are described 

by the Vice Principal and a citizenship education teacher. First, a 'culture of respect', and 'child 

centred ethos' is explained. Second, they discuss the school's openness to all backgrounds and
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educational abilities. Finally, adults and children who participated in this research discuss their 

experiences of the integrated school culture of Dandelion High School.

The Vice Principal of Dandelion described the 'culture of respect':

“We have carefully nurtured our ethos to ensure our students will feel safe, happy and 
supported and thereby ready to learn when they enter the classroom. Caring for and 
accepting others for who they are promote a culture of respect which permeates all that 
we do. "(Vice Principal, Dandelion High School)

This 'culture of respect' is presented from a pragmatic perspective from the citizenship 

education teacher, by describing the 'child centred' approach which included an individual 

education plan and restorative justice approach to discipline:

"It is very much a child centred ethos. This means that we create an individual 
education plan for each child. I think the integrated system is very special because 
children are treated with care and respect and discipline is very much restorative, where 
they talk through the situation. And it works. You have to be strict about it, but it does 
work." (Teacher, Dandelion High School)

The culture of Dandelion High School is reinforced by the explicit philosophy of 'Ethos, 

Education, Everyone, and Enrichment' which is referred to often. It is displayed on the walls of 

the school and it's referred to in the school assemblies. The Vice Principal of Dandelion High 

School describes how this ethos impacts the school:

"It's introduced at the start of the year - our school vision, our ethos. The four E's: 
Ethos, Education, Everyone, Enrichment... it's gone through in detail in assembly. So 
children know that we are an integrated school and we accept students from all 
religious backgrounds and from different ethnic backgrounds. So there is no 
conversations about it - this is what our school culture is. There are no grey areas 
around diversity." (Vice Principal, Dandelion High School)

Students also commented on the integrated nature of the school and how the ethos is 

reinforced in their assemblies. The focus group shared their understanding of the school ethos:

"It's an integrated college and all different religions are welcome here. We always say 
that everyone is welcome - skin colour, religion, traditions. Our ethos is always talked 
about in assemblies - our motto is 'Learn Together'." (Student, Dandelion High School)
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As referenced earlier, Dandelion High School is also characterised by its openness to all 

educational abilities, in addition to being multi-denominational and multi-ethnic. The Vice 

Principal commented further:

"We care and cater for the full spectrum of educational ability, setting high academic 
and behavioural standards for all of our students. From those who have a Special 
Educational Need or English as an Additional Language to those who are gifted and 
talented - maximising learning is a priority. It does not matter where you came from, 
your religious affiliation nor your ability or disability - all are welcome to be educated 
together." (Vice Principal, Dandelion High School)

Welcoming children from all different back grounds and educational abilities encourages a 

diverse student body. Further, an explicit stance taken on racism and sectarianism has had a 

notably effect on the student body. The Vice Principal illustrated their approach:

"Obviously, we're unique because of the diversity, both with nationalities and religion. 
It very much down to the senior management, because certain rules have to be 
enforced. From the very beginning in that sectarianism, racism, or discrimination is not 
tolerated. The parents have to sign up to it, so if there are instances, then they will be 
brought in. As a result of all those kinds of rules that are enforced, I've been teaching 
for 13 years and I can honesty that there have only been two racist or sectarian 
instances that I can think of." (Vice Principal, Dandelion High School)

Notably, this school is characterised more by a mixture of Catholic and Protestant children and 

a spectrum of educational abilities rather than ethnic or racial diversity. As a citizenship 

education teacher explains:

"We actually don't get as many foreign nationals as you might think because many of 
them are devout Catholics, so they would go to Catholic schools. Having said that, we 
would have 3-4 foreign nationals per class. Bit its manageable. It's easier to set up 
individual lessons plans. This helps with the language barriers." (Citizenship Education 
Teacher, Dandelion High School)

Whilst Dandelion High School is characterised by its policies toward diversity, it is primarily 

multi-denominational rather than multi-ethnic.
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The majority of students interviewed at Dandelion High School remarked on the integrated 

nature of their school and the positive impact it has made on their education. This statement 

below provides a typical example of how children interviewed for this research portrayed 

Dandelion High School:

"All different kinds of people go to school here. Different Nationalities, different 
religions. Even though we have uniforms, you can still see the differences in people - 
there personalities. Going to an integrated school helps us to meet different people. 
There are loads of different people here and no one really cares. Like if your friends 
with people, no one ever asks if you're Catholic or Protestant." (Student, Dandelion High 
School)

Whilst Dandelion High School is characterised by its 'culture of respect' for all children 

regardless of their background or educational ability, 'multiculturalism' would be primarily 

characterised along religious and denominational lines.

5.7.2 Republic of Ireland, Buttercup College

As mentioned previously. Buttercup College is a Community College which is unique because 

they are non-denominational under the Vocational Educational Act of 1930. The curriculum of 

vocational schools typically has a strong practical and technological basis in addition to offering 

academic classes and the opportunity to take the major public examinations at the Junior and 

Senior cycles (Drudy and Lynch, 1993).

Therefore, Buttercup College is a multi-denominational, co-educational school with 

approximately 600 pupils. There are approximately 70% boys and 30% girls due to the fact that 

there is a local secondary school for girls and Buttercup College is the only secondary school for 

boys in the local catchment area. Buttercup College introduced CSPE into their timetable in 

1998 for all Junior Cycle children.

In addition to being multi-denominational, Buttercup College is distinctive because of the 

extent that it is multi-racial. Buttercup College has approximately 30% foreign or new-comer
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children in their student body. The principal of Buttercup College described the diversity of the 

students and how that has changed over the past 10 years:

"We would have a significant number of new-comer students from a variety of different 
backgrounds; from West Africa, Far East, Eastern Europe. The profile of the school in 
that respect has changed over the last 10 years or so. From 2000 we had the first influx 
of asylum seekers. We took on a number of new comer students at the start, and have 
grown since then. Particularly the West African and Eastern European communities 
have grown significantly. We have benefited in student numbers from that. It's also 
added to the school community as well in that they bring a different perspective and 
different attitude and it's been a very positive experience." (Principal, Buttercup College)

Buttercup College is unique because it is located near an asylum seeker and refugee catchment 

area and therefore, in a position for acquiring a diverse student body. The culture of the school, 

part of which has developed from the non-denominational, community orientation of the 

school, and part of which was due to the multicultural nature of it, has contributed to a friendly, 

open and inclusive atmosphere. A CSPE teacher commented on the culture of the school:

"The students are very friendly and very open, this school in particular, in Buttercup 
College is, multicultural - very much so. We have students from many different 
nationalities and background - we are very inclusive and very open to that." (CSPE 
Teacher, Buttercup College)

Beyond an inclusive and friendly school culture, the diversity of the student body provides a 

rich learning environment for all students. A CSPE teacher commented on how she draws from 

the diversity of the class to enhance her lessons:

"There are a number of students from other countries and to get them talking about 
their own experiences is a good way of giving all students an indication of other cultures 
and backgrounds to other cultures. The diversity in the class is very helpful and 
important. We looked at a couple of examples of people from other countries who had 
to be deported back to their original cultures - and looking at how they dealt with that - 
why they had to be sent back. These topics really strike a chord for some of our new 
comer students - but it's an experience we can share with all of the students. "(CSPE 
Teacher, Buttercup College)
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Whilst the principal, teachers and students interviewed for this research believe that the 

multicultural student body is a positive influence, there are inevitably some challenges. The 

principal discussed some of these issues:

"We are a community college, so we serve the wider community, but what we don't 
want is to become the special needs school or the new-comer school. We want to serve 
a broad cross-section of the community so that effectively kids are educated in an 
atmosphere of mutual respect and tolerance. If you have ghettoised education in the 
catchment area, this can breed problems down the road.

We would be anxious of the enrolment policy across the catchment area so that each 
schools takes the equal responsibility of these challenges; whether it be newcomer 
student, students with disabilities, or children of the travelling community. Each school 
within the catchment area should take their equal share of the responsibility. That's a 
job that needs to be done between two schools. " (Principal, Buttercup College)

The principal of Buttercup College gave an honest appraisal of both the opportunities and 

challenges that an emerging multicultural society brings, especially as this school is in the 

position of accepting many new-comer children which may bring additional educational 

challenges. Further, this comment alluded to some of the tensions that the overall Irish 

educational system is contending with in their emerging multicultural society. Therefore 

Buttercup College provided an optimal site for exploring how children conceptualise and 

implement citizenship in an emerging global, multicultural society.

5.8 Conclusion

Explored throughout this chapter, the education systems in Northern Ireland and the Republic 

of Ireland have different socio-political contexts, resulting in an adherence to different 

curricular developments. In Northern Ireland, the education system, curriculum and the 

development of citizenship education, in particular, have been affected significantly by the 

intra-communal conflict and subsequent peace process. Further, Northern Ireland faces the 

challenges of increasing multiculturalism due to a more peaceful society and globalised 

economy. While the concept of citizenship is less contentious within the Republic of Ireland, 

accelerated socio- economic changes and uneasy shift into the global economy paired with
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increasing multiculturalism resulted in new tensions and challenges. Within the Republic of 

Ireland, the increasing Europeanisation of the Irish identity, and the marked decrease of the 

Roman Catholic Church has also contributed to the need to re-establish an education for 

citizenship (Hammond and Looney, 2000). While there are comparable contexts in which 

citizenship education has emerged as a statutory subject in both jurisdictions, there are 

important distinctions which manifest into different curricula and key concepts that ultimately 

affect the way students experience citizenship education.

Therefore, within these in globalising societies, Dandelion High School in Northern Ireland and 

Buttercup College in the Republic of Ireland were chosen as a comparative case study to look at 

how teachers and students use citizenship education to better understand the globalising world. 

Their geographical proximity and the significant aspects that create marked differences in the 

way they have developed and delivered citizenship education make this a rich comparative case 

study to see how teachers and children are conceptualise and implement citizenship and 

multiculturalism in two distinctive contexts. The next two chapters present the major themes 

and findings that emerged when teachers and children were asked, 'What citizenship and 

multiculturalism mean to you?'
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6 Conceptualisations of Citizenship: An Analysis
6.1 Introduction

When asked, 'What does citizenship mean to you?' a variety of responses emerged from the 

adults and children who participated in this research. However, the responses did not come 

easily, particularly from the children. This is unsurprising since, as explored in Chapter Two, 

citizenship is a contested and complex concept. Therefore it was considered necessary to use 

creative qualitative research methodologies to elicit detailed responses from the children, 

whom it was considered would not previously have given great thought to these issues (as 

discussed in detail in Chapter Four). When this approach was used, as will be seen below, 

children engaged more readily in discussion and, whilst they lacked a conceptual language 

through which to articulate their understanding of citizenship, they were able to talk fluently 

about related issues. Likewise, the adults interviewed struggled to articulate their 

conceptualisations of citizenship but when asked to describe how they wanted children to think 

about it as a result of citizenship education, they responded with ease and fluency. However 

the adult responses, as will be discussed below, indicated superficial engagement with notions 

of citizenship in general and 'active citizenship' in particular, arguably due to the limited grasp 

they had of the range of ways in which citizenship can be conceptualised. This was particularly 

evident in the way in which adults routinely conflated notions of 'active citizenship' with 'active 

and participatory teaching methods'.

Alongside this key finding, a tension between policy aims, adults' aspirations and children's 

experience of citizenship education also emerged. While 'active citizenship' arose consistently 

as the primary interpretation of the aim of citizenship education amongst the adults, children 

interviewed, however, indicated disinterest and disempowerment in relation to the version of 

active citizenship teachers were presenting.

This chapter focuses predominantly on the primary conceptualisation of citizenship emerging 

from the data: active citizenship. It begins with an analysis of how various interpretations of 

active citizenship are filtered through the curriculum policy context, the individual school
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context outlined in Chapter Five, before finally being interpreted by the children interviewed in 

the schools featured in this research. The chapter continues by exploring different explanations 

for the disconnect that exists between the aspirations adults have for children and the actual 

experience children have of citizenship education and their resulting interpretation of active 

citizenship, drawing from both the literature and interpretations offered by the Peer Advisory 

Groups. Whilst active citizenship was the predominate conceptualisation to emerge from this 

data, other interpretations emerged which relate to the theories of citizenship explored in 

Chapter Two. This chapter concludes by asking the children involved in this research to envision 

their ideal citizenship education class which raises pertinent issues and provides the skills and 

motivation to enact their understanding of citizenship. The first section examines the primary 

conceptualisation of citizenship that emerged from this research: 'active citizenship'.

6.2 Active Citizenship

When asked, 'How do you want students to think about citizenship when they leave school?' 

the response from policy advisors, principals and teachers from both the North and South of 

Ireland was overwhelmingly: 'As active citizens'. Whilst other dimensions of citizenship and 

multiculturalism varied across the two jurisdictions, active citizenship was a consistent 

conceptualisation between the two. Strikingly, the resounding response from children 

interviewed was that they were disinterested in the version of active citizenship presented by 

the curriculum via their teachers. Therefore when children were asked about their confidence 

and desire to get involved in issues that were meaningful to them, their responses were 

typically:

'Don't know what to do or where to start' (Student, Buttercup College)

And further,

'Can't be bothered' (Student, Dandelion High School).

This disconnect between the adults' goals for citizenship education and children's' experience 

of it, exemplified in the statements above, will be explored throughout this chapter. As
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discussed in Chapter Four, the data analysis is informed by the idea of 'Policy Approximation' 

(McEvoy, 2007). 'Policy Approximation' starts with how a concept originates in policy, and then 

is subsequently interpreted in school contexts, delivered by teachers and conceptualised and 

implemented by children. Therefore, this section will introduce the theme of active citizenship 

from the perspective of the citizenship education policy, followed by how it is interpreted by 

adults and then children.

6.3 Active citizenship in Curriculum Policy

The prominent theme of active citizenship can be linked directly to the curriculum policy 

rhetoric in both jurisdictions. In the Republic of Ireland, the first introductory paragraph of 

CSPE policy document reads:

"Civic, Social and Political Education is a Junior Certificate course in Active Citizenship, 
based on Human Rights and Social Responsibilities. The Universal Declaration of Human 
Rights and the United Nations Convention on the Rights of the Child are the two key 
documents which underpin this course." (NCCA, SSLS 2005).

This emphasis on active citizenship filters through the three main CSPE aims, which are:

• Sense of belonging.

• A capacity to gain access to information and structures relating to the society in 

which they live.

• An ability and confidence to participate in democratic society. (NCCA 1997)

Further, the priority given to active citizenship is also underscored by the compulsory Action 

Project, which asks students to get actively involved in developing an issue or topic which has 

arisen in class beyond the usual limits of textbooks and course materials (SSLS, 2005). The 

importance of active participation is reflected in the allocation of 60% of the final assessment 

grade, which should be reflected in the time spent by the students engaging in their action 

projects (SSLS, 2005). The action project will be explored further when discussing the delivery

160



of citizenship education and the active and participatory pedagogical preference placed on the 

subject area.

The Northern Ireland (revised) Curriculum does not explicitly use the words active citizenship in 

the same way as in the Republic of Ireland; however the language is distinctly 'active' in that it 

seeks to create 'contributing' citizens. As the Nl Educational Order (2007) states:

Aim
The Northern Ireland Curriculum aims to empower young people to achieve their 
potential and to make informed and responsible choices and decisions throughout their 
lives.

Objectives
The Northern Ireland Curriculum should provide relevant learning opportunities to help 
each young person develop as:
• an individual;
• a contributor to society; and
• a contributor to the economy and the environment.

As stated above, the curricular policy which informs citizenship education relies distinctly on a 

liberal sense of the 'rights and responsibilities' (see Chapter Two) encouraging young people to 

contribute to society, the economy and the environment. The emphasis on contribution as 

active is distinctly liberal in that it seeks to responsibilise young people in their citizenly pact. 

Whilst the Northern Ireland Citizenship Education Curriculum is more relational in nature than 

CSPE with the key concepts being Diversity and inclusion, Human Rights and Social 

Responsibility, Equality and Social Justice, the final concepts are Democracy and Active 

Participation, which offer students the opportunity to 'Investigate various ways to participate in 

school and society'(Education (Minimum Content) Order 2007). (see Chapter Five for more 

details).

Whilst 'active citizenship' may not be referenced specifically in the citizenship education policy 

and curricular aims in Northern Ireland, as it is in the Republic of Ireland, active citizenship was
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the resounding answer from adults interviewed in both jurisdictions to the question, 'How do 

you want students to think about citizenship when they leave school?' As a Curriculum Policy 

Advisor in Northern Ireland explained:

"One of the most important things is that I want students to see themselves as active, 
and that they have a voice they can use, and I suppose as well, that they feel that they 
have been engaged in issues closely related to them." (Curriculum Policy Advisor, Nl)

This statement resembles the sentiments of all of the adults interviewed for this research, from 

both the North and South of Ireland, in that they want their students to be active and engaged 

citizens who are contributing to issues in their local, national and global societies. This general 

orientation will be attended to in detail below. The following section will explore further how 

the adults interviewed preferenced active citizenship as the primary conceptualisation of 

citizenship, before looking at the difference in the children's orientation toward the topic.

6.4 Active Citizenship in the School Context

Due to the emphasis on active citizenship in the citizenship education curriculum policy in both 

jurisdictions, it is unsurprising that Principals and teachers used active citizenship as their main 

conceptualisation of citizenship within citizenship education. The Principal of Buttercup College 

in the Republic of Ireland echoes the sentiment of the CSPE curriculum encouraging his 

students to be active and engaged citizens:

"Beyond acquiring a body of knowledge, they need to have the skills to make decisions 
and sustain attitudes for the betterment of society and their local community - so that 
they can assess local, national and global issues with some sort of framework to handle 
those. So it's more of an attitudinal, orientation and set of skills." (Principal, Buttercup 
College)

It is clear that this Principal sees citizenship education as primarily focused on building skills and 

developing attitudes to assist young people in contributing to society and engaging with issues 

that may arise in local, national and global contexts. Whilst he referred to the need for a 

'framework' in which to locate these ideas he was unable to articulate what that framework
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was. The statement is arguably more of a superficial rehearsal of curriculum policy and less of 

an engagement with how citizenship is conceptualised.

The idea that students should leave their citizenship education class with the values, knowledge, 

and skills required to make a difference in their community was conveyed strongly by the adults 

interviewed in both the North and South of Ireland. The quotes below illustrate how in both 

jurisdictions, active citizenship is the primary goal teachers presented for their students. Again, 

in the Republic of Ireland the term 'active citizenship' came across quite strongly:

“Active Citizenship is the most important thing I hope my students get out of citizenship 
education. For example - How are you an Active Citizen - in your country, in the running 
of your country? How you can be a better citizen, individually?" (CSPE Teacher, 
Buttercup College)

In Northern Ireland, the teachers tended to use other language to express their goals for 

citizenship education students, primarily, that they wanted students to leave with the 

knowledge and skills to make a difference in the 'day to day':

"If we want our kids to be true citizens who can stand up for their own rights, and be 
democratic, they need to know the terminology, and they need to know the workings 
out of human rights in day to day life and democracy and social justice in day to day life 
and how they can respond to that in day to day." (Citizenship Education Teacher, 
Dandelion High School)

Drawing on the combined importance of values, knowledge and skills necessary for active 

citizenship, this statement from a citizenship education teacher from Northern Ireland uses the 

frameworks of democracy, human rights, and social justice to contextualise active citizenship. 

Whilst this teacher appears to be conceptualising citizenship more deeply than some of the 

other adults interviewed, it was evident from the focus groups with children (discussed below) 

that generally these ideas were only superficially presented in citizenship education classes. 

Again, the use of these concepts in the interview with the teacher was essentially a rehearsal of
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the key themes of the citizenship education curriculum in the North, indicating again superficial 

understanding of these ideas.

It is also interesting to note that both teachers interviewed seemed to orientate their 

understanding of active citizenship in local and national civic processes and institutions 

(discussed in Chapter Three) rather than taking a broader perspective to include the horizontal 

or 'grass roots' perspective or global participation.

Notably, when teachers interviewed in both jurisdictions were asked, 'What does active 

citizenship look like? How do to enact citizenship?' they again struggled to articulate a 

perspective. For example, when the main CSPE teacher in Buttercup College was asked about 

active citizenship and how it was implemented and internalised by children, the following 

exchange occurred:

CSPE Teacher: I think.... um .... there needs to more promotion of the youth parliament 
that's here, Dail na nOg, that's here for the young people to get involved in parliament 
to be able to voice their view and the opinions.

EW: Can you describe other situations where children are being active in their schools 
and communities?

CSPE Teacher: Um... I think they could actively participate more in this school, like when 
they are doing their action project. They get extremely engrossed in doing them, they 
actually love doing the action projects, and if only they could do more than one.

This teacher answered the question, by talking about what 'active citizenship' should be or 

what it could be. This exchange and the other quotes from teachers above would suggest that 

they lack a language through which to articulate the various theoretical perspectives on 

citizenship in general and 'active citizenship' in particular. This leads to one of the primary 

themes of this research: the lack of a strong conceptual understanding of 'citizenship' amongst 

the adults interviewed in this research and the subsequent impact this may have on their
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notions of 'active citizenship'. This resonates with Miller's (2000, p. 26) assertion that in general 

'people do not have a clear idea of what it means to be a citizen.'

It is suggested from the excerpts presented above that curriculum policy advisors, principals, 

and teachers strongly prioritise active citizenship as a goal of citizenship education, yet their 

perspectives are largely aspirational, and, as will be discussed below, contradictory to the 

conservative nature of the education system, the schools, and unsurprisingly with the children 

interviewed. As noted above, it is advised in both curriculum policies researched that 

citizenship education be delivered in an active and experiential manner. Therefore using 'Policy 

Approximation' (McEvoy, 2007) as a guide, the next section explores how the curriculum policy 

is delivered by teachers.

6.5 Active Citizenship and Participatory Pedagogy

It is evident from the perspectives presented above that the adult participants in this study 

believed that effective citizenship education should not only provide children with information 

about the how the society they live in functions, but also provide them with opportunities to do 

what Kerr (1999, p. 14) refers to as 'learn by doing through active and participatory experiences 

in the school or local community and beyond'. This sentiment echoes that of Silberman (1996, 

p. 21) who states that:

"To learn something well, it helps to hear it, see it, ask questions about it, and discuss it 
with others. Above all students need to 'do it' - figure things out by themselves, come 
up with examples, try out skills, and do assignments that depend on the knowledge they 
already have or must acquire."

Therefore, the pedagogical approach to delivering citizenship becomes the critical link between 

the primary aims of the curriculum and how children conceptualise and implement citizenship.

It is therefore unsurprising that adults in this research made a clear link between the skills

required for 'active citizenship' and the way in which 'active and participatory pedagogy' can

assist in the development of those skills in young people, as discussed more fully below.
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However what was surprising in this research was the way in which the adults conflated these 

two ideas. The notion of 'active pedagogy' arose directly in response to questions on 'active 

citizenship'. In short, once the adults had responded, as discussed above, with superficial 

articulations of 'active citizenship' they automatically expanded on this by seamlessly 

continuing to discuss 'active' classroom approaches. This points once more to the adults' lack of 

understanding of notions of 'citizenship' and furthermore arguably suggests confusion in terms 

of what 'active' means in their conceptualisation of 'active citizenship'.

This focus on 'active pedagogy' is not surprising given that curricular policies in both 

jurisdictions encourage the use of participatory, enquiry-based and active learning methods 

which promote the development of critical thinking as crucial to developing young people's 

sense of active citizenship (Arlow 2011, Niens and Mcllrath 2005, O'Connor et ai, 2008). This 

approach has clearly been embraced to some extent in the case study schools. Comments from 

the citizenship education teachers in both research schools illustrate how citizenship is learned 

through an active and participatory methods:

"CSPE is a perfect forum to discuss issues that are global and real and that they need to 
know....even in debates, they need to be able to state their beliefs but also to be 
empathetic and see others people's point of view." (Citizenship Education Teacher, 
Buttercup College)

"I think that happens by the way... it's not until they have the opportunity to think about 
it and talk about it. That is my aspiration for the kids, that those issues that they find 
relevant are explored. It's about them developing life skills in addition to acquiring 
information." (Citizenship Education Teacher, Dandelion High School)

Teachers in both schools expressed how the learning objectives and the participatory and 

enquiry-based methodology complement and reinforce each other; whether by learning how to 

have productive debates or reflecting on issues that are relevant to children's lives. Further, a 

teacher from Northern Ireland discussed how learning 'happens by the way' of talking and
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interacting with the material. However, a teacher from Buttercup College did express 

frustration with the methodology, explored further in this chapter.

The Policy Advisor in Northern Ireland explained how for some teachers the transition from a 

didactic to an active and participatory teaching methodology was not without its challenges:

"Some teachers could not see that if you teach children in an active way, that it is a 
more effective style of teaching. So we still have to battle the traditional teaching style, 
where the teacher is standing up at the front of class, and delivering from the front. 
Some people still believe that if you don't get all of this knowledge and content over 
then the students, they will not be getting the material." (Curriculum Policy Advisor, Nl)

Notably, the Policy Advisor in describing some of the key hurdles faced by shifting the 

pedagogical approach draws attention to the traditional or conservative nature of education in 

the North and the impact this had on changing teacher's delivery styles.

The importance of shifting the approach to teaching citizenship education is shared by the 

teacher in the Northern Ireland case study school who had participated in the Citizenship 

Education pilot project:

"When we joined the pilot, one of the criteria for us making up the activities and 
resources, was they had to active. This was totally different from any other subject. For 
many of them, they will not have circle time for everyone, or exercises with the flip 
chart. Teachers don't have any excuse... if you look at any of the exercises, they are 
active. It's a lovely subject to work with in this way, there is such richness that no other 
subject has." (Citizenship Education Teacher, Dandelion High School)

This comment reveals the intention of the curriculum advisors to lay a solid foundation for 

active and participatory delivery of the new curriculum for citizenship education and further 

relays the positive impact this had on the teacher exploring this methodology. Whilst research 

participants from both jurisdictions, both adults and children, enjoyed the active and 

participatory approach of the curriculum, critiques of the viability and efficacy of the pedagogy 

are presented later in this section.
167



Just as 'active citizenship' is the most prominent conceptualisation to emerge, adults 

interviewed flagged up the active and participatory approach as a strong rationale for this 

theme. In Northern Ireland, the 'enquiry-based' approach to citizenship education encourages 

young people to explore their views and the views of others with the intention of taking 

considered action on issues affecting them (Arlow, 2011). Furthermore, the citizenship 

education curriculum in Northern Ireland places a strong emphasis on children as citizens now 

not citizens in the 'waiting', an approach which necessitates providing them with opportunities 

to express their views on matters affecting them and their society (Arlow 2004, 2011; McEvoy 

2007).

The main citizenship education teacher in the case study school in Northern Ireland illustrated

how a variety of techniques and resources, both from within the school and outside, are used

to deliver both the learning and pedagogical objectives of the curriculum:

"We try to make it as interesting as possible. We take case studies. Like right now 
we're looking at child slavery, in a later date well look at child soldiers. The Red Cross 
and Amnesty International have fantastic resources. There is a wealth of resources 
outside of school that we can use. Like in two weeks the Stormont educational officer is 
coming down to work with this class. For me, citizenship is that contact with the outside 
world. For example, we are going to using MLAs and local council and they will be 
learning about poverty on the other side of the world." (Citizenship Education Teacher, 
Dandelion Fligh School)

Case studies, outside resources acquired via the internet, and speakers from both the civic and 

civil strata of society were popular methodologies in both jurisdictions to help bring students 

into 'contact with outside world' and deliver the curriculum in an active and participatory 

manner.

In the Republic of Ireland, the curriculum appears to be based on the notion that students will 

only choose to become active participants in their communities if they feel a sense of 

attachment and belonging; whether it is the local, national, regional, or global community. 

Resonating with the work of Banks (2008), who argues that citizenship education should
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produce knowledgeable students who can explore, analyse and evaluate, who are skilled and 

practiced in moral and critical appraisal, and capable of making decisions and judgments based 

on human rights and social responsibilities. A citizenship education teacher from the Republic 

of Ireland illustrates how she sought to create a sense of connection to other places in the 

world through an active and participatory 'fair trade' game:

"Last year we did an Action Project on fair-trade. So to prepare for that we did the 'Fair- 
trade Game' and they absolutely love it, just love it. I did it the month we started the 
project, and they knew very little about fair-trade, although we had done a little bit 
about how we're linked with the rest of the world. Then when they came into class, I 
had tables set out. There were different countries with corresponding 'resources'.... like 
Burma just had paper, some 'countries' had scissors. They had to make shapes to sell, 
the market changed - things changed. I told them absolutely nothing.... and they had to 
work with it. There was an environmental surveyor walking around. So if there was any 
scrapes on the floor they were fined for that. One group asked, 'how are we supposed 
to make shapes with just paper?' I told them to use their heads. One group coped on 
and then they started trading. They realised how difficult it was to trade, some groups 
were taking advantage of the situation. They just wanted to keep going... they just 
loved it. Then there was a market freeze and I selected one shape, and plummeted the 
price. It just gave them the impact of what it was like to make something and then for 
the market to fall out." (Citizenship Education Teacher, Buttercup College)

This perspective on curriculum suggests that alongside teaching the concepts associated with 

globalisation young people should be given opportunities to locate those concepts within their 

own experiences, resonating with the 'Global Consciousness' orientation toward curriculum 

(Mansilla and Gardner 2007) discussed in Chapter Three. This exercise actively engaged these 

students in an exercise concerning global economics which placed them at the centre of the 

learning process that strived to make the content engaging and relevant to their lives. This 

example was referenced a few times by both the students and teachers interviewed at 

Buttercup College implying that it has made an educational impact.

As mentioned previously, the active and participatory aspirations of the CSPE curriculum are 

reflected in the 'Action Project' which accounts for 60% of student's national assessment in
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CSPE. As explored in Chapter Five, the Action Project encourages students to be actively 

involved in developing an issue or topic which has been part of CSPE in class beyond the usual 

limits of the textbooks or course material. The citizenship education teacher in Buttercup 

College also emphasised the skills that were developed as part of her class's action project:

"For the Action Project students have to work on their own, and they have to work in 
teams, so they're getting ready for when they do have to go out and work with different 
people. They did not get to pick their groups; I picked their groups for them. In some 
cases they were working with people they did not know, and perhaps people they did 
not necessarily get on with. So they had to work together in order to get through their 
project, which again happens in real life so it was developing skills that they will be able 
to take away with and use in other situations as well." (CSPE Teacher, Buttercup College)

Emphasised throughout this research, developing skills to be active citizens, and contributiors 

to the economy are key aspirations of the action project. As illustrated in the quotes above, the 

teachers focused on the group work and skills as much as the topic in the action project 

choosen by the students. Children and teachers interviewed generally liked the way citizenship 

education is delivered because it is different and they could be more involved with the topics. 

One student in the Republic of Ireland articulated what is different about her CSPE classes:

"CSPE is different because you can get more involved. It's easier -You have to say what 
you think about things. It's based on what you think for yourself, your community, your 
world." (Student, Buttercup College)

Furthermore, when asked whether they thought the action project actually translated into 

active citizenship, the teachers interviewed at Buttercup College, typified by this comment, felt 

there was a positive correlation:

"I think the action project does translate into active citizenship... especially with the 
group that looked at Fair-trade. I think an awful lot of them would not have known 
what that symbol meant before their project. But having them do the research 
themselves; pricing different products, having them look at where the products come 
from, and how the products are made opened their eyes to the hardship some people

170



actually go through. Some of them made a conscious decision to buy some fair-trade 
products like fair-trade chocolate, tea or coffee. It's something small that they can 
change in their households. Even in primark, they have fair-trade cotton shirts and a 
few of them bought those shirts because of what they have learned in class. It's those 
small things that I think make them active citizens..." (CSPE Teacher, Buttercup College)

This quote provides an interesting perspective on citizenship education, and active citizenship 

in local and global spheres. Noted earlier, this active and inquiry based approach adopted by 

this teacher placed children in the middle of a rich learning experience that connected them to 

local consumer habits and global economic realities. Further, learning about fair-trade offered 

children an opportunity to be active and make small changes in their consumer habits.

In sum, at the heart of these considerations about the nature and 'delivery' of the citizenship 

curriculum is a debate - about what the 'active' in 'active citizenship' actually means. Does an 

active and participatory approach encourage active citizenship and are the topics used in class 

meaningful to the children involved? Whilst the pedagogical approach to citizenship education 

in both jurisdictions is considered progressive, citizenship in Ireland, as discussed in Chapter 

Five, tends to be conservative, passive, back-ward looking, and located in a liberal 

understanding of rights and responsibilities, arguably weighted on the responsibilities side. 

Once the policy and curricular aims have been delivered with active and participatory approach 

- how do children actually understand themselves as citizens? The next section examines how 

children conceptualise citizenship as part of citizenship education.

6.6 Active Citizenship - The Child's Perspective

Whilst active citizenship is a strong aim throughout the citizenship education policy and echoed

by adults in the North and South of Ireland, the students interviewed however were not

inclined to be actively engaged in the types of conceptualisations presented in citizenship

educations classes. Although there are nuances in students' relationships toward active

citizenship in both schools, the students indicated clearly that they were disinterested in the
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version presented by teachers on behalf of the citizenship education curriculum. A few of the 

statements from the focus groups in both schools are presented below to illustrate these 

sentiments:

"Who cares about the environment? All them economists will take care of it all 
anyway.... All we have to do is get rid of all the rubbish and then we can build more 
houses. I don't see the point - were not gonna be around anyway." (Student, Buttercup 
College)

"I don't know that there is that much we can do as young people, till we get older, until 
we have our own children, and more responsibilities." (Student, Dandelion High School)

These quotes are very common to what children in both schools said when asked about the 

contributions they can make to their society. The children's dis-engagement is palpable in 

these statements, as they appear not to be able to connect these issues to their own lives.

Youth disengagement in the civil and civic arena is not a new phenomenon (Kimberlee 2002; 

Kerr et al 2002; Henn et al., 2005; Coleman et al., 2008). In fact, youth alienation and political 

disengagement were some of the motivating factors for developing the citizenship education 

curriculum in England. Kerr, McCarthy and Smith (2002) speak about this trend:

"Perhaps the most pressing factor in the development of Citizenship Education in 
England is as a response to signs of alienation and cynicism among young people 
about civil and public life and participation, leading to their potential 
disconnection and disengagement in what has been termed a 'democratic deficit1.
It is this factor, above all others, which has led to calls across countries, including 
England, for a review of citizenship or civic education."(Kerr, McCarthy, Smith,2002).

Whilst Kerr et al. (2002), use the words 'alienation' and 'cynicism', to describe youth in England, 

these sentiments resonate strongly with how children interviewed in this research in Ireland 

feel toward mainstream politics.
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The various reactions from the students interviewed toward active citizenship raise questions 

regarding their perception of the authenticity of the adult desire for children to be active 

citizens as part of citizenship education. The version of 'active citizenship' promoted by the 

policy and curriculum might arguably marginalise other aspects of citizenship education. 

Therefore, this research suggests that the curricular version of 'active citizenship' may be at 

odds with children developing a critical, reflexive stance towards existing social and political 

structures. Further, this tension may lead to young 'citizens' feeling able and confident to 

challenge existing hierarchical structures within the democratic process, either at school or in 

the wider societal domain.

6.7 The Disconnect between the Adult and Child's conceptualisation of 
'Active Citizenship'

In seeking to understand this disconnect between the adults and children's understanding and 

motivation toward 'active citizenship', three general explanations were explored both with the 

Peer Advisory Groups (RAG's) and in the literature: an education- based rationale that places 

the primary responsibility within the conservative, exam-led culture of the school system, and 

second, a child-based rationale which locates the disconnect within children's priorities and 

their connection to mainstream politics. Finally a Politics - based rationale which locates the 

disconnect is the nature of mainstream politics that disregards children's voice because they 

have no influence in the polls.

6.7.1 The Education System -based disconnect

The Peer Advisory Group (PAG) provided important insight to the different reasons why

children were generally resistant to the version of active citizenship presented in their

citizenship education classes. The PAGs identified tension between the stated aspirations of

citizenship education and the school system in which the subject is embedded. According to the

PAGs, whatever the desire and skills of the teacher may be, the entire school system is locked

into a conservative and rigorous examination culture. Therefore, the PAGs suggested that the
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students interviewed did not necessarily experience citizenship education as orientated toward 

their development as active citizens; rather, it was orientated toward examinations.

The PAG perspective resonates strongly with what principals and teachers in both schools said 

about the challenges of delivering citizenship education. The Principal at Buttercup College 

articulated the tense relationship between citizenship education the examination culture:

"I think that the subject should be developed for the betterment of the students, but 
this would be difficult under the examination pressure, and the competition for time by 
each subject area. Each subject is fighting their own corner. I think CSPE is slightly more 
isolated. Even though it's examined, I think it can be trivialised." (Principal, Buttercup 
College)

This contradiction in the stated goals of citizenship education situated in an examination-led 

culture is echoed by the Curriculum Policy Advisor in Northern Ireland:

"Schools are so constrained by examinations. There is such a pressure to keep the 
status quo with regards to power and influence that is supported by this culture. If you 
look at the rhetoric that is coming out of schools about wanting active and participatory 
methods and then what is actually happening in schools, you'll see quite a difference. 
They talk about student's voice and empowering students. But having them sit down 
and do as your their is the predominant method for working with children." (Curriculum 
Policy Advisor, Nl)

These statements elucidate the themes identified by the PAGs in both schools. First, they 

reveal a common examination-led, conservative educational culture in both jurisdictions. 

Second, it could be argued that the culture of the education system severely weakens the 

reality of actualising the goal of promoting active and engaged citizens, as the time and support 

are clearly threatened by examinations and priority given to other high-profile subjects.

Further, an impasse is exposed; according to the PAGs, children are de-motivated because their 

citizenship education classes are taught according to examinations, yet it is argued that the 

subject is not taken seriously unless it examined.

Education that is primarily concerned with examinations and rote learning from a book also 

featured in the PAG discussions in Buttercup College in the Republic of Ireland. Below is an
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excerpt from the discussion that provides insights on the nature of education that adults claim 

is about building active citizens:

EW: In the focus group - students had a hard time envisioning themselves as active 
citizens. They can talk about the issues, but when it comes to actually getting involved - 
children were reluctant. Why do you think the focus group was reluctant?

Student in the PAG: Students have to think outside the box.

EW: How does that impact on students seeing themselves as active citizens?

Student in the PAG: Most students use books to think, nowadays. Even in CSPE. For 
our homework we have to use the books. Everything you need to know is already in the 
books. I just copy my homework - because the answers are already there.

This statement exposes a key contradiction between what the adults say about citizenship and 

the children's experience in the classroom (according to the PAG's). Due to the pressure 

exerted by the national examinations, citizenship education is more about reciting rote answers 

and scoring well on tests than developing the knowledge, skills and values for active citizenship.

In addition to the examination-led culture, the conservative nature of the school systems was 

also presented by the PAGs as an impediment to a more expansive understanding and 

experience of active citizenship. A former Curriculum Policy Advisor who was instrumental in 

developing the citizenship education curriculum in Northern Ireland believes that true active 

citizenship should make schools 'uncomfortable':

"Ideally I think that active citizenship should be something that schools are very 
uncomfortable with because it should be about questioning the status quo, questioning 
authority. It should be about a spirit of enterprise where you look at old problems and 
new problems and take challenging new approaches to resolve those issues. It's about 
keeping society moving on. I don't see it as being about solving the problems of the 
education system, or solving the problems of young people today, it's about keeping 
society about moving and being progressive and if it's not doing that then I think its 
failing in its most basic intention.

175



I think children need to have an understanding that's it's not enough just to live up to 
the expectations of your school, in terms of hard work, wear uniform properly or doing 
well in exams. I'd much prefer to see children really questioning, 'what is education 
doing for me?', 'Should I really go to university?' 'What I would like society to be like and 
how can I contribute to making that happening?'" (Former Curriculum Policy Advisor, Nl)

This extract from the interview provides a significant conceptual contribution to the discussion 

of active citizenship. The perspective of the former Curriculum Policy Advisor resonates with 

the resistance that children expressed to the form of active citizenship that was advocated in 

their classes. Further, this statement suggests that schools should be building critical capacity 

in children to question the status quo, and cultivate a 'spirit of enterprise' and the ability to 

problem solve. Whilst the policy and curriculum in both jurisdictions advocate skill 

development, and an inquiry-based pedagogical approach to citizenship education, there is a 

subtle weighting of the responsibilisation and 'duties' toward the state and other institutions, 

with no mention of encouraging critical action.

Exploring the educational culture in Ireland and Northern Ireland from the perspective of the 

former Curriculum Policy Advisor's statement above revealed an interesting perspective on why 

there was reluctance to cultivate genuine critical capacity within children. Fie continued:

"If you look at employers, they talk about importance of an enterprising spirit and 
creativity, but if you really listen to what they're asking for, it's the last thing they want. 
They want people to deliver what they're asked to deliver, and to do it efficiently ... 
good factory workers. Creativity is too risky, it potentially very expensive, and will over 
deliver with regards to what businesses want. Except for some industries, it's not really 
what they want." (Former Curriculum Policy Advisor, Nl)

This statement indicates a symbiotic relationship between the economy and education system

as clearly stated in the policy rationale for the revised curricula in Northern Ireland, and CSPE in

the Republic of Ireland. Flowever, at the heart of these tensions between the stated goals and

the tacit or hidden goals of these curricula is what the 'active' in 'active citizenship' actually

means. This research would suggest that children are clearly aware of the contradiction
176



embedded in citizenship education: the rhetoric of active citizenship in the constraining 

educational culture.

6.7.2 The Child-based Disconnect

One of the key motivations for the inclusion of citizenship education in the curricula throughout 

the UK was a concern regarding political apathy amongst young people (Kerr et al, 2002). For 

example, the primary driver for citizenship education in England (the 'Crick Report') focused 

heavily on the 'worrying levels of apathy, ignorance and cynicism about public life' (QCA 1998, p. 

8). Further, this concern about an evident lack of political engagement (civic, party political 

engagement) on the part of young people effectively connects to the 'moral panic' referenced 

as a motivation for citizenship education by Davies (2005). According to this logic, it could be 

argued that the rationale for citizenship education is, as Moore (2003 p. 5) suggests:

'if young people know more about the political systems within which they and others 

lives their lives, they will be more likely to be politically and socially 'active' in the sense 

of, for instance, exercising their right to vote or volunteer for community service.'

In other words, a deficit model is invoked where responsibility is located ultimately within the 

individual citizen, and the individual citizen must make accommodations to the socio-political 

system, rather than the system adapting and accommodating to become more 'meaningful' to 

those huge numbers of young citizens who are apparently turning their backs on it (Moore, 

2003).

Two rationales exploring the disconnect between the curriculum policy aims and children's 

experience of citizenship education are discussed below. First, particular characteristics of 

'youth lifestyles' are discussed in relation to how they impact on children's active involvement 

with the civic and civil citizenship, before exploring a rationale for their disengagement due to 

politicians not listening to their ideas and concerns.
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Youth Lifestyles

In this research, democracy and politics, defined in Chapter Three as a vertical engagement in 

political processes, came up routinely as the least popular area for young people to learn about 

in citizenship education and be actively involved in. A statement is presented below that was 

very typical of how young people interviewed for this research responded to issues of local and 

national politics. One student commented:

"I think citizenship is about democracy, and voting in local elections. But normally when 
you're our age, you don't really care. You can see it on the news and you don't know 
what they are going on about." (Student, Dandelion High School)

Whilst this statement came from a student in Northern Ireland, according to Kimberlee (2002) 

and Henn et al., (2005) and Loeb (2010) this statement is indicative of youth disengagement 

across the UK. Both Kimberlee (2002) and Henn et al., (2005) propose various explanations for 

this trend of youth disengagement from mainstream politics. One such explanation is the 

'youth focused' or resonates with a 'lifecycle' rationale (Parry et al. 1992; Verba and Nie 1972) 

which suggests that young people are politically apathetic as a consequence of their 

developmental stage and individual lifestyles where civic and civil engagement is not a priority 

for them. Children's particular lifestyles include their psychosocial development stage (Muus, 

1996), lack of mobility, lack of long-term attachments to communities and pragmatically, an 

absence of patterns of electoral registration and voting (Kimberlee 2002, p. 87). This 

explanation can provide a sense of motivation behind the above statement, 'normally when 

you're our age, you don't really care' (Student, Dandelion High School).

As explained in Chapter Four, the Peer Advisory Group (PAG) was consulted in each research 

school to provide a child's interpretation of the different understandings and experiences that 

emerged from children in the focus groups. One interpretation provided by the Peer Advisory 

Group around youth disengagement in local, national, or global issues could be considered 

youth centred. The first idea proposed by the PAG's was the increasing preoccupation with 

computers, T.V.'s and social media:
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"They probably can't be bothered - Facebook, bebo, myspace, play station takes up all 
the time." (A member of the PAG, Buttercup College)

This interpretation resonates, to some extent, with many young people in Western countries, 

where television, social networking, and fascination with celebrity lifestyles dominates popular 

culture (Ginwright and James, 2003). Whilst arguments have been made about the impact 

social media can have on engaging young people in social issues (Ginwright and James, 2003), 

there is further evidence to suggest that young people registering online interest does not 

necessarily connect to social action (Norris, 2003).

Other explanations that the PAG's provided for youth dis-interest in active citizenship is a 

general self-consciousness for drawing attention to one's self, resonating with Muus's (1996) 

theories of adolescent's egocentric (thus self-conscious) psychosocial stage:

A student in the PAG: People don't give their opinions, because they are afraid of what 
other people will think and say.

EW: So your peers do not want to be put on the spot? Or to put themselves out there?

A student in the PAG: They don't want to be embarrassed if they say the wrong thing.
If you say something out of the ordinary, then people will remember that and always 
slag you. People won't let you forget it if you do.

These sentiments were echoed by the PAG in Northern Ireland, as illustrated by this except 

from the PAG discussion:

EW: Why are young people your age disinclined to get involved with issues that are 

meaningful for them?

A student in the PAG: It's not cool and they probably don't want to draw attention to 
themselves.
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These statements draw attention to the similarities of these explanations from both case 

studies, perhaps suggesting a larger trend in youth culture. It would seem that all of the young 

people interviewed experienced some personal de-motivation around active citizenship 

because of competing priorities (social media) and a general self-consciousness that is 

associated with taking action on issues that are meaningful for young people.

Children's voices are not heard

A notable statement from a student at Buttercup College indicates another popular reason for 

youth disengagement from local and national politics - that young people's voices are not heard 

in 'mainstream' or civic politics (see featured in Chapter Three). This excerpt from a focus 

group interview illustrated this point:

Student: I'm not really interested into politics. I think it's boring. Why would you follow 
it? If you have something to say, they won't listen. They are experienced - they know 
what they're doing. Most adults would pay attention to politics - but not kids. They 
don't listen to us. They just talk and say nothing.

EW: Do politics affect you?

Student: No, not really.

This sentiment that politicians would not listen to the concerns of young people was a common

response from children interviewed, and featured as a strong rationale for a lack of

engagement in local and national politics. This echoes research by Henn et al. (2005) that

young people do not feel that meaningful opportunities exist for them to influence the political

scene. Indeed, young people in Henn et al.'s (2005, p. 566) research believe that,

"The government does not treat them fairly, is deaf to their concerns and generally 
unresponsive; consequently, trying to actively engage with and influence government is 
perceived to be a waste of time."

Furthermore, Kimberlee (2002) offers a 'politics focused' explanation for why young people feel 

that their concerns and ideas fall on deaf ears. This explanation is centred on the premise that 

the political system fails to provide the stimuli necessary to encourage young people to get
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involved in local and national politics (Kimberlee, 2002). According to Kimberlee (2002), political 

parties and professional politicians are adopting increasingly market -led campaign methods 

which focus on key groups of voters whose support is most likely to yield maximum electoral 

dividends - these groups often do not include young people. As a consequence, the 

campaigning strategies adopted by political parties tend to be geared more towards middle- 

aged, middle- income voters (Kimberlee, 2002). The 'politics focused' explanation provides an 

alternative perspective that is not centred on the youth's responsibilities, rather it points to a 

political culture which strategically disregards children's voices. Moreover, Kimberlee's 'politics 

focused' explanation for youth disengagement resonates with what Fearon et al. (1997, p. 24) 

found in the Northern Irish context, specifically, that young people in Northern Ireland feel 

'alienated from political parties and politicians, but not from politics.'

Another explanation for feeling alienated from mainstream politics provided by the focus

groups in the North and South of Ireland was cynicism.

"Parliament and stuff.... I'm not really interested in it. I guess politicians are doing their 
job, but they are also doing stuff that they shouldn't be doing. It's good to know about 
it, but it's not my favourite part..." (Student, Dandelion High School)

"Politics is only about money, and I don't have any" (Student, Buttercup College)

Whilst these statements echo a general lack of interest, it locates their lack of interest in a

cynical orientation toward politics. Cynicism came up periodically as a rationale for political

disengagement, which is unsurprising as it is a prevalent sentiment toward most governments

around the world. As Loeb (2010, p. 9) writes:

"Holding leaders to account, and scepticism about national institutions is healthy, but it 
also has a downside. Indeed too many people believe that deception is the defining 
characteristic of political life, and we take for granted that wealthy and powerful 
interests will always buy and sell politicians. By assuming that the public realm will 
inevitably be debased in this way, thus conceding defeat before engaging in the battle, 
we risk passing on a world that's meaner, more polarised, more desperate, and 
unquestionably more corrupt."

181



Whilst this statement is meant to incite people into action in spite of cynicism surrounding 

politics, it serves as an alternative perspective of what may, in part, be impacting on young 

citizen's motivation to be actively involved in local and national politics.

At first glance, the disconnect between the way 'active citizenship' is presented in citizenship 

education and the general dis-interest expressed by children in this research may paint a bleak 

picture. However, over the course of two years spent working with research participants 

eliciting their concerns and modes of enacting citizenship; several local, national and global 

concerns emerged offering several points that can be used to incite children into active 

citizenship. The next section explores the various concerns voiced by children who took part in 

this research.

6.8 Children's Concerns as Young Citizens

Whilst the data collected from children would suggest a general disinterest and lack of action 

around issues in their local, national and global contexts, the children interviewed did express a 

range of concerns as young citizens. This expression of concerns is actually not surprising 

according to earlier research conducted in Northern Ireland where children expressed a 

motivation for learning, '...what is related to their lives now and in the future,' including 

'opportunities to explore real life problems, and to apply and transfer knowledge and 

understanding from one situation to another' (Harland et al. 2002, p. 32).

Whilst these findings resonated with how children interviewed for this research articulated 

their citizenly concerns, interestingly, there was still an inability to translate these concerns into 

action. Focus groups in both jurisdictions were asked, 'What are your biggest concerns as 

young citizens? What are the biggest issues facing you?' children in both schools named a 

variety of issues that spanned the local, national and global spectrum. These views were elicited 

using an interactive group exercise with the focus groups, generating lists and illustrations of 

issues and concerns facing young people in both schools. Listed below are the most prevalent 

concerns from both research schools:
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Local Concerns:

School, education, choosing your issues (Student, Buttercup College)

Theft and Vandalism - bikes are always getting stolen (Student, Dandelion High School)

Drugs - they should make some drugs legal. Crime will go down if some substances are legal 
(Student, Buttercup College)

National Concerns:

Jobs, economic recession (Student, Dandelion High School)

The conflict between the Catholics and the Protestants (Student, Dandelion High School)

Laws, getting visas, immigration (Student, Buttercup College)

Recession, employment, economy, jobs - shops and all might close down because of recession 
(Student, Buttercup College)

Global Concerns:

Discrimination and racism (Student, Dandelion High School)

Sometimes sexism as well (Student, Dandelion High School)

Ageism, as a young person who is trying to make a difference (Student, Dandelion High School)

Recycle. Our waste is bad. The environment is the biggest. Pollution and the Amazon rain 
forest (Student, Buttercup College)

Global warming is the biggest issue - It will be our responsibility to fix it (Student, Buttercup 
College)

Some are poor, some are rich - favellas [Ghettos] (Student, Buttercup College)

Over population (Student, Buttercup College)

The local, national and global concerns voiced by the children suggest some interesting 

similarities and differences in the way they conceptualise and implement citizenship and the
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general orientation of citizenship education in both jurisdictions. First, some of these concerns 

resonate with the 'alternative value' explanation that whilst young people may reject 

conventional party politics, they tend to prioritise single-issue campaigns and new social 

movements (Inglehart 1990, Dalton 1996). Where children interviewed did show interest in 

issues, they tended to be single issues that were not connected conventionally to mainstream 

political parties. Second, globally orientated concerns expressed by students in the North and 

South of Ireland were similar, of which, environmental concerns and economic recession 

featured prominently.

As illustrated above, most children interviewed tended to consider global issues, and the 

'plight' of others; which suggests that they are orientated toward cosmopolitanism 

conceptualisations of citizenship in addition to thier national, or communitarianism orientations 

(discussed in Chapter Two). This claim can be substantiated by children's general assertion 

that the plights of those people who are hit by natural disaster or disease in other countries are 

as important as those people suffering in Ireland or Northern Ireland. As part of the 

partcicipatory reserach methodologies employed (described in Chapter Four), children were 

asked to discuss their opinions on the following statement by physically loacting themselves 

along a spectrum of 'agree' to disagree'; 'The people who lost their homes in the Pakistani 

floods are just as important as those hungry people in Dublin'. The following is an except from 

this debate in the focus groups in Buttercup College:

"The people in Pakistan are suffering more... their lives are devastated. I think the 
Pakistani people are more important. But I don't think the homeless people in Ireland 
are taken care of either. I think that the Irish are more inclined to help those outside - 
there are campaigns to help poor people." (Student, Buttercup College)

This statement provides an example of cosmopolitan, global empathy. This student shares his 

perception on Ireland's international aid efforts compared to the responses to homeless people, 

which according to this student, are not taken care of either.

184



Interesting differences between the research groups in the North and South of Ireland were 

revealed when the children were asked about thier citizenly concerns. First, there was a 

broader range of concerns articlated by the children in Buttercup College in the Republic of 

Ireland; ranging from their own education to climate change. Also, because the school is 

located in an asylum seekers and refugee catchment area, and the focus group had high 

percentage of new-comer students, specific concerns such as 'laws, getting visas, immigration' 

(Student, Buttercup College) came up frequently as a reflection of concerns in their community. 

Within Dandelion High School in Northern Ireland, the focus group suggested more relational 

concerns such as racism, ageism and sectarianism. This is reflective of the relational emphasis 

in the Northern Ireland curriculum which has roots in the Education for Mutual Understanding 

initiative (discussed in Chapter Five). Sectarianism and religious difference features 

prominently in how Principals, teachers and students talk about citizenship and diversity in 

Northern Ireland. Therfore, it was unsurprising that students at Dandelion High School were 

generally quite articulate around relational concerns and issues. This will be featured in the 

next chapter discussing responses to multiculturalism.

This section represents some of the local, national and global concerns elicited from those 

children interviewed as part of this research. However, explored throughout this chapter, there 

was a reluctance and lack of confidence to translate this concern in to action. Yet, 'reluctance' 

does not accurately describe all students' orientation toward active citizenship. Therefore an 

excerpt from a focus group interview is presented below, where one student described her 

actions to help save the environment:

EW: What are your biggest concerns as young citizens? What are the biggest issues 
facing you?

Student, Buttercup College: The environment is my biggest issue. I'm weird.... It's my
thing. My family is not into it...

EW: Do you take any action to help save the environment?

Student, Buttercup College: I'm the only one who does the recycling in my family. I'm 
the worst. I always pick up people's trash. Or I make them pick it up.
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According to this student, active citizenship and being passionate about the environment is 

'weird', and therefore she devalues it by claiming she is the 'worst'. Furthermore, even though 

this was one of the rare interviews where a student articulated the way in which she enacted 

citizenship, there is an obvious lack of confidence around her beliefs and actions, illustrated by 

the way she describes herself. Therefore, it could arguably concluded that whilst students do 

have local, national, and global concerns, there are a variety of reasons that may be hindering 

their ability and willingness to act upon these. Therefore, ideas about bridging this gap 

between citizenly concerns and action are discussed at the end of this chapter. However, the 

next section examines a variety of other noteworthy conceptualisations of citizenship, beyond 

'active citizenship' that offer opportunities to adults and children alike to engage actively in 

issues meaningful for them.

6.9 Beyond Active Citizenship - other conceptual connections with citizenship

The Curriculum Policy Advisors, principals, teachers and students interviewed for this research 

discussed other understandings and interpretations of citizenship beyond 'active citizenship'. 

Whilst 'active citizenship' was the primary conceptualisation, illustrated throughout this 

chapter, a broader range of conceptualisations did emerge, which included 'human rights', 

'global interdependence' and ' citizenship as charity' correlating with the concepts introduced 

in Chapter Two and Three.

There was, however, a noted lack of emphasis around politics, democracy and local governance 

in their interpretations of citizenship, which is mirrored in the children's general dislike for the 

topics, as discussed earlier.
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6.9.1 Human Rights and Citizenship

'Human rights' emerged frequently is responses from both for adults and children as a 

prominent conceptualisation of citizenship as part of citizenship education. For example, when 

the teacher at Dandelion High School was asked what citizenship meant to her, as part of her 

response she stated:

"Human Rights are the most important part of citizenship for me. Let's be honest, this is 
something we hear on the news on a daily basis and the kids need to be familiar with 
this terminology. If we don't teach them Human Rights in school, then they're not 
gonna know." (Teacher, Dandelion High School)

While the teacher acknowledges a role for human rights in understanding citizenship, the fact 

that the she moved so swiftly into a discussion of the need to 'teach' about human rights 

indicates that in effect she is talking about the role of human rights as a component of 

citizenship education, rather than speaking about the conceptual relationship between human 

rights and citizenship. The teacher's motivation to teach human rights appears to be based on 

the need to support children in engaging with issues arising in the media as part of their general 

political literacy, rather than engaging more deeply with concepts.

Whilst human rights came up in both schools, it was more frequent in the Northern Irish 

context. This is not surprising when looking at the Northern Irish citizenship education 

curriculum where human rights establish the foundation for all of the other themes (see 

Chapter Five). In the absence of an agreed upon national identity in Northern Ireland, the 

'globally accepted values base' of Human Rights was used to underpin the revised curriculum in 

citizenship education (CCEA, 2007). 'Human rights' as a foundation for citizenship and 

citizenship education were primarily referenced by adults in both jurisdictions.

Interestingly, rather than referencing the UDHR, and rights being about the relationship 

between duty bearers and rights holders, teachers and children interviewed for this research
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generally spoke of human rights issues such as 'Gay Rights', 'Children's Rights', and 'Women's 

Rights'. However, these human rights issues were the most inspiring aspects of 'active 

citizenship' that the children interviewed in both schools referenced.

For example, in a focus group interview in Dandelion High School, one student described how 

she internalised human rights as her conceptualisation of citizenship:

"I'm a person that has rights, no matter what nationality, no matter what language I 
speak, skin colour, no matter where I am. I have my rights. Everyone is a citizen no 
matter where you are - we are all equal. But equality is not always simple and there are 
inequalities in the world. But were not all the same and that's good - there are 
differences but everyone deserves the same rights. "(Student, Dandelion High School)

Notably this child was from Lithuania and has been in Northern Ireland for four years. One 

unsurprising trend to emerge (as noted in Chapter Five) was that children who were from other 

countries tended to be more aware of cosmopolitan citizenship, themselves as citizens, and 

global issues.

Relating this quote to the 'Typology of Citizenship Involvement' (Banks, 2008) presented in 

Chapter Three, this statement would be situated further along the spectrum towards 

'transformative citizenship' indicating a more thorough sense of identity as a citizen, especially 

with a reference toward universal rights. This student's understanding of herself as a citizen 

strongly resonates with the cosmopolitan perspective on citizenship linked to universal human 

rights argued for by Banks (2008) and Osier (2005) (discussed in Chapter Two). In particular it 

aligns with Osier's (2005, p. 23) description below:

"Cosmopolitan citizenship in a liberal democracy is not an alternative to national 
citizenship. It is a way of being a citizen at any level; local, national, regional, or global.
It is based on feelings of solidarity with fellow human beings wherever they are 
situated."

Whilst this excerpt from the student reveals a more sophisticated understanding of citizenship, 

this was the exception to the majority of children interviewed. Therefore, whilst Banks and
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Osier espouse ambitious citizenly ideals about how children can be connected and engaged at 

local, national and global level, this research suggests their perspectives may be more 

aspi rational than relaying a realistic perspective of children's understandings of citizenship.

6.9.2 Global Interdependence

In the Republic of Ireland, the global dimension of citizenship or global interdependence 

emerged as a key theme, as illustrated by this comment from a teacher in the South of Ireland:

"My own personal understanding of citizenship has changed towards considering so 
many more issues, people, and perspectives around the world. In the past, I would 
have just skimmed across the top of - but now I know much more about what is 
happening in the world. Poverty, climate change, child soldiers - like those sorts of 
things have changed me since I have taught it." (Teacher, Buttercup College)

This perspective is noteworthy for two reasons: first, it emphasises the global orientation of 

the curriculum in the Republic of Ireland, and further, it illustrates the teacher's orientation 

toward the subject. The Civic Social Political Education (CSPE) curriculum in the Republic of 

Ireland holds 'Ireland and the World' as one of its primary learning objectives where 

Interdependence, The European Union, and issues of Development are the primary focal points. 

Whilst global citizenship and global interdependence were common topics in both jurisdictions, 

it was more frequently referenced at Dandelion High School than in the Republic of Ireland 

suggesting a more cosmopolitan orientation of the curriculum and thus citizenship education as 

compared to Northern Ireland. This global orientation may have been underpinned by the 

focus group in the Republic of Ireland, as it consisted of 50% newcomer students from several 

different countries including Nigeria, Romania and Portugal. A second point that is noteworthy 

is that this was the only adult interviewed that internalised citizenship in this way, remarking on 

how CSPE has changed her perspective on global issues.
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6.9.3 Citizenship as Charity

Another theme that emerged around citizenship in both jurisdictions was, 'citizenship as 

charity', strongly resonating with a communitarian orientation toward citizenship. This 

response came up frequently when research participants were asked about characteristics of a 

citizen and what a citizen does. For example, when students were asked about characteristics 

of good citizens, a typical statement was:

'Raising money for charity, and being caring, kind and supportive.' (Student, Dandelion 

High School)

At Buttercup College, in the Republic of Ireland, the focus group responded similarly:

''There are charities out there for people in poorer countries that we can get involved 
with; you can take part in walks, fundraisers, you can raise money for people who have 
been affected by natural disasters." (Student, Buttercup College)

This is not necessarily surprising as it could be argued that the only experience students have of 

citizenship is fundraising for some school elected cause, illustrated by the list of chosen 

charities displayed on the wall in Buttercup College, and on the website of Dandelion High 

School. Further charity work is a tangible and interesting way to connect the curriculum to 

what students are doing in school.

Finally, 'citizenship as charity' points to a larger tension revealed in this research - around the 

archetype citizen preferenced in both curricula: the responsible and obedient citizens seeking 

to be of service to others rather than one who is aware of their rights and holding institutions 

to account.

Whilst children did articulate concerns in their local, national and global contexts, and express a 

range of conceptualisations for citizenship, as alluded to earlier, a gap arguably exists between 

the aspirations the adults have for children and the actual experience children have of 

citizenship education.
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6.10 PAGs' interpretation of children's responses to citizenship: bridging the 

gap between concern and action

As noted above, children were able to discuss their concerns as young citizens, however there 

was a general reluctance to get involved and a lack of confidence to translate this concern in to 

action. Therefore, when the PAGs were asked to interpret the data arising from their peers and 

to suggest an ideal citizenship education class based on the data, three general themes 

emerged. First, the PAGs suggested that their peers want to learn concepts, definitions, and a 

language to understand and explore citizenship in the global era. Second, children in both 

jurisdictions were attracted to issues of rights; children's rights, animal rights, and gay rights, 

for example. Finally, the PAGs had a distinct take on the pedagogical approach required for 

effective education about citizenship.

6.10.1 Concepts

A surprising response in both jurisdictions around what children may want in their citizenship 

education class was greater engagement with concepts, language, and definitions for 

citizenship in the global era. This relates to the rationale one member of the PAG suggested for 

a lack of active citizenship:

'They [children] have not got the knowledge, they are not taught enough. They should 
know more of the perspectives and issues around citizenship.' (Student in the PAG, 
Buttercup College)

When asked how the PAG would address this lack of knowledge on the perspectives and issues 

around citizenship, they responded with the following suggestions:

"I would make sure that they understood all of the concepts of citizenship... We want 
more definitions, more understanding about the different parts of citizenship.

I think citizenship should be taught three times a week, with lots of books and resources 
about rights." (Student in the PAG, Buttercup College)
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This same desire for a language, concepts and definitions also came across in the Dandelion 

High School PAG's interpretation of the research findings:

"I think citizenship should be taught in a better way, where students actually know what 
citizenship is and how they can actually act on it." (Student in the PAG, Dandelion High 
School)

These responses provide a clear message about what these children want in order to 

conceptualise and implement citizenship in the global era. Primarily they want to have a broad 

language to explore and integrate these issues. According to the PAGs, there needs to be more 

emphasis on vocabulary, definitions and understanding of concepts. However, given the 

discussion above in relation to teachers' understanding of these concepts and the arguable 

superficial engagement with them, there is a clear need to support teachers in providing this 

type of citizenship education. These issues are attended to in the conclusion of this thesis.

6.10.2 Rights

As noted above, a rights based discourse featured prominently in what children connected to in 

their citizenship education class, illustrated by the statement below:

"Gay Rights, Human Rights, Children's Rights are very popular-these are expanded 
more in TV, media and social media.... Media has a big impact on what matters to 
children." (Student in the PAG, Dandelion High School)

According to this quote, a member from the PAG in Dandelion High School states clearly that 

'rights' are popular concepts amongst their peers. Further this quote indicates that TV, media, 

and social media are influential in what children think about, mirroring the comment from the 

teacher above in relation to the children's need to understand human rights terminology.

The PAG in Northern Ireland provided a rationale for teenagers' attraction to rights:

"Teenagers just want to push into life and want to do things their own way, and we 
want to be our own person, so when people push it on us, and tell us how to be an
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active citizen in their way, we resist against it. We want people to see issues from our 
perspectives... I think that teachers have no idea about teenage life, we want them to 
hear our voices and respect our rights. We want to be heard, we want to be seen... so 
we know what other people are going through. We want to help others be seen and be 
heard." (Student in the PAG, Dandelion High School)

This statement provides rich insight toward teenagers' interaction with active citizenship and 

the specific attraction to 'rights'. The student expressed frustration at not being heard or seen 

and therefore felt empathy toward 'what other people are going through'. This emotional 

language and the desire to know how people feel - how notions of citizenship translate into 

emotions and feelings came up as a key suggestion from both PAG's as a way that will help 

connect students to local, national and global issues. This research suggests that locating 

concepts either in their own experience and feelings or those of someone else helps children to 

internalise conceptualisations of citizenship that is complementary to the general inward

looking, sense-making psychosocial development stage of adolescents (Muus, 1996).

Whilst a student in the Dandelion High School PAG thought that teachers, 'have no idea about 

teenage life', an interview with a CSPE teacher at Buttercup College demonstrated her 

awareness of the attraction her class had to the rights-based discourse:

Teacher: That class in particular had a huge interest in human rights, and we spent 
weeks on it and they absolutely loved it, whether it was reading different case study 
examples, to looking at things from Amnesty International and different video clips.
Then we looked at different examples of human rights that were affected locally, and 
then we looked at newspapers, and then in the computer lab we looked at examples 
internationally. So we took it from the classroom setting to look at human rights in 
different places in the world.

EW: Why do kids like rights stuff?

Teacher: I think the human rights aspects, for some of them, they could relate to it more; 
because of the makeup of the class... it's something that younger generations can see 
more in society. Where it's things like democracy, I think would make more sense at the 
senior cycle because they're coming up to voting age." (CSPE Teacher, Buttercup 
College)
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This quote indicates that this CSPE teacher is in tune with how children are responding to 

different aspects of citizenship, and uses the flexibility of the curriculum to spend more time on 

topics to which children are responding. Further, she states a similar rationale to the children 

in the Northern Irish PAG as to why children relate to a rights-based discourse: these are topics 

to which they can relate.

6.10.3 Critical Citizenship

As noted in Chapter Four, the PAGs were involved in interpreting the emerging themes from 

the data collated from interviews with their peers. In order to support the PAGs in their 

interpretation a range of capacity building exercises were used (see Appendix 5 and Appendix 

8). One of these exercises proved very useful in gaining deeper insight into how the young 

people were engaging with a range of theoretical perspectives on citizenship. The PAGs were 

presented with a range of pictures depicting different examples of active citizenship. For 

example pictures of passports and voting were used to depict 'Legal Citizenship', images of the 

'Occupy' protests to depict 'Critical, Anti-state' perspective.

At first, the children in the PAGs were reluctant to acknowledge the critical perspectives 

presented to them, responding as follows:

"Yeah, children our age don't really get it. It hasn't really been introduced to us. I mean 
were not really going through the economic hardship... so we don't really care what the 
state is doing." (Student in the PAG, Dandelion High School)

"I'm not really a protester." (Student in the PAG, Buttercup College)

This suggests that children are not being introduced to critical perspectives on citizenship in 

class, again unsurprising given the discussion on teachers' perspectives above. The PAGs were 

adamant that their peers would not be interested in exploring this perspective. However, one 

student in the PAG suggested the following:
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"But students should be interested in the critical stuff... I mean the world is kinda falling 
apart with the trees being cut down and all. We all should be concerned about this ...I 
mean what about the generations after us? I don't think student's are really interested 
in the protesting against the rich and stuff. But students, that's important, because 
we're getting close to university age..." (Student in the PAG, Dandelion High School)

This statement is interesting because it relays a shifting comfort level with more critical 

concepts, and a burgeoning application of how this perspective may be applied to issues that 

matter to children (for example, university) which can further help them to conceptualise and 

implement notions of citizenship. The PAG's interaction with critical approaches to 

multiculturalism is featured in the next chapter.

6.10.4 Pedagogical approach

When asked to describe their ideal citizenship education, one area that PAGs commented on 

was pedagogy. According to the PAGs, children wanted to have the concepts of citizenship 

located in someone's story, or be able to locate them in their own experiences. Further, the 

PAGs suggested that children also wanted to interact with a broader range of media such as 

video, social networking, speakers, pictures, and interviews. Beyond media, children also 

wanted to learn in a variety of contexts outside of the school environment to experience and 

integrate notions of citizenship.

Using story telling as a medium for teaching and learning is a prominent feature of the Critical 

Race Theory (Ladson- Billings, 2000) because it offers the platform to see distinctions and 

nuances in the 'universal' narrative, and this suggestion surfaces again in the next chapter 

looking at responses to multiculturalism. However, with regards to citizenship, the PAG at 

Buttercup College commented:

"It's helpful to have outside speakers come into the classroom, student's also like to 
hear people's stories, whether it's from a person or on the TV. They like to see other 
young people doing things in their community - It helps to make sense of citizenship." 
(Student in the PAG, Buttercup College)

195



Again, personal stories, and seeing concepts located in people's lives and witnessing their 

emotional response to them, seem to resonate strongly with children. It could be suggested 

that children's attraction to other's stories connects to the 'lifecycles' rationale for children's 

approach to citizenship, in that their psychosocial stage tends to be egocentric with a 

fluctuating sense of who they are (Kimberlee 2002, Muus 1996).

Not surprisingly, children preferred a variety of media and environments to learn about notions 

of citizenship. Whilst it was unsurprising that children responded to televised or digital media, it 

was surprising that the main reason cited for this preference was celebrities:

"Celebrities are very influential to how students see things; it's not only about our 
family's opinions and community's opinions... I mean children watch TV all day, their life 
is celebrities. Everything they see, they have an opinion about. It's so influential...

They're idols and if they do something then everyone looks up to them and say. 'I'd love 
to that as well. I'd love to help them as well', they are the people children see every day 
on the TV and on the internet.

I like to see people like Angelina Jolie, who has a lot of money, who helps people in the 
third world... Literally there are people who are dicing every day, and celebrities doing 
something about it." (Student in the PAG, Dandelion High School)

According the PAG in Dandelion High School, celebrities and popular media have a significant 

influence on children. The statement above provides a strong rationale for citizenship 

education to use the philanthropic work done by celebrities as examples of active citizenship 

whilst simultaneously building a more critical lens through which to view popular media within 

children.

Finally, PAGs in both schools spoke about significant learning experiences in their formal 

education that took place outside of the school environment, and suggested it as a good way to 

help their peers understand notions of citizenship. A student from the PAG at Dandelion High 

School states:
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"For art class last year, we went to a retirement home and painted Christmas 
decorations on the windows. I'll never forget how nice it was to do something as a class 
to give back to our community. We could really see how happy it made the older 
people to have us around painting their windows." (Student in the PAG, Dandelion High 
School)

This was one of many examples cited in both schools about the impact learning outside of the 

classroom made on students, therefore, PAGs in both schools recommended that citizenship 

education should be experienced as much as possible within the community.

6.11 Conclusion

As explored throughout this chapter 'active citizenship', came up consistently as the primary 

interpretation and goal of citizenship education amongst the curriculum policy advisors, 

principals, and teachers. However, children interviewed in the two case study schools indicated 

strong opinions of disinterest and disempowerment around the version of citizenship that 

teachers were presenting to them. Interpretations of these findings from the literature and 

Peer Advisory Groups provide interesting explanations for this disconnect.

First, a tension was described between the progressive aims of citizenship education and the 

conservative, examination - centred education system. The educational culture in both 

jurisdictions can be generally situated in the dominant-performance curricula orientation - 

whereby education becomes the mechanism to mold children into the current, conservative 

prototype. The PAG's provided interesting insights to how children resisted the educational 

culture that preferenced performance on national examinations rather than developing the 

knowledge, skills and values for active citizenship. It is therefore not surprising that there is 

resistance from children toward political and social action in a system that is geared toward 

reproduction and stability rather than change.

Other theoretical explanations put forth around youth disengagement were 'youth focused', 

(Parry et al., 1992, Verba and Nie 1972) which suggested that young people are politically 

apathetic because of their psychosocial development stage (Muus, 1996), lack of mobility, lack 

of long-term attachments to communities and pragmatically, an absence of patterns of
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electoral registration and voting (Kimberlee 2002, p. 87). This 'youth Focused' rationale was 

conferred by the Peer Advisory Groups which included: competing priorities (ie. social media) 

and a general self-consciousness that is associated with taking action on issues that are 

meaningful for young people. This general disengagement and disempowerment around local, 

national and global citizenship amongst youth interviewed provides a fascinating backdrop for 

the fact that these students do have concerns as citizens that range from climate change to 

racism in their schools in neighborhood. With two variations of a relatively future and action 

orientated curricula, apparently enthusiastic principals, and teachers - this chapter sought 

provide some insights to why students had weak identifications as citizens and were 

unmotivated, and unequipped to be active citizens in the local, national and global contexts.

Therefore, how authentic is the desire for children to be active citizens? Does the version of 

'active citizenship' promoted by the curriculum, education policy advisors actually marginalise 

the development of a critical, reflexive, proactive stance towards existing social and political 

arrangements that enable children to impact on issues that are important to them such as, 

'Recession, employment, economy, jobs'(Student, Buttercup College) and 'the environment, 

Pollution and the Amazon rain forest' (Student, Buttercup College)? This research inevitably 

raises questions about the nature of 'active', not least because this term will bear directly on 

our understanding of children's conceptualisation of 'citizenship' and their motivation for being 

an 'active citizen'. If an 'active' citizen is viewed predominantly as who engaging in community 

work and/ or regularly exercises their political rights within the current democratic system, 

then an understandable conclusion is that there is much apathy around. If on the other hand, 

active citizens are viewed as those who are both able and willing to contribute to issues that are 

important to them, then we may discover causes other than apathy for the reluctance to 

engage in active citizenship.

As noted in Chapter Three, 'active citizenship' is the primary aim in most citizenship education 

curricula in the developed world. However, as citizenship is a complex notion and is 

contextually situated (in these cases, in emerging multicultural societies), there is a general 

ambiguity around how 'active citizenship' is conceptualised in citizenship education curricula in
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the global era. Whilst the words 'active citizenship' came up regularly in response to questions 

around how citizenship is conceptualised in the global era, both adults and children in both 

jurisdictions struggled to articulate what it meant and how it is actually enacted, indicating a 

need for a conceptual model that helps teachers and children describe active citizenship in 

emerging multicultural societies. The next chapter will present how adults and children in both 

research conceptualised multiculturalism in the global era.
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7 Multiculturalism: An Analysis

7.1 Introduction

As noted in Chapter Three, education systems around the world are being called upon to 

respond to increasing multiculturalism. The aim of this chapter is to present the ways in which 

the adults and children involved in this research conceptualised and implemented notions of 

multiculturalism in the context of the citizenship education. As will be discussed below there 

were more connections between how multiculturalism was conceptualised by the adults (that is 

the curriculum policy advisors, Principals and teachers) and the children involved in the 

research than there were disconnects, or disparities in the way in which adults and children 

conceptualise multiculturalism . As the analysis below will demonstrate this is due primarily to 

the observation that the overall theoretical orientation toward multiculturalism in policy and 

practice appears to be broadly 'liberal'. 'Liberal' in this sense, provides an umbrella term that 

three, closely aligned variations fit within; specifically the liberal, plural, and intercultural 

orientations as they all encompass the two central axioms of liberalism 'universality', and 

'unitarianism' (Kincheloe and Steinberg, 2001) (discussed in Chapter Two). Therefore, 

distinctions on this liberal interpretation surfaced in each jurisdiction. Specifically, in Dandelion 

High School the Vice Principal, teachers and children tended to orientate around the liberal 

notion that 'we are all the 'same", whereas research participants in the Buttercup College used 

a pluralist orientation focusing on the benefits of diversity.

Some interesting disconnects emerged in the data analysis. The most striking of these 

appeared between policy and practice in the Republic of Ireland. The citizenship education 

curriculum in the South does not mention diversity, discrimination, or racism; yet at the school 

level, there was an active and explicit approach to multiculturalism and racism, arguably due to 

the fact that diversity is an undeniable reality at Buttercup College. However, even though the 

children in both jurisdictions were engaging with issues of diversity and multiculturalism, the 

analysis presented below indicates that this engagement is conceptually narrow and lacking in 

depth. Similar to the children's desire for a clearer language, concepts and definitions of
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citizenship discussed in the previous chapter; the analysis below will demonstrate that the 

children also wanted a broader and deeper language to discuss notions of multiculturalism. 

Further, children in both jurisdictions (although more prominently in the North) wanted more 

opportunity to interact with concepts of multiculturalism, specifically racism. This included 

more opportunity to explore controversial issues, such as discrimination and racism, in the 

context of citizenship education. Explored further below, children are dealing with the 

struggles and challenges that are inevitable in a diverse and multicultural society, yet the 

citizenship education curriculum in both jurisdictions, interpreted by the Principal and teachers 

in each school, is arguably limited in responding to this due to the liberal discourse which 

appears to dominate it.

This chapter begins with an overview of two alternative conceptualisations of multiculturalism 

arising from the data analysis which sat outside the dominant liberal orientation held by most 

participants. Elicited primarily from adults, 'multiculturalism as a value', and 'multiculturalism 

as a skill' emerged as prominent themes. The remainder of the chapter then draws on the data 

to explore how the liberal interpretation of multiculturalism is articulated in curriculum policy, 

in school and classroom contexts, in the teachers' understandings of multiculturalism and 

finally in how children conceptualise issues of diversity. The chapter then explores children's 

critiques of how these issues are being addressed in the classroom before concluding (as in the 

previous chapter) with children's perspectives on how multiculturalism might be explored more 

effectively in their citizenship education classes.

7.2 Conceptualisations of Multiculturalism

As noted above, the dominant conceptualisation of multiculturalism emerging from the data 

resided squarely within a broadly liberal perspective. This will be discussed in greater detail 

later in the chapter. However two other interpretations emerged from the adults involved in 

the research: multiculturalism as a value and multiculturalism as a skill.

Mirroring the interview strategies used when examining 'citizenship' (discussed in Chapter Six),

adults involved in this research were asked, 'What does multiculturalism mean to you?' eliciting

limited responses. However, when asked 'How do you want children to understand
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multiculturalism as part of their citizenship education class?' the adults' responses were 

generally more fluent and expansive. This juxtaposition provides an interesting insight, as 

adults had trouble articulating how they conceptualised and implemented notions of 

multiculturalism yet were able to discuss how they wanted children to understand and interact 

with the diversity in their world.

7.2.1 Multiculturalism as a value

Some of the adults interviewed in both jurisdictions conceptualised multiculturalism as a 'value', 

and more specifically as 'respect for others'.

The Curriculum Policy Advisor in Northern Ireland provided a description of multiculturalism as 

a 'value' for children:

"You're trying to develop a value base within young people... not your value base, but 
help them to develop their own. I think that all of these issues evolve around the values 
we hold and how we actually treat and work with people. The respect that we have for 
people. And also that comfortability with themselves and other people... It's okay that I 
am different; it's okay if you're different. To have that confidence in their own identity.
I think that is something that we in Nl don't have. I think that Americans have a very 
confident sense in who they are. It is because if that legacy of conflict. People didn't 
want others to know if they were Catholic or Protestant or gay.... It's how you get young 
people to interact with their identity without fear. It's getting young people to feel 
proud of whom they are." (Curriculum Policy Advisor, Nl)

This comment provides various descriptions of multiculturalism as a value to be instilled within

children. First, the emphasis in this quote is on wanting to use the space within citizenship

education to help young people develop their own values. This idea of teachers taking on a

facilitative role to help students understand and relate to the main themes presented as part of

citizenship education is preferenced in the curricula, especially in the North where explicit

emphasis is placed on it being 'future orientated, and open ended' (Arlow, 2004). Secondly, the

idea of 'values' in this quote is located in children's ability to respect others from a place of

comfort with difference and with their own identity. Interestingly, she specifically names the

legacy of conflict and the residual fear that it left in the Northern Irish society as one reason

that individuality is de-emphasised. Therefore, the Curriculum Policy Advisor emphasises
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personal development and confidence building as the route to actualising 'multiculturalism' as 

a value, locating the responsibility of multiculturalism within the individual rather within 

societal structures.

The 'personal development' approach to multicultural values expressed by the Curriculum 

Policy Advisor in Northern Ireland contrasts to the orientation taken by the Principal at 

Buttercup College in the South of Ireland, where these values were described as 'mutual 

respect and responsibility'. He argues:

"I think that if it's treated properly, then important values around mutual respect and 
responsibility can be taken away from CSPE. And we hope there are some shared 
aspirations across the community that diversity contributes to a healthy democratic 
community." (Principal, Buttercup College)

This perspective emphasises 'responsibility' in addition to 'respect' which, according to the 

principal at Buttercup College, can be a positive way to establish key democratic values within 

the school and the larger community. This perspective is supported by Banks (2007) who 

maintains that citizenship education must instil the knowledge, attitudes and skills required to 

function in democratic communities. He states:

"Citizens in the new century need the knowledge, attitudes, and skills required to 
function in their ethnic and cultural communities and beyond their cultural borders, and 
to participate in the construction of a national civic culture that is a moral; and just 
community that embodies democratic ideals and values, such as those embodied in the 
Universal Declaration of Human Rights." (Banks 2007, p. 20)

Whilst both perspectives presented here maintain that multiculturalism is a value that can be 

taught in citizenship education, two distinct orientations emerged. First, the Curriculum Policy 

Advisor adopted a more progressive and facilitative perspective by describing how teachers can 

help children find their own values around difference and help them to be comfortable in their 

own identity, thus enabling them to be comfortable with others. Secondly, the Principal at 

Buttercup College, in the Republic of Ireland, articulated the 'values' of multiculturalism in 

relation to their importance for democratic structures in a globalised multicultural society.
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7.2.2 Multiculturalism as a skill

As previously noted, adults in both jurisdictions referred to multiculturalism as a skill that 

should be learned so that children would be prepared for life and work in the global era. The 

Principal at Buttercup College refers to multiculturalism as a 'vital life skill', explaining:

"The world is becoming a much smaller place [sic], so it's a vital life skill really. Half a 
generation ago, people could be born, grow up and die within a stone's throw, 
geographically, and not have to come into contact, or deal with any form of minority 
groups, or deal with issues of diversity. But with global economy, travel, the internet, 
and so on - it's a vital skill. The reality is that we have to learn to cope with increasing 
diversity."

He continued:

"Education provides an important opportunity for all those different groups to share a 
common experience and gain an understanding and knowledge of one another. If that 
can happen, it's an ideal opportunity in CSPE and PSHE, it gives them the tools to cope 
with diversity out in the world. Because they are really tackling and dealing with the 
really important issues within the community." (Principal, Buttercup College)

This statement provides an interesting perspective on how the Republic of Ireland has 

developed into a more diverse country, necessitating a different approach to teaching children 

skills for working with people who are different to them. This sentiment of multiculturalism as a 

skill set is also echoed by a teacher at Buttercup College:

"I think that CSPE can influence and show students how to react to certain topics that 
might appear for them now and further into the future, especially in the world of work. 
Skills for coping with people, ideas and values that are different are very important for 
the diverse society we live in. " (CSPE Teacher, Buttercup College)

This general perspective of education as supporting the needs of the economy, previously

referred to as the 'technical-instrumental' orientation toward curriculum (see Chapter Three) is

preferenced in both jurisdictions, but especially in the Republic of Ireland. Indeed,

conceptualising multiculturalism as a skill is common across the developed world. Ong (2004)

notes an apparent shift in the focus of multicultural education from a pure liberal agenda of
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prejudice reduction toward a cosmopolitan project of skilling children up work in the global era. 

According to Ong (2004) the main goal of multicultural education has been to do away with 

discriminations, based on race, gender, sexual orientation, class, language, and national origins 

and to teach a kind of civic equality. Today, however, this egalitarian project of democratic 

nation building has been supplemented by a commitment to a 'borderless neoliberal ethos' 

(Ong, 2004, p. 53) focused on enhancing the skills and competences of individuals who are seen 

as 'citizens of the world, '(Ong 2004, p. 53) not rooted in any particular nation-state. Kymlicka 

(2004) adds that members of the dominant group as well as transnational immigrants have an 

interest in acquiring the internationally marketable skills that globalisation rewards. Indeed, it 

could be argued that politicians and educational policy makers are increasingly playing up this 

aspect of multiculturalism. Kymlicka (2004) argues that this renewed interest in 

multiculturalism, is actually about economically viable multicultural skills. He states:

"In order to avoid a potential backlash against multicultural education, it is increasingly 
sold as a way of enhancing the cultural capital and economic opportunities of all 
students, including students from the dominant group, in a context of increasing 
globalisation. Multiculturalism, one increasingly hears, is 'good business." (Kymlicka 
2004, p. xvii)

The main citizenship education teacher in Dandelion High School in Northern Ireland also 

viewed multiculturalism as a valuable skill. Her perspective however appeared to be motivated 

by bringing students into the liberal realisation that 'We're all the same'. She stated:

"Children need to walk away from their citizenship education class realising that they 
need to think outside the box. They can't approach these things with a narrow minded 
bias, which is innate in every single human. They need to learn to think about things 
objectively in the big picture. So if you're talking about diversity, many will come with 
their own baggage and they need to realise, that while people may have different colour 
skin and religion, that they are exactly the same as them but with different issues and 
struggles in life." (Citizenship Education Teacher, Dandelion High School)

This teacher thus equates multicultural skills with prejudice reduction tools developed through 

a reflective process. This focus on personal development and prejudice reduction is 

unsurprising in that Dandelion High School is an integrated school, and this perspective is
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arguably dominant across the Northern Ireland education system due to the role played by 

education in operationalising community relations policies (McEvoy et at., 2006) through 

curricular programmes such as Education for Mutual Understanding and more latterly 

citizenship education (discussed in Chapter Five). In addition, Dandelion High School places a 

strong emphasis on developing skills such as 'working with others', 'problem solving' and 'being 

creative'. This emphasis on skills development is represented in the quote above where the 

teacher explains that she hopes children will 'think outside the box 'and move beyond 'a 

narrow minded bias'. It can be argued that these skills mentioned above help serve the 

dominant liberal agenda epitomised by the statement, 'they are exactly the same but with 

different issues and struggles in life'. This dominant liberal agenda which underpins the 

citizenship educational curricula in both jurisdictions is discussed now below.

7.3 A Liberal Interpretation of Multiculturalism

As discussed above, a majority of the responses regarding multiculturalism from interviewees in 

both jurisdictions sit under a liberal theoretic umbrella. Whilst the liberal orientation to 

multiculturalism appears to act as a strong connection between policy, school contexts, 

teachers and children in this study, there were notable disconnects which emerged from the 

data analysis. Primarily, this appears at the policy level in the South of Ireland as the CSPE 

curriculum policy does not explicitly acknowledge multiculturalism. However, at Buttercup 

College, there is a proactive approach to multiculturalism and racism due to the diverse social 

context of the school. Further disconnects emerged regarding how children experienced 

concepts of multiculturalism, discussed later in this chapter.

7.3.1 Multiculturalism in Curriculum Policy: a Liberal Approach

As previously discussed, citizenship education in the Republic of Ireland was prompted by rapid 

societal transformation due, in part, to the rise of the Celtic Tiger, and the unprecedented 

diversity it brought to Ireland (Allen, 2000). The clear challenge set to the South's National 

Council for Curriculum and Assessment (NCCA) during this time was to ensure that people could 

deal constructively with economic fluctuation in a framework informed by justice, peace,
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equality, non-discrimination and inclusion (Kerr, McCarthy and Smith, 2002). It is ironic 

therefore that the curriculum policy surrounding citizenship education does not mention 

multiculturalism, racism, or anything to do with difference within Ireland; opting instead to 

focus on the empowerment of young people and reflective citizenship 'based on human rights 

and social responsibility' (Department of Education and Skills 1996, p.l). The closest the 

curriculum comes to addressing difference and the challenges within diversity is under the 

'Rights and Responsibilities' course concept. As the curriculum states:

'Pupils should be aware that every individual is entitled to basic social, cultural, 
economic. Civic, religious and political rights and to the safeguarding and protection of 
these rights. Denial of human rights results in the domination and oppression of people. 
Responsibilities go hand in hand with the rights accorded to individuals. Every person is 
responsible for their actions toward other people at all levels. Irresponsibility results in 
self-interest or careless actions which can be damaging to other people at all levels.' 
(Department of Education, 2005)

Some of the other themes such as Human Dignity and Interdependence might arguably connect 

with multiculturalism. For example, Human Dignity examines the basic needs of people and 

Interdependence looks at the 'Interrelatedness of all human life at the individual, community, 

national and global levels', citing the examples of how actions affect the economy, and 

environment (Department of Education, 2005). Further, the course concept does outline that 

'every person is responsible for their actions toward other people', and uses the Fluman Rights 

framework to underpin this approach, however, it firmly places the responsibility on the 

individual, and does not mention the challenges diversity can bring into societal structures and 

relationships at all levels.

The approach to multiculturalism in the Northern Ireland citizenship education curriculum 

contrasts to that in the Republic of Ireland. From the outset, citizenship education in Northern 

Ireland was connected to the need to develop a 'culture of tolerance' within broader society 

reflected in the fact that 'Diversity and Inclusion' is one of its four themes. Indeed all four 

interrelated themes: 'diversity and inclusion', 'equality and social justice' 'democracy and active
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participation' and 'human rights and social responsibility' can be related to issues of difference 

and multiculturalism. Specifically, within the Diversity and Inclusion theme, policy states that 

children should have the opportunity to:

• Investigate factors that influence individual and group identity,

• investigate ways in which individuals and groups express their identity,

• investigate how and why conflict, including prejudice, stereotyping, sectarianism and 
racism may arise in the community, and investigate ways of managing conflict and 
promoting community relations, reconciliation. (2007 Educational Order)

Therefore, it could be argued that the legacy of inter-communal conflict and a divided society in 

Northern Ireland has brought issues of multiculturalism and difference to the forefront in 

society, which is thus represented in the citizenship education curriculum, as illustrated by 

'diversity and inclusion' as one of its four main themes (McCully, 2004).

Whilst there is a clear distinction in the way the curriculum policy in Northern Ireland is 

orientated toward multiculturalism, this strong emphasis on diversity and inclusion did not 

necessarily translate into the way multiculturalism was addressed at Dandelion High School, 

where there was a tacit focus on the narrow parameters of the traditional religious divide. 

However, in the Republic of Ireland, where the curriculum does not explicitly acknowledge 

multiculturalism, diversity and racism; the principal and teachers at Buttercup College 

referenced multiculturalism more reflexively and frequently than in the North. For example, the 

Principal of Buttercup College referred explicitly to the role of CSPE in dealing with racism:

"The challenge is to break down the attitudes, and to use the opportunity of CSPE to 
address issues of multiculturalism and racism, where in other classes they are only 
scratching the surface of vital importance to the whole community in terms of how 
different groups cope with one another, breaking down the level of ignorance that there 
is out there between different sections of the community is a priority." (Principal, 
Buttercup College)
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Therefore, whilst there is no mention of diversity or racism in the CSPE curriculum policy. 

Buttercup College is using these classes to address ,to some extent, these issues illustrating a 

disconnect between the policy and practice in Buttercup College. Continuing with 'Policy 

Approximation' as a guide for interpreting this data, the next section explores how 

multiculturalism is framed in the schools and classroom context.

7.3.2 Liberal Multiculturalism in the School Community

As discussed earlier, interesting distinctions emerged between the way liberal multiculturalism 

was expressed at Dandelion High School in Northern Ireland and Buttercup College in the 

Republic of Ireland. At Dandelion High School, there was strong emphasis placed on 'sameness' 

and the characteristics that unified people. The citizenship education teacher illustrated this 

point stating that:

"So if you're talking about diversity, many will come with their own baggage and they 
need to realise, that while people may have different colour skin and religion, that they 
are exactly the same as them but with different issues and struggles in life." (Citizenship 
Education Teacher, Dandelion High School)

This conceptualisation of multiculturalism can be located within the liberal multiculturalism 

theoretical orientation, which states that all individuals from diverse race, class and gender 

groups share a natural equality and a common humanity. As discussed in Chapter Two, liberal 

multiculturalism can be characterised by this idea of 'sameness' or 'colour-blindness' (Kincheloe 

and Steinberg, 2001). Further, this focus on being 'exactly the same' also resonates with 

Dijkstra's (2001) idea that liberal multiculturalism is converging toward cultural homogeneity.

Though children interviewed at Dandelion High School in the South focused on aspects that 

differentiated them from their peers, like their peers in the North they arrived at the conclusion 

that they were 'not really that different'. As one child explained:

"Mixed communities are not really mixed - but in the integrated school we have to mix 
- were in the same classes. It really helps us to see that others are not really that 
different - even though they speak a different language, and have a different skin 
colour." (Child, Dandelion High School)
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This statement should be understood in the context of the integrated nature of the school and 

the connection between mixed classrooms and the promotion of liberal multiculturalism. Also, 

whilst there is an adherence to the liberal ideal of 'sameness', this is balanced by the inclusion 

of the obvious differences that exist between students. This statement is representative of a 

theme which emerged from the data from interviews with students in both schools. They tend 

initially to 'fall in line' with the dominant liberal discourse used in the curriculum policy, passed 

down through their Principals and teachers. Having said that, they did however express 

discontentment at the extent to which multiculturalism was handled in their citizenship 

education classes, explored in more detail later in this chapter.

Even from a liberal perspective, multiculturalism was conceptualised differently in the research 

schools in the North and South of Ireland. At Dandelion High School in Northern Ireland 

religious diversity was the predominant example of diversity with racial and ethnic diversity 

tacked on whilst at Buttercup College, in the South, racial and ethnic diversity was the primary 

conceptualisation of multiculturalism. Conceptualising religious diversity as 'multiculturalism' in 

Northern Ireland is illustrated in the quote below. When asked about some of the active and 

participatory activities that were carried out around diversity and inclusion, the citizenship 

education teacher responded:

"We have just made cultural wheels. It has helped us to look at the different symbols 
[religious and political] in Northern Ireland. Some are considered very controversial. 
Through this assignment we could look at them very objectively and look at the meaning 
of the symbols. In the evaluation, you could see that there was definitely a growing 
respect for the diversity in the room. And at the end of the day we are trying to 
engender and promote respect for each other and their own identity as different." 
(Citizenship Education Teacher, Dandelion High School)

This teacher has clearly conceptualised 'diversity and inclusion' as religious and political 

diversity within Northern Ireland. Further, whilst the exercise stated above sought to engender 

and promote respect for each other, it is centred on the historical divisions within Northern 

Ireland. Whilst there is no argument that these traditional tensions continue to persist, this 

teacher also expressed that there are usually 3-4 foreign nationals in any one of her classes.
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The question then arises, does this conceptualisation of multiculturalism and diversity better 

serve and reality of the adults or the children?

The Vice Principal of Dandelion High School references religious, cultural and ethnic diversity, 

yet illustrated her understanding of multiculturalism with an example of liberal religious 

diversity:

"In being a diverse school, we have a level of diversity in the students and staff. If you are a 
Catholic and you're sitting next to a Protestant - you have to reconcile your preconceived 
notions. Kills the myth, you know? It doesn't mean that they will always get on. You do get 
out of the way of thinking about religion - I never think, 'What is the religion of this child?' 
Even with their names - I don't even think about what their religion is." (Vice Principal, 
Dandelion High School)

Whilst there is an acknowledgement of other types of diversity, the Vice Principal of Dandelion 

High School referred to a process of 'reconciling your preconceived notions' about other people 

and disengaging from religiously categorising them. Therefore, notions of multiculturalism at 

Dandelion High School are broadly orientated toward liberal multiculturalism, and tend to be 

conflated with the traditional religious fault lines that exist in Northern Ireland.

At Buttercup College in the Republic of Ireland, conceptualisations of multiculturalism also 

followed a dominant liberal discourse, but focused instead on differences, rather than 

similarities, situated within pluralist multicultural perspective that sits within the liberal camp. 

Explored in Chapter Two, this perspective shares many features with liberal multiculturalism. 

However, the most significant distinction between the two typologies is that former focuses on 

differences amongst people (Kincheloe and Steinberg, 2001). The Principal of Buttercup College 

adheres to a pluralist multicultural perspective, as can be illustrated by the focus on 'difference' 

in the quote below:

"A diverse student body has added to the school community. They bring a different 
perspective and a different attitude and it's been a very positive experience." (Principal, 
Buttercup College)

The emphasis on 'difference' and 'diversity' in this statement contrasts with the words

emphasis placed on the notion of 'sameness' by the teacher interviewed at Dandelion High.
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Further, in line with the liberal orientation towards diversity, throughout all of the statements 

presented above, 'multiculturalism' was always depicted as positive. However, to its deficit, 

liberal multiculturalism does not acknowledge the stress, struggle and power-imbalances which 

are inevitable in these diverse environments.

Children at Buttercup College in the South, used the same pluralist orientation towards 

multiculturalism as the adults, emphasising difference. When the focus groups were asked to 

talk about how children their age understood and spoke about multiculturalism, they came up 

with the following statements:

'Speak different languages'

'different cultures',

'different countries',

'different clothes',

'different bodies',

'different citizenship.' (Focus Group Exercise, Buttercup College)

These statements illustrate a simple orientation toward pluralist multiculturalism that is 

consistent amongst all participants interviewed in the Republic of Ireland. It is evident from the 

statements above that multiculturalism was therefore only conceptualised as ethnic, cultural 

and racial differences. This statement is noteworthy because of what it does not say. Only 

twice in all of the interviews in this research was anything other than religious (in Northern 

Ireland) and ethnic and racial aspects of multiculturalism (in both the North and South of 

Ireland) referenced. Disability was mentioned once by the children in the focus group in 

Buttercup College and sexual orientation was mentioned once by the Curriculum Policy Advisor 

in Northern Ireland. This is not altogether surprising as issues around gender, disability, age, 

and sexual orientation sit in different themes of the citizenship curriculum to the themes which 

focus on religious or racial diversity. Further, as referenced in Chapter Four, this research 

focuses on ethnic and racial diversity as a manifestation of globalisation. Yet when participants 

were presented with questions concerning multiculturalism, with no parameters placed on how
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this term was to be understood, respondents nearly always referred to ethnic and religious 

diversity.

When the children in the PAG at Buttercup College were asked to interpret children's 

conceptualisations of multiculturalism emphasising 'difference' one child the PAG remarked:

"Students here can hear the different languages and accents here, and see people who 
have different colour skin and how people dress differently... racism is a problem..." (A 
child in the PAG, Buttercup College)

This statement clearly reflects the diversity in their school, from a pluralist multicultural 

perspective, and the issues that students at Buttercup College are facing, primarily racism. This 

concern about racism was a dominant theme for all children interviewed, but especially those 

at Buttercup College. This issue will be discussed later in the chapter.

7.3.3 Liberal Multiculturalism in the Classroom Context

As discussed in Chapter Four, schools were selected for this research study on the basis that 

they were amongst the most diverse schools in each of the jurisdictions. Unsurprisingly, in both 

schools, multiculturalism was seen as having a positive influence in the school and classroom 

context; a position typical of liberal discourse, which seeks to play down the struggles of 

diversity (Kincheloe and Steinberg, 2001).

In spite of the positive light shown on multiculturalism in both jurisdictions, children in both 

schools indicated that they had experienced racism in the relatively diverse communities in 

which their schools were based. However, the school and classroom context was presented by 

the children as a 'safe haven' from racism and discrimination: typified by the comments below

'Schools are a haven - outside is different' (Student, Dandelion High School)

'I find racism more outside of school - the school is more neutral, but outside there are 
more issues' (Student, Buttercup College)

The school as a 'safe haven' resonates with the general position of schools throughout the 

intra-communal conflict in Northern Ireland where effort was made to keep children safe and
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shielded from the political violence in their communities. For example, Kilpatrick and Leitch 

(2004, p. 26) argue that 'schools were kept as a place where children and young people could 

offset or forget the worst effects of any external community conflict or turmoil'.

The integrated environment at Dandelion High School (discussed in Chapter Five) was clearly 

aligned to the promotion of a positive environment for its diverse student body. A student from 

Dandelion High School commented:

“Our school has all different kinds of people. Different Nationalities, different religions. 
Even though there are problems out in the community, there are not many here. Going 
to an Integrated school helps us to meet different people." (Child, Dandelion High 
School)

This view was consistent with that of other children and adults in Dandelion High School who 

without exception described their school as a safe and positive place for a diverse student 

body.

As noted in Chapter Five, as a Community College, Buttercup College in the South, also 

promotes a diverse student body. The principal of Buttercup College commented:

"A diverse student body has added to the school community. They bring a different 
perspective and a different attitude and it's been a very positive experience." (Principal, 
Buttercup College)

Therefore, in both schools, multiculturalism was conceptualised as a positive influence on the 

educational environment.

This was a consistent theme in both schools amongst children and adults. A statement from a 

student at Buttercup College in the South illustrated how students benefitted from diversity in 

their classroom. One student commented:

"There are different nationalities, we get in different groups and mix together with 
different kinds of people. In most of our classes we would work in small groups that are 
always changing. It gives us the chance to know people we wouldn't normally hang out 
with." (Student, Buttercup College)
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This student notes the use of small group work, to describe the mode of learning in a 

multicultural classroom setting. This statement arguably highlights the importance of the 

active and participatory teaching approach not only for active citizenship (as discussed in 

Chapter Six) but also in providing opportunities for students to engage and learn from others.

A student in the focus group in Dandelion High School in the North commented on the 

intentionally diverse nature of their school:

"Mixed communities are not really mixed - but in the integrated school we have to mix 
- we're in the same classes. It really helps us to see that others are not really that 
different - even though they speak a different language, and have a different skin 
colour." (Student, Dandelion High School)

These statements from students at both research schools highlight the positive impact that a 

diverse classroom can have on students. According to Banks (2007), a positive classroom 

environment fosters cooperation rather than competition among students from diverse racial, 

ethnic, and cultural groups. Banks draws on Allport's (1954) Contact Theory to argue further 

that 'cooperation promotes positive interracial interactions and deliberations' (Banks 2007, p. 8) 

a view supported by a body of cumulative research on the effects of cooperative learning 

groups on students' racial attitudes, friendship choices, and achievement (see for example 

Aronson 2002, Aronson and Bridgeman 1979, Aronson and Gonzalez 1988). Whilst there are 

considerable critiques of Allport's (1954) enduring theory, the diverse classrooms of Buttercup 

College and Dandelion High School provide positive examples of how education is positively 

impacted on by multicultural schools.

Further, statements from a teacher at Buttercup College communicated positive messages 

about 'contact' with others in the educational context:

"Having such a diverse class like this one, they learn an awful lot about other cultures 
because of the conversations that come up in CSPE. A diverse class provides insights 
about different places that you would never see in a textbook. It just adds that extra bit 
to your class." (CSPE Teacher, Buttercup College)
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Resonating with the work of Ong (2004) and Banks (2007), this teacher highlights how a diverse 

classroom offers more breadth and depth to various issues and topics that are part of the CSPE 

curriculum, primarily through a dialogic process, that can be intentionally encouraged with 

active and participatory teaching methodologies. It could be further argued that this 

perspective is in line with the 'technical- instrumental' curricular orientation (discussed in 

Chapter Three) which regards a multicultural classroom and multicultural skills as valuable in 

the global era.

Moreover, a student from Dandelion High School commented on the positive impact of learning 

with others from a diverse background:

"Learning with others about different people, and cultures. It can help with racism. If 
we mix more it won't be so much of a problem." (Student, Dandelion High School)

This comment provides insight into the realities children face in their greater communities - 

racism, which is commonly flagged up in both research schools. Further, this student also 

touches on the premise of Allport's (1954) Contact Hypothesis, that 'mixing' in a classroom 

context and learning together can help reduce racism. There are undoubtedly challenges in 

approaching issues of racism in classroom context, which can arguably be compounded by a 

diverse student body. The next section discusses the opportunities and challenges of teaching 

controversial issues in the classroom context.

7.3.4 Teaching Racism and Controversial Issues

Whilst a diverse school may appear to be an ideal setting in which to address prejudice and 

racism, according to teachers interviewed in this research, exploring controversial issues in the 

classroom presents both opportunities and challenges. Within the CSPE class that participated 

in this research, there were about 50% new-comer students. The CSPE teacher interviewed was 

generally comfortable teaching a diverse class and was generally at ease with the topics that 

arose. As she explained:

"Like the topic this morning, the topic around racism, you can quite clearly see that a 
few of the guys had experienced it. So they are obviously able to bring forth the
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experience and how that impacted them, which can obviously teach others who may 
have been involved in some form of racist behavior the impact that it has on people. I 
think it brings about more opportunities than disadvantages, to be honest.

It was a perfect forum to discuss this issues because we are looking at issues of 
discrimination and human rights.... even in debates, they need to be able to state their 
beliefs but also to be empathetic and see other people's point of view. I think that it 
needs to be taught because it takes a long time, to be able to be empathetic towards 
each other." (CSPE Teacher, Buttercup College)

This interview extract provides an interesting example of how student diversity within a 

citizenship education class can enhance learning on several levels. This teacher highlighted that 

by using the classroom environment to discuss the children's experience with racism she was 

provided an important educational opportunity. She highlights again, the skill development that 

is enhanced by a multicultural classroom, and in particular the development of empathetic skills, 

as children engage in discussions about racism. This teacher underscores the point that there 

are more opportunities than challenges to addressing controversial issues within the citizenship 

education classroom.

However there are obvious challenges, which may affect a teacher's confidence to address 

sensitive issues in the classroom setting. Another CSPE teacher raised these concerns:

'You do have to be careful; there are some children that are quite bias, prejudiced and 
racist. And they can be quite open about that. How do you change that mentality in 
somebody so young that is going home and listening to that? International students 
might be hearing, 'They're taking our jobs' - that comes up quite often. I don't think 
you can change a child's perception willingly. I think they actually have to grow up, 
grow out of it and go away. They need to have their own experiences with that.
Perhaps its better that they learn from their peers, or youth leaders - someone that 
they look up to.' (CSPE Teacher, Buttercup College)

This teacher attends to one of the key challenges for addressing controversial issues in the 

classroom, specifically they may not be aware of the sensitivities or fault lines that exist within 

and between students in their classes (Emerson, 2012). Further, this teacher cites the example
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of legal citizenship and refugees, which has the potential to come to the fore in the global era, 

especially in diverse schools. This teacher makes an important point around the 

appropriateness of the classroom for these types of discussion and the 'teacher' as the 

appropriate facilitators for these types of discussions. Moreover, it is understandable that not 

all teachers will have the depth and breadth of both facilitative skills and knowledge to address 

adequately all the controversial issues that may arise in citizenship education class.

As demonstrated by these quotes, teachers in the case study schools were sporadically using 

the classroom as a place to discuss complex and controversial issues. However, there can be 

issues that may be considered too controversial for teachers to address adequately. The 

Curriculum Policy Advisor in Northern Ireland identified a few of these taboo topics:

'One of the biggest groups we have is the travelling community, and yet we've still not 
learned how to cope with them. Some schools still tend to ignore it and move away 
from these groups. Other diversity issues that schools are tentative about are sexual 
orientation, homophobia, same sex relationships, gender.... they don't want to touch 
those either. So teachers don't feel empowered or skilled enough to deal with those 
sorts of issues.' (Curriculum Policy Advisor, Nl)

The statement raises some of the issues that are generally not being examined in the 

classrooms, expressly the Travelling community and sexuality. As noted previously, various 

expressions of diversity including sexual orientation were not explicitly sought out for the 

purpose of this research, (and would generally be addressed in 'Personal Development' in 

Northern Ireland, and 'Personal, Social, Health Education' in the Republic of Ireland) but the 

fact that it did not surface once in the context of multiculturalism or even in discussions of 

diversity is notable. The issue of the Travelling Community is particularly interesting because 

this cultural grouping arguably experiences discrimination and racism, and further, there were 

traveller children in the CSPE classes that took part in this research, making this absence all the 

more conspicuous.

In sum, using liberalism as the common thread, the adults interviewed tended to conceptualise 

diversity similarly highlighting a 'connection' in their orientations to multiculturalism. The next 

section explores how children conceptualised notions of multiculturalism.
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7.4 Children's Conceptualisations of Multiculturalism

As previously noted, asking students to discuss multiculturalism and eliciting how they 

conceptualised it provided a methodological challenge. An important aspect of the chosen 

research approach was that various active and experiential exercises were used to build 

capacity in children to express their opinions on various topics.

Explored in Chapter Four, children were asked to discuss various multicultural theories. In 

order to assist children to meaningfully participate in this research, especially around topics 

which they may not have considered in depth (Lundy and Emerson, 2012) a variety of capacity 

building experiences were done with various citizenship education classes and then the focus 

groups were drawn from these classes. For example, the researcher prepared child-friendly 

statements corresponding to five different multicultural theories, from monoculturalism to 

critical multiculturalism that were pinned on take-away coffee cups. Children were then asked 

vote on which statement best represents how children their age conceptualised 

multiculturalism. Whilst there were 'votes' for each orientation towards multiculturalism, in 

Dandelion Fligh School in the North, the most popular statement was, 'We are all the same race 

-the human race' which was consistent with the overall orientation towards liberal 

multiculturalism. The second runner-up was, 'Different cultures can learn from each other as 

long as there are common values of human rights, justice and freedom' (which corresponded 

with interculturalism). In the Republic of Ireland, the most popular statement was 'Celebrate 

Diversity', consistent with the liberal, pluralist multicultural orientation, the second most 

popular statement was, similar to Dandelion Fligh School was 'Different cultures can learn from 

each other as long as there are common values of Fluman Rights, justice and freedom'.

Whilst the monocultural orientation, illustrated by the statement: 'It's better if we are all the 

same culture - if people come to Ireland/ N. Ireland, they need to act Irish/ N. Irish' was chosen



in both jurisdictions, it was slightly more popular in the Republic of Ireland. When asked about 

this in the focus group, one student responded:

'It's just easier if we are all the same - it's hard to get on when people speak different 
languages' (student. Buttercup College).

This is consistent with the fact that children at Buttercup College spoke much more about 

racism, and their personal experience of it.

As explored through the example above, the resounding responses to multicultural theory in 

both schools were variations of the liberal ideology. Therefore this adherence to the liberal 

ideology arguably represents a, 'connection' between the orientations toward multiculturalism 

that is suggested by the policy (explicitly in the North and subtly in the South), approximated 

via the curriculum, the Principal, the teachers and experienced by the children. However, more 

interesting nuances regarding the children's attraction to the liberal orientation of 

multiculturalism are examined below.

7.4.1 The PAGs Interpretation of Children's response to Multiculturalism

As noted earlier when interviewing the young people in relation to their understandings of 

multiculturalism they struggled to articulate how they conceptualised, and implemented 

notions of multiculturalism and diversity.

The data suggested that children in both schools were strongly connected to the liberal 

orientation towards multiculturalism. According to the PAG, this adherence to liberalism was 

due in part to the emerging multicultural reality of their schools and the children's effort to 

accept the 'sameness' of all people and embrace the benefits of diversity. This sentiment is 

expressed clearly by one particular student who participated in the PAG at Buttercup College:

“I think students like this liberal definition because we have a multicultural school, we 
have many different students from Africa, Spain, Poland, wherever... and we have to 
integrate as one culture pretty much to get on in school life, its only right that we get on 
in school life and apart from school, it affects the we get on in society.
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As a senior prefect, I look after the first years and I look out for racism or bullying.... 
Anytime I'm giving a talk to students, I tell them, 'We're all equal, there's no point if 
you're black or white, your equal - it's the person that counts.'

Even if I'm in the social area, I'll be shouting, 'We're equal!! We're equal!!' (laughs) It 
works, it really works." (A student from the PAG, Buttercup College)

Whilst this member of the PAG used her experiences to help interpret the data, this statement 

provides a rationale for children's liberal approach to multiculturalism; focusing on what is the 

'same' in the student body helps to ensure a peaceful and safe school environment. Indeed, 

this statement provides a passionate and outspoken example of how a student leader is helping 

younger students to integrate into their diverse school context.

A member of the PAG in at Buttercup College connected her interpretation of her peer's 

reaction to multiculturalism to the universal axiom of liberalism. As she explained:

"Citizenship is to do with everyone, it's not just to do with rights and laws - it has to do 
with people - the human race is actually the only race, and I think that's what students 
understand. Celebrate Diversity is a massive message here... to include everyone and 
not leave anyone out." (A student from the PAG, Buttercup College)

This member of the PAG felt that children were attracted to the liberal perspective because it 

reinforced the common humanity of all people. Whilst this statement does not use the words 

'human rights', this child's conceptualisation of humanity, difference and belonging, resonates 

strongly with the universalism that underpins human rights discourse (Donnelly, 2003). These 

sentiments align very closely with children's positive response to the 'rights' discourse 

discussed in the previous chapter.

7.4.2 The PAGs interpretation of various multicultural orientations

As discussed in Chapter Four, in order to test the parameters of children's adherence to the 

liberal orientation of multiculturalism, I presented a range of pictures representing 

multicultural orientations from monoculturalism to critical multiculturalism to serve as a 

reference point to discuss initial findings of how teachers and children conceptualised diversity 

(see Appendix 8). Similar to the reactions received by critical citizenship, represented by the
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anti-state perspectives, critical multiculturalism was also dismissed as 'too far'. A member of 

the PAG at Buttercup College felt that children their age would be uneasy about the critical 

multicultural conceptualisations. She explains:

"Power is not a topic that children would be interested in.... it doesn't really makes 
sense - children won't connect to it much, it's too complex... it doesn't connect with 
what children have worked out. They won't know anything about the background of it... 
learning equality is more important.

(power) That's massive, it should be taught in small doses." (A member of the PAG, 
Buttercup College)

From their interpretation of the data, the PAGs affirmed that children have a strong 

commitment to liberalism and an urge to find the stability that 'sameness' and 'common 

humanity' can provide. Therefore, an initial introduction to critical multiculturalism is obviously 

unsettling as illustrated by the statements above. However, when this statement is read 

carefully, one can see a burgeoning understanding of critical concepts. This child starts by 

saying, 'Power is not a topic that children would be interested in', and finishes by saying 'that's 

[Power] massive, it should be taught in small doses'. Therefore, it can be argued that children 

in these case studies have not been taught critical perspectives, or had the opportunity to 

engage with critical conceptualisations of multiculturalism as evidenced by the statement, 'it's 

too complex... it doesn't connect with what children have worked out.' Further, it could be 

argued that if children are provided a more thorough spectrum of multicultural responses, 

including critical responses, their capacity to utilise these concepts might build over time.

Anticipating a lack of knowledge and resistance toward critical conceptualisations of 

multiculturalism (based on the discussions in Chapter Six), I spent more time discussing critical 

perspectives and building capacity around the full spectrum of multicultural concepts with the 

PAG in Northern Ireland. Therefore when the PAG at Dandelion High School were asked to 

discuss how children their age might engage with critical concepts, the response was slightly 

different:

"Sometimes when we say that 'WE ARE ALL THE SAME' we kinda forget other people's 
nationalities, we kinda forget where they come from, what they do, we forget to
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discover them. Were like, 'oh were all the same, don't worry about it' But that is also 
important to know who they are and what they do, what makes them difference.

Students are not ready to talk about that [meaning a critical perspective].... were stuck 
in the past, so we kinda agree to the diversity, so we're not ready to talk about 
discrimination." (A member of the PAG, Dandelion High School)

Whilst this member of the PAG used her personal reflection to interpret data from the focus 

groups, this reflection on how multiculturalism is conceptualised in Dandelion High School 

provides an interesting insight. Notably, this was the first person to identify the shortcomings 

of the liberal perspective, thus reminding them to 'discover' different people. This child's 

critique of the liberal perspective resonates with Young (1997) who argues that to make all 

peoples, irrespective of ethnicity, gender, sexuality, race, class, or culture, adhere to the same 

norms and standards of citizenship, is to fail to respect each particular group's own distinctive 

cultural values, attitudes and practices. Young (1997, p. 257) illustrates her assessment by 

claiming that the ideal of universal citizenship which seeks to:

"Express or create a general culture that transcends the particular differences of group 
affiliation, situation, and interest has in practice excluded groups judged not capable of 
adopting that general point of view resulting in exclusion and homogeneity."

Young (1997) provides a strong critique of the liberal paradigm that resonates with the 

perspective taken by critical multiculturalists featured in Chapter Two. Further, these 

perceptions by students are unsurprising and is echoed by scholars who conducted a 

comparative analysis of Citizenship Education textbooks produced in Australia, Canada, and the 

UK by (Davies and Issitt, 2005) highlights a disconnect between official rhetoric, which supports 

a radical conception of citizenship education, stressing the need to engage with the challenges 

and complexities of the current issues, like racism, and yet the reality of curriculum resources 

provided mere surface treatment of these issues, and fail to engage with issues of power. These 

authors highlight the tendency within these materials to privilege national rather than global 

issues, to devote limited attention to issues of diversity and to favour cognitive thinking or 

reflection about personal issues over active involvement in political issues. Further, David 

Gillborn has likened Citizenship Education in the UK to a placebo drug - maintaining that it
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'gives the appearance of addressing issues like racism and race equality but which, in reality, 

manifestly fails to tackle the real problem' (2006, p. 85).

Based on these statements from children involved in this research, it could be argued that 

offering a more complete spectrum of multicultural theories provides children with more 

language, and concepts, to understand the complexities of multicultural societies in the global 

era.

7.5 The 'Disconnect' between adult's and children's approach to 
multiculturalism in the Classroom

As previously mentioned, children in both schools critiqued how multiculturalism was handled 

in their citizenship education classes.

These 'disconnects' were not necessarily about the liberal orientation of multiculturalism, 

rather children wanted a broader spectrum of concepts and the opportunity to explore issues 

related to multiculturalism in a more profound and personal manner as part of their citizenship 

education classes. Similar to children's critiques of how 'active citizenship' was conceptualised 

in their citizenship education classes, there was awareness that a lack of language, definitions 

and concepts prevented them from adequately exploring their understandings and experiences 

of multiculturalism. Further, children in both schools (although more prominently in the North) 

wanted more opportunity to interact with concepts of multiculturalism, specifically racism, and 

locate them within their own lives. Moreover, children wanted more opportunity to explore 

controversial issues, such as discrimination and racism in the classroom context. Therefore, it 

can be argued that the limited scope of liberalism can leave the children yearning for a broader 

discourse, debate and interpretations of multiculturalism that resonates with the struggles and 

challenges that are inevitable in a diverse and multicultural society.

7.5.1 Children's experiences of Racism

Whilst it was difficult in general for children to conceptualise multiculturalism, they were more 

fluent when speaking about their understandings, opinions, and experiences of racism. 

Moreover, they criticised their citizenship education classes for the lack of breadth and depth
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afforded to the concepts and realities of racism. To further understand this disconnect, it was 

important to learn about children's experiences of racism. Therefore, various statements from 

the focus groups at each school are presented. First a student from Buttercup College 

discussed his experience of racial tension and hate crime:

"There are lots of foreign people in Ireland. They like living here. But there is lots of 
racism in Ireland. It's getting too serious now. Yeah, it's getting really serious. One of 
my friends was stabbed to death because he was black. Hate crime, race hate is getting 
really bad." (Student, Buttercup College)

This student at Buttercup College shared his perceptions of the racial tension that is felt by his 

community due, in part, to the increase in diversity. As discussed in Chapter Two, there are a 

variety of responses to multiculturalism, with hate crime against people of different ethnicities 

considered an extreme racist response. Further, another student from Buttercup College 

discussed his experiences of racism on the football pitch:

"A month ago I went to play football... they were all Irish, I was the only foreign guy 
there and they would not let me play - they said, 'No, no, you are not Irish - we can't 
mix.' I said, 'Were all the same' and then they started saying really bad slang for 
Romanians. And we can't say anything back because there are so many of them. You 
have to ignore them, because if you say something back, you're a racist." (Student, 
Buttercup College)

Illustrated by this statement, this student responded to a racist experience with the liberal 

mantra that is taught in school, 'Were all the same'. When this response did not deliver the 

desired outcome, this student felt frustration and feared that he would be perceived as 'a 

racist'. This example highlights some of the limits inherent in a purely liberal conceptualisation 

of multiculturalism and racism. The experiences of racism at Dandelion High School resonated 

with those from Buttercup College in that racial tension was perceived in the larger community 

and experienced on a personal level. One student from Dandelion High School discussed the 

racial tension in the larger community:

"There are a lot of different kinds of people in this community and the Irish don't think 
that it's Irish no more because there are loads of different cultures. I think it's mostly
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the Protestants that are discriminating against new people, because most of the 
European people are Catholic." (Student, Dandelion High School)

This student noted the tension felt as her community diversified. Interestingly, this student 

refers to the conflict between the traditional cultural blocks in Northern Ireland and the 

stereotypes around which communities are resisting multiculturalism. Therefore, this student 

uses the traditional 'community relations' framework for locating tension and resistance to 

multiculturalism. The next statement moves from racial tension in the larger community to a 

personal experience of racism in the school context. The student comments on her experience:

"Racism is a problem in our community. I have faced racism as a Slovakian. I've lived 
here for 5 years. There was a guy last year that had problems with most of the foreign 
people. I think the teachers should be more proactive, and I think students should tell 
teachers if something happens." (Student, Dandelion High School)

This student talked about her perception of racism in the larger community before she 

discussed her own experience in the school context. The learning this student gained from her 

experience with racism was that teachers needed to be more involved in proactively addressing 

instances of racism in the school environment. This contrasts with the strong ethos Dandelion 

High School has toward respecting diversity on campus.

These statements portray a common experience for the children interviewed: racism is a part of 

their realities in the emerging multicultural contexts of Northern Ireland and the Republic of 

Ireland. Different circumstances and nuances are represented in these children's experiences; 

from racism at a football match, to racially motivated hate crimes, to traditional Northern Irish 

communities discriminating against new communities, to a Slovakian student's account of 

harassment at school. With these experiences impacting on children in the North and South of 

Ireland, it is understandable that children were eager to discuss issues and experiences of 

racism in the relative safety of the classroom context.
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7.5.2 Using the classroom as a Forum to discuss Racism

As illustrated in the quotes above, racism is a part of children's lives in the emerging 

multicultural contexts of Northern Ireland and the Republic of Ireland. However, when asked 

how these relevant topics were handled in their citizenship education classes, children in both 

schools expressed disappointment at the extent racism was covered in their classes. As a 

student from the South stated:

"We don't really talk about racism in class. I think we should. We never get to have a
debate about racism in class." (Student, Buttercup College)

This student relays a clear yearning to use the classroom environment to discuss racism. It is 

interesting that this students uses both words 'discuss' and 'debate' to describe the dialogic 

processes in the classroom. It could be argued that the word 'debate' signifies ability to have a 

more robust conversation with a moderator to understand and discuss racism. Another 

student from the focus group at Buttercup College comments on her experience of discussing 

discrimination in the classroom:

"We talk about discrimination, but only as a theory - because it's on the tests." (Student,
Dandelion High School)

The use of the word 'theory' is interesting in this statement. Perhaps for this student, 'theory' 

is actually referring to the definitions that children are required to regurgitate for examinations, 

but are not related to the reality of their lives. Further, as featured in the previous chapter, 

children have identified the limitations placed on 'active citizenship' by the examination-led 

culture of citizenship education. This statement would suggest that the same examination- 

focused teaching can limit how concepts related to multiculturalism are related to the realities 

children are facing outside the classroom.

After a capacity building session on racism was done in a CSPE class (see Chapter Four) the 

outcomes of that session were used as a foundation in the focus group interviews. A student 

from Buttercup College remarked:
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'We finally discussed things all together as a group. I think there should be more active 
things where we come together to talk about different issues that are affecting us. 
Normally in class, we don't really get into discrimination, or racism - I just think it's the 
way the teachers teach it. I do think it's an important topic because it's the only place 
where we talk about discrimination -1 just wish we actually talked about the issues and 
how they affect us." (Student, Buttercup College)

This student identifies limitations teachers may place on discussions and exercises that 

explicitly deal with racism and discrimination. At Dandelion High School, students in the focus 

groups voiced the same frustrations about the limited approach taken to racism in their 

citizenship education class. One student shares their frustration:

"Adults take everything by the book, but they're not living with everything the same 
way we are, with racism and discrimination. Citizenship education class does not go into 
the depth of what the world is going through." (Student, Dandelion High School)

These statements reveal a tension that exists in these case studies of citizenship education, 

primarily because of limited treatment of key issues affecting children. The tension highlighted 

here exists between how the adults think citizenship education is being received and what 

children actually experience in their classes. In both jurisdictions, teachers were generally 

satisfied with the active and participatory pedagogical approach taken in their citizenship 

education classes. Whilst children also enjoyed this approach, these statements reveal that 

they want to go beyond exploring the issues and begin to locate these concepts in their own 

experiences, or locate them in others experiences to understand how they/ee/.

The children's experience of a general reluctance to address controversial or difficult issues in 

the classroom context resonates with Bryan (2011, p. 23) suggests that,

' Citizenship Education in the Republic of Ireland context functions as a kind of 'band- 
aid' pedagogical response to the problems of global injustice - denying complex political 
or economic realities in favour of overly-simplistic, easily digestible and 'regurgitatable' 
laundry lists of symptoms of global poverty and the promotion of overly-simplistic, quick 
fix and ultimately ineffectual solutions to global problems'.
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Whilst there may be reluctance from teachers to address controversial or sensitive issues, there 

may also be general lack of knowledge around various notions and approaches to 

multiculturalism adding to the limited scope for addressing racism in the classroom.

The PAGs were asked to interpret why students' desire to understand how different issues and 

concepts affect people, especially in terms of the emotional response. One student from the 

PAG at Dandelion High School responded:

"Students want to know how it feels. They [teachers] go through the theory side but not the 
emotional side... its deep like, if you're living with racism, it's terrible..." (A member of the 
PAG, Dandelion High School)

The sentiment in this statement is quite clear - according to the PAG in Dandelion High School, 

children have a desire to express and understand the emotional side of racism and 

discrimination. From the perspective of the 'lifecycle' rationale for children's political 

disengagement presented in Chapter Six, this desire is not surprising. As Muus (1996) argues, 

children at this age are trying to make sense of the world and are struggling to find their place 

within it, largely driven by their internal emotional reactions to various situations (Muus, 1996).

In sum, focus groups from both schools expressed frustration with the extent multiculturalism 

and racism were addressed in their citizenship education classes. Therefore, based on the data 

presented, the PAG's were asked to to envision an ideal class that dealt with multiculturalism in 

the global era. The next section explores the suggestions generating from the PAG's in each 

school.

7.6 PAGs Interpretation of an 'Ideal' class addressing Multiculturalism

In response to the data on how their peers conceptualised multiculturalism, the PAG's in each 

school were offered an opportunity to develop an ideal class that dealt with multiculturalism in 

the global era. A variety of interesting suggestions emerged and were subsequently grouped in 

to two general themes. First, an ideal class would provide a spectrum of orientations toward 

multiculturalism and reactions to diversity, especially racism. Second, with regards to pedagogy, 

children want to internalise notions of multiculturalism and make an emotional connection to

229



the concepts. Therefore, according to the PAG's, children want to hear other people's stories 

about different aspects of multiculturalism, and have the opportunity to make sense of their 

own experiences in the relative safety of the classroom.

7.6.1 Range of approaches to Multiculturalism

Similar to children's yearning to know more concepts and language to understand citizenship in 

the global era, the PAGs interpreted children's responses as a desire to learn concepts, words 

and definitions for various approaches to multiculturalism as well. A child from the PAG 

described this lack of concepts and language as a 'form of ignorance':

"It's a form of ignorance that they don't know much a about racism, they should be 
taught more about discrimination, and racism. They do not know the words or concepts; 
they do not know how to elaborate on what's actually going on, so it's hard for them to 
understand what's going on in their lives. We cover it a little bit, but I think they should 
do more. What's in the book, what you have to read for your exam... there should be 
more details and it should be from the perspectives of different people who are being 
discriminated against." (A member of the PAG, Buttercup College)

This reflection on an ideal class that adequately addresses multiculturalism in the global era 

provides a succinct rationale for the importance of teaching concepts and a broader spectrum 

of approaches to multiculturalism to help children explore and interact with the world. From 

the perspective of this child, the limited scope of their conceptual framework for understanding 

multiculturalism is a form of ignorance that prevents children from adequately exploring and 

understanding the world. This sentiment provides a motivation to offer a spectrum of 

orientations toward multiculturalism that includes reactions to diversity, especially racism. 

Whilst there is a clear yearning for concepts, language and definitions to understand the world 

around them; according to the PAG at Buttercup College, this conceptual expansion should 

ultimately serve the liberal/ pluralist agenda. A student from the PAG at Buttercup College 

describes the liberal agenda:

"I'd make sure they knew what diversity was and make sure they know the difference 
between diversity and racism. I think they should know about multiculturalism and that 
we're all the same - and it's nice to have a different culture...it's who you are really." (A
member of the PAG, Buttercup College)
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This same sentiment is echoed by the PAG at Dandelion High School in Northern Ireland, 

specifically, the desire for more concepts so that society can actualise the liberal orientation 

toward difference. One student from the PAG at Dandelion High School commented:

"I think they want to learn more about other people and learn more about 'One Race -
the Human Race' they want to take that on board so we can really put racism behind us.
You just want to learn more about discrimination and racism and just get over it.
"(Member of the PAG at Dandelion High School)

In the statements featured in this section there is a clear desire for an expanded conceptual 

framework on multiculturalism so that the children interviewed will be better able to describe 

their worlds and deal with racism. Children express a strong adherence to liberal concepts, yet 

it can be argued that many children have not been exposed to variations of multicultural theory 

especially the critical orientations, because this perspective did not surface in any of the focus 

group interviews. Further, the overall conceptualisations are in-line with the liberal approach to 

reducing racism through personal development and prejudice reduction, placing the onus of 

racism within the individuals' power rather than it being reinforced in societal institutions. This 

is unsurprising as educators generally view their task as addressing prejudicial attitudes towards 

minorities, giving rise to this idea of the 'unattached individual' unaffected by their membership 

in racial, gendered or class collectives (Steinberg and Kincheloe, 2001).

7.6.2 Pedagogy for engaging with Multiculturalism

Beyond having access to a broader range of multicultural concepts, the PAG's interpreted other 

children's perspectives in suggesting a range of pedagogic approaches that addressed 

multiculturalism as part of their citizenship education class. According to the PAG's in both 

schools, in order have a more thorough understanding of notions of multiculturalism and 

racism, children want to locate these concepts in people's lived experiences. That is, they want 

to connect with the feelings, frustrations and emotions associated with them. Moreover, 

children want the space and the impetus to explore their own feelings and experiences in the 

safety of the classroom.
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When discussing an ideal class addressing multiculturalism in the global era, the PAG at 

Dandelion High School in Northern Ireland expressed a desire to get beyond theories and learn 

about the 'impact' of racism. As one PAG member explained:

"It would be good to have more visitors to tell children their experiences and stories. It 
would be good to have other cultures tell them their life stories, like if they grow up on 
the bad streets, things like that there. Or if they have been through racism... not like 
having textbook answers every day, but people's experiences. Us young ones, want 
facts, we don't just want theories... we want to hear the truth - what was the impact of 
that truth? Like understand what it felt like, especially if they had a story that we could 
learn from. It's hard to imagine if you have not lived it... Not like reading it from a book. 
And young people pay so much attention to it." (A member of the PAG, Dandelion High 
School)

Featured throughout this analysis, children have expressed a clear desire to learn about the 

'impact', the 'truth', the 'emotions', and 'feelings' associated with notions of multiculturalism 

and racism. Storytelling has also featured as popular medium for going beyond the 

'universalism' of liberalism to describe the distinctive impact of racism. 'Storytelling' is a 

prominent medium used in Critical Race Theory, to illustrate racism in liberal justice systems 

according to Ladson-Billings (1995, 2000). To achieve these ends, the PAG at Dandelion High 

School also suggested dramatic mediums as an alternate way to access the emotion and impact 

associated with discrimination and racism:

"Plays, Acting; actually showing what you're feeling, frustrations, actually get into the 
emotions... what's going on in their heads. It gives people a chance to say, 'I'm thinking 
this'; 'I'm feeling that'." (A member of the PAG, Dandelion High School)

According to the PAG at Dandelion High School, drama can provide a creative format for 

children to stand in others' shoes and develop a sense of empathy for how racist or 

discriminatory actions and words affect others. A few of the children in the PAG had 

experienced an exercise in their drama class called 'Conscience Alley', where the class forms 

two lines facing each other. One person walks between the lines as each member of the group 

takes a different perspective, or expresses an opinion, on any given topic, (racism for example)
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and says it as the person walks by. This exercise is then debriefed by the asking the child how 

different comments made them feel, and offering to space to talk through the vicarious 

experience (see Emerson, 2012). From the perspective of the PAG, drama would provide 

another way for children to interact with the 'feelings' and 'impact' of discrimination and 

racism providing some distance from personal opinions and experiences which may leave both 

children and teachers feeling vulnerable (Emerson, 2012).

Children also wanted to be able to talk about their own feelings and experiences with 

multiculturalism and racism, as it is part of their reality in the global era. In one focus group 

interview at Dandelion High School, an interesting comment emerged referencing an 

internalised sense of racism. One student commented:

'Some people are brought up to think that they're different and they're not good.' 
(Student, Dandelion High School)

This comment provides a rationale for providing a safe space for children to examine their own 

feelings and experiences around multiculturalism to help dislodge feelings that there is a value 

in difference. This resonates with Kincheloe and Steinberg's (2001) point, that a multicultural 

and supportive education environment can help to distinguish between being different or being 

deficient - a distinction that left unchecked can perpetuate forms of institutional racism, sexism 

and class bias.

A student from the PAG at Dandelion High School commented on this point:

"Students will get a textbook kind of definition of sectarianism or discrimination but 
there is nothing to show what it really is what people really go through, what we go 
through, the damage, the experience... "(A member of the PAG, Dandelion High School)

As discussed earlier by teachers who participated in this research, addressing controversial

issues in the class setting has both benefits and challenges. Therefore, it's important that

teachers not only have the confidence and skills necessary for facilitating discussions around

racism, but that they also understanding a broader range of approaches to multiculturalism.

The 'Global Consciousness' (Mansilla and Gardner, 2007) orientation to curriculum featured in

Chapter Three suggests various ways of encouraging children to personally connect with
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concepts of globalisation and multiculturalism in a way that keeps the classroom space safe for 

both teachers and children. Building capacity in both teachers and children to use the 

classroom as a space for children to speak about their feelings and experiences with 

multicultural concepts and issues of racism is an area for further research.

In sum, the PAGs interpretation of children's desires for their education resulted in suggestions 

for a broader spectrum of orientations toward multiculturalism and reactions to diversity, 

especially racism. Second, PAGs expressed that children their age seek the opportunity to 

internalise notions of multiculturalism in order to make an emotional connection to the 

concepts. They suggested the medium of storytelling to understand how these concepts feel, 

and to have the opportunity to locate their own experiences in a spectrum of multicultural 

orientations, and make sense of them in the relative safety of the classroom.

7.7 Conclusion

This chapter has argued that a strong connection exists between how curriculum policy. 

Principals, teachers and children interviewed for this research conceptualised multiculturalism 

in the global era. This connection converges around the liberal theoretical orientation, which is 

unsurprising given that it is arguably the dominant approach to multiculturalism around the 

world (Osier, 2004). However, distinctive interpretations of liberal multiculturalism emerged in 

each jurisdiction. At Dandelion High School in Northern Ireland the Vice Principal, teachers and 

children tended to orientate around the liberal notions focusing on 'sameness', when referring 

to diversity. Alternatively, research participants from Buttercup College in the South used a 

pluralist- liberal orientation, which focuses on difference and the benefits of diversity when 

they conceptualised multiculturalism.

Interesting disconnects surfaced in the way the citizenship education policy was approximated

into the children's educational experience. The most striking disconnect actually occurred at

the policy level, where the CSPE curriculum policy did not explicitly acknowledge

multiculturalism, diversity, discrimination, or racism. However, at the school level, there is an

active and explicit approach to diversity and racism, because it is the undeniable reality for
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Buttercup College. Conversely, the citizenship education policy and curriculum in Northern 

Ireland explicitly featured Diversity and Inclusion as one of the main themes. Nevertheless, at 

Dandelion High School, sectarianism was fore grounded as the primary illustration of 

multiculturalism, with ethnic and racial diversity tacked-on. Perhaps provoked by the limited 

interpretation of multiculturalism, a member of the PAG at Dandelion High School interpreted 

statements from the teachers and children interviewed by saying they were not ready to talk 

about discrimination, and they were 'stuck in the past' (a member of the PAG, Dandelion High 

School), illustrating the limits of liberal approach to multiculturalism focusing on our common 

humanity.

Children in both research schools expressed frustration at the extent to which multiculturalism 

was addressed in their citizenship education classes. These frustrations were not necessarily 

about the liberal orientation of multiculturalism, rather it was the narrow breadth of 

multicultural concepts and the lack of depth children experienced with the concepts. In fact, 

because of the strong adherence to the liberal paradigm of multiculturalism, important for 

creating a safe and harmonious school environment, variations of a liberal approach to 

multiculturalism were not explored. In interpreting the data from focus group interviews, 

members of the PAG in both schools suggested that children desire a broader spectrum of 

orientations toward multiculturalism and racism to better enable them to describe and interact 

with the world around them.

Further, the PAGs expressed that children seek to internalise these notions of multiculturalism 

and make an emotional connection to the concepts. They further suggested the medium of 

storytelling to understand how these concepts feel, and to have the opportunity to locate their 

own experiences of multiculturalism and racism in the relative safety of the classroom. 

Fundamentally, students are dealing with the struggles and challenges that are inevitable in a 

diverse and multicultural society and children are seeking a language and space to explore 

what's going on in their lives. Therefore, in conclusion to this thesis, and in response to 

children's desires for a broader conceptual framework in their citizenship education, a working

235



model is presented which seeks to offer a broader range of conceptualisations for both active 

citizenship and multiculturalism in emerging multicultural societies.
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8 Conclusion

8.1 Introduction

As discussed throughout this thesis, globalisation and multiculturalism are not only influencing 

the way in which 'citizenship' is both conceptualised and practiced, but as a result, shaping 

approaches to citizenship education (Banks, 2008). This research sought to explore these 

relationships in the context of the North and South of Ireland. A comparative case study 

approach was chosen to enable understanding as to how different contexts influence 

citizenship education and thus children's understanding of citizenship and multiculturalism in 

the global era.

The research design and data analysis were informed by the idea of 'policy approximation' 

(McEvoy, 2007) which provides a framework through which to understand how the aims of 

policy when it is in gestation are then subsequently interpreted and delivered before ultimately 

being understood by children (McEvoy, 2007). The focus of this research was therefore on how 

citizenship education policy was interpreted and delivered to children with particular interest in 

their understanding of concepts of citizenship and multiculturalism.

With reference to child participants, the research drew on a children's rights based approach 

(McEvoy and Lundy 2008, Lundy and McEvoy 2009, Lundy and McEvoy 2012a (chapter in 

Freeman book), and in particular, a component of this which focuses on building children's 

capacity to engage meaningfully with the research (Lundy and McEvoy, 2012b). This approach 

was used with the focus groups, and also with the Peer Advisory Groups (PAGs) to assist them 

in interpreting their peer's perceptions of citizenship and multiculturalism in both research 

schools. In addition the PAGs helped mitigate the researcher's bias and provided an additional 

interpretive lens for data collected on children's perspectives.

This chapter will examine the extent to which the research questions (detailed in Chapter Four) 

have been answered using data collected in the two research schools in the North and South of 

Ireland. In particular, given the fact that this thesis has attempted to combine a number of 

concepts in the literature and illuminated by the data analysis, a model is presented which

237



could serve as a framework for exploring these ideas. The chapter concludes by discussing the 

limitations of the research and suggested areas for further investigation.

8.2 Research Questions relating to Context and Policy

This research sought to examine how the global socio-political context and the emergence of 

multiculturalism influence how children conceptualise and enact citizenship in global era. The 

North and South of Ireland were chosen as rich case study sites because of the distinctive social, 

political, religious, and cultural contexts which have created significant distinctions in the 

development of educational curriculum.

With regards to citizenship, 'active citizenship' was the primary conceptualisation that emerged 

from the adults interviewed. However children expressed disinterest and disempowerment 

towards the version of active citizenship teachers were presenting on behalf of citizenship 

education policy. With regards to multiculturalism, there was a stronger connection between 

how adults and children conceptualised notions of multiculturalism, which was primarily liberal 

in nature. The following sections briefly attend to the primary research questions in turn.

8.2.1 What are the key socio-political influences on education in the North and South of 
Ireland?

Northern Ireland and the Republic of Ireland have reacted differently to the socio- political

forces which have which have influenced the resurgence of citizenship education, specifically:

intra-communal conflict, globalising economies, and increased immigration. In Northern

Ireland, the education system, curriculum and the development of citizenship education, in

particular, have been affected significantly by the intra-communal conflict and subsequent

peace process. Further, Northern Ireland is facing challenges associated with increasing

multiculturalism. While the concept of citizenship is less contentious within the Republic of

Ireland, accelerated socio- economic changes and uneasy shift into the global economy, the

subsequent recession and increasing multiculturalism are resulting in new challenges. Within

the Republic of Ireland, the increasing Europeanisation of Irish identity, and the marked

decrease of the influence of the Catholic Church have contributed to the need for more focused
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education in citizenship (Hammond and Looney, 2000). While there are similarities in these 

contexts, there are important distinctions which have shaped the citizenship curricula in the 

two jurisdictions discussed below.

8.3 How are Citizenship and Multiculturalism framed and interpreted by 

citizenship education policy in the North and South of Ireland

Globalisation and multiculturalism have inevitably affected the development of citizenship 

education policy in each jurisdiction. As noted above, intra-communal conflict and the 

subsequent Peace Process in 1998 significantly influenced the curriculum in Northern Ireland. 

Building on previous efforts such as Educational for Mutual Understanding (EMU), which 

focused on prejudice reduction, has in turn meant that the current citizenship education 

curriculum is distinctly relational, and foregrounds issues of diversity and inclusion.

In the Republic of Ireland, the insular and nationalistic orientation towards curriculum, changed 

drastically in the in the 1960's primarily as a response to an economic crisis. Strongly adhering 

to Technical-instrumental orientation to curriculum featured in Chapter Three, further changes 

were made to the curriculum in the 1990's again due to the changing economy and subsequent 

demographic transformation (Drudy and Lynch, 1993). Therefore, the citizenship education 

curriculum in the Republic of Ireland focuses on creating a common national framework to 

better prepare students to serve the economy with a strong emphasis on active citizenship.

The prominent theme of 'active citizenship' which arose in the data analysis can be linked 

directly to the curriculum policy rhetoric in both jurisdictions. 'Active citizenship' is 

foregrounded in the citizenship education curriculum policy in the Republic of Ireland, 

underpinned by the Action Project. The Northern Ireland revised curriculum does not use the 

words active citizenship in the same way as the Republic of Ireland, however the policy 

language is distinctly 'active' in that it seeks to create 'contributing' citizens.

The broad curricular policy which informs citizenship education in Northern Ireland relies on a 

liberal sense of 'rights and responsibilities' encouraging young people to contribute to their
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society, economy and the environment. The emphasis on contribution as active is distinctly 

liberal in that it seeks to responsibilise young people in the 'citizenly pact' featured in Chapter 

Two. The Northern Ireland curriculum is more relational in nature than the curriculum in the 

South, in that it tends to focus more strongly on prejudice reduction and interpersonal 

relationships, rather than structures of government and other democratic institutions.

As previously discussed, citizenship education in the Republic of Ireland was prompted by rapid 

societal transformation due in part to the rise of the Celtic Tiger, and the unprecedented 

diversity it brought to Ireland (Allen, 2000). It is therefore ironic then that the CSPE curriculum 

does not mention multiculturalism or racism; opting instead to focus on the empowerment of 

young people and citizenship 'based on human rights and social responsibility' (DES 1996, p.l).

The policy approach to multiculturalism in Northern Ireland contrasts quite sharply to that of 

the Republic of Ireland. In Northern Ireland the citizenship education curriculum named 

'Diversity and Inclusion' as one of its four themes. The legacy of inter-communal conflict and a 

divided society in Northern Ireland has undoubtedly brought issues of multiculturalism and 

difference to the fore in citizenship education (McCully, 2004).

8.4 Research Questions relating to adults conceptualisations of citizenship 
and multiculturalism

This research sought to examine how principals and teachers conceptualise citizenship and 

multiculturalism within citizenship education. In order to elicit this information from principals 

and teachers in each case study school, an emphasis was placed on what they want 'children to 

leave their citizenship education classes with'. The research questions relating to how adults 

responded to these questions are attended to below.
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8.4.1 How do Adults Conceptualise Citizenship and Multiculturalism?

Because of the emphasis on 'active citizenship' in policy in both jurisdictions, it is not surprising 

that the Curriculum Policy Advisors, Principal/ Vice Principal, and teachers foregrounded 

notions of 'active citizenship'. This idea that students should leave their citizenship education 

class with the values, knowledge, and skills to make a difference in their community was 

highlighted by the adults interviewed in both the North and South of Ireland.

Interestingly, adults in both jurisdictions struggled to articulate what active citizenship actually 

looks like. As was evident in the data analysis, adults tend to conflate notions of active 

citizenship with active and participatory methodology, without a broad conceptual knowledge 

of what citizenship and active citizenship actually are. This research suggests that the adults 

lacked the conceptual breadth and depth to articulate various theoretical perspectives of 

citizenship, and therefore lack the ability to locate and describe various notions of active 

citizenship.

The overall conceptualisations of multiculturalism made by adults who participated in this 

research focused on a liberal interpretation. This is unsurprising as liberalism is arguably the 

universally accepted and understood approach to multiculturalism, underpinned by the UDHR 

(1945). Specifically, at Dandelion High School in Northern Ireland the Vice Principal, teachers 

tended to orientate around liberal notions of 'sameness', whereas adult research participants 

at Buttercup College in the Republic of Ireland used a pluralist orientation converging around 

'difference' and the 'benefits of diversity'.

Further, examples of multiculturalism presented in the two research schools were different. In 

the North, religious diversity was the predominant example with racial and ethnic diversity 

tacked on; whereas in the South, racial and ethnic diversity were the primary illustrations of 

multiculturalism.

Whilst distinctions of the liberal interpretation emerged from the data in each jurisdiction, 

there was an unquestioning adherence to the 'benign' liberal concepts that sat under the 

'we're all the same' and 'celebrate diversity' banners. It was suggested that this perspective
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may actually discourage diversity, as the 'celebratory' multicultural theories tend to 

decontextualise issues of race and gender, and fail to problemitise power in a patriarchal, white, 

Eurocentric norm (Frankenberg, 1993).

In addition to the dominant, liberal multicultural themes, adults interviewed in both 

jurisdictions interpreted multiculturalism as a 'value', and as a 'skill set' they hoped children 

would leave their citizenship education classes with. Within the two research sites, variations 

emerged around what multicultural values looked like in practice. One interpretation from 

Northern Ireland took a more focused perspective on helping children to find their own values 

based on them being comfortable with their own identity thus enabling them to respect others. 

In the Republic of Ireland, adults generally took a more liberal approach to multicultural 'values', 

describing them as important for democratic structures in a globalised multicultural society.

Further, adults in both jurisdictions referred to multiculturalism as a 'skill' that should be 

learned so that children are better prepared for life and work in the global era. Indeed, 

conceptualising multiculturalism as a skill is common across the developed world. The rationale, 

in part, for the active and participatory pedagogical approach preferred in each jurisdiction is to 

develop these key multicultural skills which are increasingly rewarded in the global era. The 

unquestioning adherence to adult's liberal approaches of multiculturalism in both the North 

and South provoked frustration in children because of the narrow spectrum of multicultural 

concepts they were exposed to and lack of depth to which they interacted with these concepts. 

The children's perspectives are attended to below.

8.5 How do children conceptualise citizenship and multiculturalism and how 

might this be different from adults?

Whilst children in both jurisdictions generally 'liked' their citizenship education classes and the 

active and participatory pedagogical approach generally used in the subject area, several key 

disconnects emerged between the policy objectives of citizenship education and how it was 

experienced by the children in their schools.



As noted above, 'active citizenship' was the primary interpretation and goal of citizenship 

amongst the adults. However, children interviewed in this research generally rejected this 

conceptualisation of citizenship, indicating disengagement, disinterest and disempowerment 

with the interpretation of active citizenship presented in the policy curriculum and delivered by 

the teachers.

In interpreting the views of their peers, the PAGs identified a tension between the stated 

aspirations of citizenship education and the school system in which the subject is embedded. 

The PAGs suggested that whatever the desire and skills of the teacher may be, the entire school 

system is locked into a conservative and rigorous examination culture. Therefore, their peers 

did not necessarily experience citizenship education as orientated toward their development as 

active citizens; rather, it was orientated toward examinations.

The other explanation, arising from literature and well supported by interpretations offered by 

the PAGs, resonated with the 'youth focused' or 'lifecycle' rationale (Parry et ai, 1992, Verba 

and Nie 1972). This suggests that young people are politically apathetic as a consequence of 

their developmental stage where civic engagement is not a priority for them. The PAGs 

suggested that Children in both jurisdictions expressed de-motivation in relation to active 

citizenship because they were preoccupied with youth culture via media/ social media. Further 

the PAGs suggested that youth dis-interest in active citizenship may also be due to a general 

self-consciousness, which resonated with Muus's (1996) theories of adolescent's egocentric 

(thus self-conscious) psychosocial stage.

With regards to multiculturalism, children were more conceptually aligned with adults in their 

adherence to the liberal orientation. There was a strong adherence to focusing on what was the 

'same' amongst students in the research schools. The PAGs felt their peers were attracted to 

this perspective because it reinforced their 'common humanity' and helped to ensure a 

peaceful and safe school environment.

However, children expressed frustrations with the way multiculturalism was handled in their 

classrooms. These frustrations were not necessarily about the liberal orientation of



multiculturalism, rather it was focused on the narrow breadth of multicultural concepts and the 

lack of depth children had with the concepts. Therefore, children in both jurisdictions (although 

more prominently in the North) wanted more opportunity to interact with concepts of 

multiculturalism, specifically racism. This included more opportunity to explore controversial 

issues, such as discrimination and racism, in the context of citizenship education.

According to the PAGs interpretation of their peers' frustrations, they suggested that children 

desire a broader spectrum of orientations towards multiculturalism and racism. The PAGs 

further indicated that children want to internalise notions of multiculturalism and make an 

emotional connection to the concepts. They further suggested the use of storytelling to 

understand how these concepts/ee/, and to provide an opportunity to locate their own 

experiences of multiculturalism and racism in the relative safety of the classroom.

In sum, with regards to 'citizenship', this research suggests a disconnect exists between the 

curriculum's primary aims and what students take away from their citizenship education classes. 

Whilst there are aspirations in both jurisdictions for a progressive, future -orientated, and 

inclusive citizenship education underpinned by human rights and justice - the education 

systems are fundamentally conservative and preferences molding students into compliant and 

responsible citizens, rather than empowered and enterprising young adults. With regards to 

multiculturalism, adults and children were broadly aligned with a dominate, liberal orientation, 

however children expressed frustration at the depth and breadth that multiculturalism and 

racism was handled in the classroom. Children expressed a desire for a broader range of 

concepts, language and definitions to describe the diversity of the world around them. They 

also yearned for opportunities to understand the feeling and emotions associated with racism 

in addition to utilising the relative safety of the classroom to talk about their own experiences 

of prejudice and racism. By exploring the frustrations students had with their citizenship 

education classes in the research schools, several recommendations and ideas came from the 

students interviewed and co-researchers.

Therefore, drawing on these recommendation and ideas presented by the young co

researchers who participated in this research, a working model is presented below which seeks
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to offer a framework in which to locate a range of conceptualisations of both active citizenship 

and multiculturalism in emerging multicultural societies.

8.6 Model: Active Citizenship in Emerging Multicultural Societies

At the heart of this research was a desire to understand how children conceptualised and 

implemented citizenship and notions of multiculturalism as a result of their citizenship 

education. When asked to help analyse the disconnect between the curriculum policy and how 

children actually experience citizenship education, the PAGs provided suggestion about what 

might inspire 'active citizenship' and might more adequately address issues multiculturalism 

and racism in emerging multicultural societies. It was significant that the children involved in 

this research wanted to know concepts, words and definitions that would help them explore 

and understand their world. However, it is also apparent that the adults involved in this 

research struggled with these concepts as well. This section seeks to present a working model 

which draws together the key concepts associated with 'active citizenship' and 

'multiculturalism/ diversity' to provide a framework for delivering these concepts in the 

classroom in ways that children might understand. Moreover, it is suggested that this model 

may also provide a framework in which to locate adults and children's articulations of active 

citizenship and multiculturalism and provide a way for discussing how they intersect.

It has been argued throughout this thesis that citizenship and multiculturalism in the global era 

are complex and evolving, and these factors may inhibit educators from naming various 

approaches to these phenomena. However, children have asked for concepts, language, and 

definitions to help them describe their world and articulate their place within it. The reluctance 

to name these issues and orientations devalue citizenship education and hinders children from 

actively participating and shaping the world they will inherit. Further, as described by Suarez - 

Orozco and Sattin (2007), ambiguity is an inherent quality of ideas which are constantly 

evolving, and therefore it is suggested that this be embraced as part of this heuristic model.
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This model offers the chance for educators to describe and explore the dynamic nature of 

globalisation and how it impacts on our understanding and enactment of citizenship. Further 

this model helps children to comprehend the world, be informed active citizens, and value their 

own and others' difference, and better handle the challenges of racism.

Figure 8.1 Active Citizenship in Emerging Multicultural Societies

Simple
Diversity-

Passive
Citizenship

Multiculturalism
Complex 
Diversity 

4 Intersectionality ’
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The range of approaches to active citizenship and multiculturalism draws from both the 

literature and the data generated in this research. To help illustrate these models, I have drawn 

from the language used by children to create a statement that teachers could use in their 

classrooms to help illustrate notion of 'active citizenship' and multiculturalism.

8.6.1 Vertical Axis

The vertical axis entitled 'Passive Citizenship/ Transformative Citizenship' seeks to capture a 

spectrum that conceptualises active citizenship from the passive values that are imparted upon 

children to an orientation where young citizens are creating their society and actualising their 

place within it. The vertical axis draws from the perspectives of those children interviewed (and 

their interpretations provided by the peer advisory groups) in conceptualising passive types of 

active citizenship which is arguably the tacit preference of the citizenship education curricula 

embedded in the examination led cultures. The other end of the spectrum representing Social 

and Structural change was not necessarily elicited from the focus groups, but was identified by 

the PAG's as an important addition for all students to know about. The following 

conceptualisations are orientated along this spectrum:

Patriotism

Patriotism is related to an internalisation of a stated national identity. This orientation can be

take an extreme form whereby citizens seek to protect the nation from both internal and

external threats to the stated national identity. These attributes are often internalised values

that the nation state seeks to promote through education, rituals and service. A sentence that

could help illustrate this perspective to children is: 'My group, religion, country is the most

important, and I will defend it no matter what/
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Legal Citizenship

Legal Citizenship encompasses minimal involvement in the local community, at the institutional 

and governmental level. Minimal citizenship is characterised by holding a passport signifying 

national identity and voting in local elections on conventional candidates and issues. A 

statement that could help to describe this perspective is: 7 am a member of a certain country 

and it is important to understand national issues and vote.'

Conventional Citizenship

Conventional Citizenship tends to hold a conformist view of active citizenship that focuses on 

participation in civic as opposed to civil society. In addition to basic civic knowledge, 

conventional citizenship may incorporate investigative skills to research certain topics, issues 

and laws. An example that might explain this conceptualisation of citizenship is: 'Democracy is 

important and we should understand the issues and vote.'

Social Movement Citizenship

Social Movement Citizenship is characterised by strengthening and campaigning for the 

'common good' of a specific community or cause within which the individual is situated in.

This perspective might also be called the 'civic virtues' approach to citizenship. It focuses on 

participation in civil society and is largely about horizontal participation. It is generally 

conformist and, in some instances, coercive. To articulate this theoretical approach to a young 

people, a teacher could use the statement: 7 volunteer for causes that are important in my 

community.'

Social/ Structural Change Citizenship

Social/Structural Change Citizenship locates concepts and involvement in both personal and 

local sense through to a global/ cosmopolitan sense. Located at the end of the spectrum
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entitled 'Transformative Citizenship', citizenship that is focused on change requires critical 

thinking and the ability to take actions to promote social justice even when these actions 

challenge, or dismantle existing laws, conventions or structures. Citizenship focused on change 

requires knowledge of power relations within each context and skills to communicate, 

collaborate, research and organise to see actions through whilst understanding how they 

impact people at a local, national and global level. This might be explained to children using the 

statement: 7 will work for peace and justice anywhere in the world even if my country doesn't 

agree with my position on the issues.'

8.6.2 Horizontal Axis

The horizontal axis encompasses a spectrum that ranges between Simple Diversity and 

Complex Diversity 'Intersectionality' which represents a spectrum that ranges from a 

monocultural orientation, or an essential belief in the superiority of one racial or ethnic 

grouping over another, to a critical orientation that goes beyond the fundamental 'equality of 

all humans' to understand the intersection with other hierarchies of inequality that exist in 

society. This spectrum sought to represent the realities experienced by adults and children the 

emerging multicultural societies. For example, one of the statements from a student Dandelion 

High School that informed this spectrum and the concepts selected follows:

'But equality is not always simple and there are inequalities in the world. But were not 
all the same and that's good - there are differences but everyone deserves the same 
rights.' (Student, Dandelion High School).

As articulated in Chapter Two, this spectrum utilises the ideas of moving from a 'simple' or 'un

evolved' notion of diversity to a more 'complex' or intersectional understanding of 

multiculturalism.

Monoculturalism

Monoculturalism stems from the essential belief in the superiority of one dominant culture.

From this perspective diversity is considered divisive, and therefore, the only way to build a

functional and stable society is to assimilate all diversity into the dominate culture.
249



Monoculturalism emphasises acquiring and maintaining cultural hegemony (Dijkstra et al., 

2001). In order to demonstrate this theoretical standpoint, a teacher might use this: 'It's better 

if we are all the dominate (or same) culture.'

Liberal Multiculturalism

Liberal Multiculturalism maintains that individuals from diverse race, class and gender groups 

share a natural equality and a common humanity. Liberal multiculturalism is characterised by 

this idea of universalism which can be termed as 'sameness' or 'colour-blindness'. This 

conceptualisation could easily be explained using the following terminology: ‘We are all the 

same race - the human race.'

Pluralist Multiculturalism

Fundamentally similar to liberal multiculturalism, Pluralist Multiculturalism maintains that 

cultural differences should be acknowledged as permanent, valuable and protected by law 

(Gilborn, 2006 and 2008). Pluralist multiculturalism could rally under the 'Celebrate Diversity' 

banner that is popular in many educational settings (Gay, 1995). Pluralist multiculturalism 

could be understood under the notion of: 'Celebrate Diversity.'

Interculturalism

Interculturalism theoretically aligns with liberal and pluralist multiculturalism, but emphasises 

engagement and learning from other cultures. Interculturalism maintains that all cultures can 

contribute to the search for knowledge and building communities based on the common good 

of all people. Interculturalism further emphasises learning across cultures with the aim of 

promoting understanding, equity, harmony, and justice in a diverse society. In order to 

articulate this perspective to children, a teacher might say: 'Different cultures can learn from 

each other as long as there are common values of Human Rights, justice and freedom.'
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Critical Multiculturalism

Critical Multiculturalism focuses on how racism, sexism and class bias are economically, 

politically, educationally and institutionally produced (Gilborn 2008, Frankenberg 1993). The 

two primary foci of critical multiculturalism are: first, how power patterns are embedded in 

society and further in the self-image of individuals. Second, critical multiculturalism seeks to 

expose patterns of cultural hegemony and use this knowledge to create just and fair societal 

institutions. The intersectionality of difference is contingent on how race and ethnicity 

intersects with other hierarchies of inequality - other hierarchies in which the privileges of 

some grow out of the oppression of others (Kincheloe and Steinberg, 1997). In short, this could 

be explained to children with the statement: We are all different and inequalities do exist 

because all differences are not respected in the same way.'

8.6.3 Using the model as a tool for analysis

As suggested above this model might be a useful tool for analysing and interpreting 

conceptualisations of 'active citizenship' and 'multiculturalism' that that arise from empirical 

research, especially within the context of an emerging multicultural society. To illustrate this 

briefly, a selection of quotes from the children involved in this research are presented and then 

located within the quadrants of the model. The quotes selected are discussed below.

First, the following quote from a student from Dandelion Fligh School (included in the analysis 

in Chapter Six) might be located in the bottom right hand corner of the model. This student had 

stated:

"I'm a person that has rights, no matter what nationality, no matter what language I 
speak, skin colour, no matter where I am. I have my rights. Everyone is a citizen no 
matter where you are - we are all equal. "

251



Her conceptualisation of citizenship in the context of a growing multicultural society appears to 

sit between 'intersectionality' and 'active citizenship' based on her expression of a deeper 

understanding of herself as global citizen and the challenges of 'equality' between different 

people.

Another quote that might similarly be located is from another student at Dandelion High School 

(discussed in the analysis in Chapter Seven):

"Sometimes when we say that 'WE ARE ALL THE SAME' we kinda forget other people's 
nationalities, we kinda forget where they come from, what they do, we forget to 
discover them. We're like, 'oh were all the same, don't worry about it' But that is also 
important to know who they are and what they do, what makes them difference."

Whilst this quote refers to multiculturalism, she demonstrates movement beyond liberal 

notions of 'we are all the same' to consider difference and the limitations inherent in a blind 

adherence to liberal notions of multiculturalism.

The next quote, which was again discussed in the analysis in Chapter Seven, might be located in 

the top-left quadrant demonstrating an inclination towards 'monoculturalism':

'It's just easier if we are all the same - it's hard to get on when people speak different 
languages' (Student, Buttercup College)

This reference to the 'same' culture implies that this student believes that a dominate culture 

exists into which others who do not share this culture should assimilate, indicating a connection 

to 'patriotism' in the model.

Finally, this next quote from another student at Buttercup College (discussed in the analysis in 

Chapter Six) which indicates the areas of citizenship education that were popular amongst the 

children interviewed, might be located within the top right hand quadrant:

'Gay Rights, Human Rights, Children's Rights are very popular'

This quote refers to a liberal, and perhaps a more critical shaping of citizenship. Whilst the 

language does not relay overt action, this could serve as a good foundation to ask children how
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they might be active around these issues from the standpoint of a 'conventional citizen' or a 

'transformative citizen'.
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Figure 8.2 Model as an Analysis Tool
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where they come from, what they do, 
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'oh were all the same, don't worry 
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what makes them difference."

'm a person that has rights, no matter what 
nationality, no matter what language I speak, 
skin colour, no matter where I am. I have my 
rights. Everyone is a citizen no matter where 
you are - we are all equal. But equality is not 

always simple and there are inequalities in 
the world. But were not all the same and 

that's good - there are differences but 
everyone deserves the same rights."
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Further this model can also be used to locate the broad findings from this research, specifically 

the ways in which 'citizenship' and 'multiculturalism' are framed in policy and subsequently 

conceptualised by the adults and children involved in this research.

With regards to the Citizenship Education curriculum in both jurisdictions, I would argue that 

they sit largely in the middle of the model: advocating 'conventional active citizenship' with 

some references toward the communitarian ideals of 'social movement'. With regards to 

multiculturalism, policy is easily located in 'liberal' and 'plural' conceptualisations. Further, the 

majority of the adults' conceptualisations would also be located largely in the middle of this 

model adhering to 'conventional' and 'social movement' variations of 'active citizenship' and 

liberal notions of multiculturalism.

With regards to the children involved in the research, their range of conceptualisations can be 

can be charted within this model. Initially children's conceptualisation of citizenship, with their 

general dis-interest in 'active citizenship' could be located near the 'legal' notion because they 

were doing what was required (even though 'voting' in national elections was not possible for 

them) and toward the middle of the model with 'liberal' conceptualisations of multiculturalism. 

Flowever, as noted in this thesis, once critical perspectives were discussed with the children, 

they began to acknowledge this as a valuable perspective through which to explore and 

understand different issues they were encountering in their lives and in their citizenship 

classrooms.
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8.7 limitations of the research and areas for further investigation

As with any research project, there were inherent limitations within this doctoral study. The 

three primary limitations from my perspective are: the overall breadth of this project, the 

narrow scope of the 'case study' approach, and the challenges of researching with children as 

co-researchers, noted earlier in Chapter Four.

In order to capture the vastness of the citizenship in the global, multicultural era this thesis 

incorporated a considerable number of concepts in the area of citizenship, multiculturalism, 

curriculum policy, and citizenship education. In one sense, this thesis could have incorporated 

many more concepts and variations of concepts discussed. For example, as human rights arose 

repeatedly in the data, a fuller examination could have been given to the nature of the 

concepts associated with the human rights discourse and the relationship these may have with 

notions of citizenship and multiculturalism. Flowever, given the number of concepts under 

investigation it was decided to only briefly touch on human rights and to acknowledge the 

limitation this may have on a thorough understanding of the data. This however is an area 

which I would like to consider further in a post-doctoral context.

Futher, the breadth of concepts used to inform this research inevitably means that no one 

concept will be explored and problemitised thoroughly. Flowever the purpose of such a concept 

rich thesis was to explore concepts of citizenship and multiculturalism in the global era beyond, 

'active citizenship' and liberal notions of multiculturalism. Therefore any one of the concepts 

explored throughout this thesis should be subjected to further educational research.

Contrasting with the breadth of concepts used in this thesis is the relatively narrow scope of the 

qualitative case study approach. Whilst any approach to research has its strengths and 

limitations, naturalistic research does not easily lend itself to generalisable findings, or external 

validity, therefore this research sought to find comparability across two research sites with 

hopes for translating it to other contexts. Whilst conducting two case studies resulted in a 

'lighter touch' in with regards to applicability, it provided a deeper understanding to the way 

the children interviewed for this research conceptualised citizenship and multiculturalism in the
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global era. It may therefore be interesting to continue exploring these issues through further 

case studies or a larger scale quantitative approach, such as a survey of children's perspectives 

on citizenship and multiculturalism. To this end the working model presented above could be 

tested, developed and refined.

As stated throughout this thesis, children are the main focus of this research, as ultimately the 

curriculum policy is aimed at enabling them to comprehend the world and be informed active 

citizens in the global era. Therefore, it made sense to work with children as co-researchers 

(PAGs) for this project. However, working with the PAGs was one of the more challenging 

aspects of the research process, but undoubtedly one of the most important as they provided 

insightful perspectives on the themes that emerged from the data. Whilst the rationale for 

using a Peer Advisory Group is clear enough, I found it initially challenging to know exactly how 

to gain the most from my young co-researchers, especially when I was also interviewing other 

children (their peers) in a focus group. When working with the PAGs, I built capacity with them 

to the extent that they knew nearly as much as I did, in order to enable to them help interpret 

data that emerged from focus groups. Therefore, whilst there was great benefit to work with 

children as co-researchers, and their contribution added to the validity of the research findings, 

it is a time-consuming process that requires careful preparation, and a clear understanding of 

how the contributions of each person create the overall argument.

8.8 Recommendations and conclusion

As evidenced throughout this thesis, research participants demonstrated an overall lack of 

language, concepts and definitions for understanding citizenship and multiculturalism in the 

global era. This lack of conceptual clarity arguably stymied the ability to enact meaningfully 

citizenship and deal adequately with prejudice and racism. For example, adults in both 

jurisdictions struggled to articulate what active citizenship actually looks like (see Chapter Six). 

Further, they tended to conflate notions of active citizenship with active and participatory 

methodology, demonstrating little conceptual knowledge of what citizenship and active
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citizenship actually were. The research indicated further that participants' conceptualisations of 

citizenship and multiculturalism tended to cluster around the middle of the model presented 

above (Fig. 8), indicating narrow and arguably safe conceptualisations of citizenship and 

multiculturalism. Therefore this research suggests that adults and children alike would benefit 

from exposure to a broader range of perspectives on citizenship and multiculturalism, aimed at 

developing an understanding of the contextual and evolving nature of these concepts. This 

would allow them to then position their own and others' perspectives within a wider 

conceptual framework.

With regards to policy, this research suggests therefore that the citizenship curricula in both 

jurisdictions should include an exploration of the different orientations to both citizenship and 

multiculturalism explored in this thesis, and the implications of these for emerging multicultural 

societies. Further, since analysis of the citizenship education curricula in both jurisdictions 

indicated a lack of engagement with globalisation and its impact on emerging multicultural 

societies, it is recommended that the curriculum policy reference explicitly the global context in 

which schools are preparing children to live. In particular it should name explicitly the 

important issues in the global era including diversity, racism, and power inequalities (to name a 

few).

With regards to teachers, the research suggests a clear need for ongoing training and support 

throughout their career to enhance confidence and fluency around the dynamic and evolving 

areas of citizenship and multiculturalism in the global era. The research also suggests that 

attention still needs to be paid to training teachers in facilitative methods of teaching, in order 

to give children the space to discuss their own experiences and locate themselves in the 

complex global web. In particular, it is recommended that teacher professional development 

should focus on building the capacity of educators to teach and facilitate around issues that are 

controversial. Those adults charged with the leadership in the school would benefit also from 

such training in order to develop a school ethos conducive to exploring these issues.
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With regards to children, it is recommended that their citizenship education classes should be 

directed towards enabling them not only to understand but also act meaningfully on issues that 

are important to them. This will require teachers consulting with, and listening to, children to 

ensure that they are given opportunities to explore the issues which are relevant to them and 

which they wish to have an influence upon. In short, children need to be assisted in enacting 

their citizenship around issues that matter to them. This will in turn require citizenship classes 

being directed towards developing their skills and using resources to help them create a plan 

for active participation.

To conclude, throughout this research, my knowledge of citizenship and multiculturalism has 

deepened. I hope that by synthesising some of this knowledge into the model above, it can 

offer others a deeper understanding of the broad range of concepts with which to understand 

the globalising world. Further, I hope adults and children have the educational space to build 

confidence and develop the skills to engage with the diversity of the world and in a proactive 

manner. Education is one of the greatest modes with which to understand the world and live 

productively within it and I hope that this thesis pushes this potential a little further on.
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Appendix 1 - Ethics application and acceptance letter

Appendix 2 - Research Strategy and Overview 

Research Strategy June 2010

Buttercup College Dandelion High School
Phase 1
Feb-
May
2010

• Establish Peer Advisory Group 
(SStudents)

• Capacity Building session with PAG (3 
sessions)

• Capacity Building with CSPE class (5 
session)

• Focus Group Interviews (5 sessions)
• 4 teacher interviews
• Interview Principal

• Establish Peer Advisory Group (3 
Students)

• Capacity Building with PAG (3 
session)

• Capacity Building with LLW class (5 
sessions)

• 5 Friendship Group Interviews
• 5 teacher interview
•

Phase 2
June - 
August 
2010

• Continue to Transcribe interviews
• Enter initial data into Max-QDA

o Look for initial themes
o Establish interview schedule for phase three based on weak places in data 

collection
• Set up Policy and curriculum interviews for the Autumn
• Work on 'Citizenship in the Global Era' Chapter
• Work on 'Citizenship Education for the new Millennium' Chapter (based on this

Spring's Conference inspiration)
• Look for funding for a joint PAG session with the both research schools somewhere 

close to the border.

Phase 3
Sept. - 
Nov.
2010

• Re-assemble PAG - Review topics, 
and process, re-emphasise the 
Comparative nature of the research 
(Nl-Rol)

• Re-assemble PAG (with more 
students) - Review topics, and 
process, re-emphasise the
Comparative nature of the research
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• Establish new Focus Group CSPE class (Nl- Rol)
and conduct 2 capacity building • Establish new Focus Group LLW class
classes with them and conduct 2 capacity building

• Interview 2-3 friendship groups 2-3 classes with them
times • Interview 2-3 friendship groups 2-3

• Meet with PAG to interpret data (1-2 times
sessions) • Meet with PAG to interpret data (1-2

• Conduct Any follow-up interviews sessions)
with Faculty • Conduct any follow-up interviews

with faculty
o Conduct interviews with policy and

curriculum people o Conduct interviews with policy and
o Transcribe interviews and enter curriculum people

transcriptions into Max-QDA o Transcribe interviews and enter
transcriptions into Max-QDA

Appendix 3 - Request for permission to undertake research

\ Queen's University
? ■ Belfast

Date.

Dear school head,

I am a PhD student at the School of Education, Queen's University. I am currently undertaking a research 
project on teachers and children's framing and interpretation of globalisation and multiculturalism as 
part of the citizenship education curriculum.

This study will take place throughout the 2009/ 2010 school year. Ten interviews (including sessions with 
children) and school and classroom observation are proposed for each school. I hope to conduct semi- 
structured interviews that will last about an hour with you, the curriculum coordinator, and 2-4 teachers 
involved in delivering citizenship education. The remainder of the sessions will be with groups of 6-8 
children in key stage 3 classes where there is an explicit focus on Local and Global Citizenship. [In Junior 
Cycle Curriculum, especially the Leaving Certification course in Civic, Social, and Political Education
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(CSPE)]. A parallel process will take place with a peer advisory group, in another school, who will advise 
on the best research methods to use in researching their peers' interpretations.

It is anticipated that time will be spent with the children in their school environment without 
interrupting their usual schedule and interviews will take place during lunch or after school hours. The 
study should be fun and rewarding for the children and they will have the opportunity discuss their 
understandings and interpretations of key concepts relating to citizenship with their peers. All 
interviews will be recorded with a voice recorder.

I would be grateful if you would consider allowing me to conduct this research in your school. Please see 
further details on ethical implications of this research in the information provided. If you have any 
questions, please do not hesitate to contact me before you sign the form, using the phone numbers or 
email address below.

Regards

Elizabeth D. Welty

School of Education Home: (028) 90295399

Queen's University Mobile: 07749446062

Belfast Email: eweltv01(5)qub.ac.uk

BT7 INN Web: http://www.qub.ac.uk
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Project Title: Citizenship Education in the Global Era: Teachers and Children's Interpretations 
of Globalisation and Multiculturaiism in the North and South of Ireland

Researcher:

Elizabeth Welty, BSc, MA, Graduate Student

Queen's University, Belfast 
BT7 INN

07749446062 
eweltv01(5)qub.ac.uk

Description: This research project is on Teachers and children's framing and interpretations of 
citizenship and multiculturaiism as part of the citizenship education curriculum. A peer advisory group 
will advise the researcher in the most appropriate research approaches, instruments, and help to 
decipher the data generated from research schools so that children's perspectives are accurately 
represented.

Duration: 6-8 months

Benefits: It is hoped this research will enhance teachers and children's understanding of citizenship 
and multiculturaiism as part of the citizenship education curriculum. Participating in this reserach could 
also contribute to their articulation of, framing and interpretation of the complexity surrounding 
globalisation and multiculturaiism. In addition, children should find the interviews and discussions quite 
enjoyable, and it will help to improve their communication skills.
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Risks: Children could potentially disagree with one another in group discussions. However, as 
disagreement is an inevitable component of social interaction it is not expected that this debate 
will cause any harm. It will also take place in a safe classroom environment with a mediating 
adult and will allow children to develop their negotiating and debating skills.

Voluntary Participation and Right to Withdraw: All participation in the research is completely 
voluntary. All potential participants are free to refuse to participate in the research and may 
withdraw from this study at any time. The decision to withdraw will bring no negative 
consequences to potential participants. Written assent/ informed consent will be sought from 
each adult and child before each successive part of the study commences.

Confidentiality: Care will be taken to ensure that all personal information of the participants will be 
kept confidential. All identifying information will be kept sperately from the interview responses.

Informed Consent: I,

(please print)

(school head),

have read the project description overleaf. I understand the purpose of the study, the 
procedures to be used, the potential risks, the confidentiality of the study, and the option to 
withdraw from the study at any time. My signature below indicates that I freely agree that this 
school can participate in this research study.

Signature Date (dd/mm/yyyy)
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Appendix 4 - Informed Consent Form

Queen's
Belfast

University

Date.

Dear Participant,

I am a PhD student at the School of Education, Queen's University. My research project is on how 
teachers and children's frame and interpret of citizenship and multiculturalism as part of the citizenship 
education curriculum. [School name have kindly allowed me to spend some time with the Key Stage 3/ 
Junior Certification class to carry out a research study.]

This study will take place throughout the 2009/ 2010 school year [and the children will be interviewed 
four separate times throughout the year during school hours. Other time will be spent with the children 
in their school environment without interrupting their usual schedule. The study should be fun and 
rewarding for the children and they will have the opportunity discuss their understandings and
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interpretations of key concepts of citizenship and multiculturalism with their peers. All interviews will 
be recorded with a voice recorder. ]

Please read the attached Informed Consent form, and sign on the back of the page if you agree [that 
your child can] to take part. [Then return one copy of the signed form to Teacher's name]. If you have 
any questions, please do not hesitate to contact me before you sign the form, using the phone numbers 
or email address below.

Regards,

Elizabeth D. Welty

Home: (028) 90295399 

Mobile: 07749446062 

Email: eweltv01(5)qub.ac.uk 

Web: http://www.qub.ac.uk

School of Education 

Queen's University 

Belfast 

BT7 INN

Q.U.B. INFORMED CONSENT FORM FOR PARENTS AND PARTICIPANTS

Project Title: Citizenship Education in the Global Era: Teachers and Children's Interpretations 
of Globalisation and Multiculturalism in the North and South of Ireland

Researcher:

Elizabeth Welty, BSc, MA, Graduate Student

Queen's University, Belfast 
BT7 INN

07749446062
eweltv01@qub.ac.uk
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Description: This research project is on Teachers and children's framing and interpretations of 
globalisation and multiculturalism as part of the citizenship education curriculum. A peer advisory 
group will advise the researcher in the most appropriate research approaches, instruments, and help to 
decipher the data generated from research schools so that children's perspectives are accurately 
represented.

Duration: 3 months

[Benefits: It is hoped this research will enhance children's understanding of globalisation and 
multiculturalism as part of the citizenship education curriculum. Participating in this reserach could 
also contribute to their articulation of framing and interpretation of the complexity surrounding 
globalisation and multiculturalism. In addition, children should find the interviews and discussions quite 
enjoyable, and it will help to improve their communication skills.]

[Risks: Children could potentially disagree with one another in group discussions. However, as 
disagreement is an inevitable component of social interaction it is not expected that this debate 
will cause any harm. It will also take place in a safe classroom environment with a mediating 
adult and will allow children to develop their negotiating and debating skills.]

Voluntary Participation and Right to Withdraw: Your child's/ your participation in the research 
is completely voluntary. Your child/you are free to refuse to participate in the research and may 
withdraw from this study at any time. The decision to withdraw will bring no negative 
consequences to you or your child. Written assent will be sought from each child before each 
successive part of the study commences.

Confidentiality: Care will be taken to ensure that all personal information of you or your child will kept 
confidential. All identifying information will be kept sperately from you or your child's interview 
responses.

Informed Consent: I,

(please print)

(parent/guardian),

have read the project description overleaf. I understand the purpose of the study, the 
procedures to be used, the potential risks, the confidentiality of the study, and the option to 
withdraw from the study at any time. My signature below indicates that I freely agree to my 
child's participation in this research study.
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Signature Date (dd/mm/yyyy)

Young Person's Name:

Young Person's Date of Birth (dd/mm/yyyy): ___ /____/

Email address (optional)

Informed Consent: I,______________________________________ (participating child),

(please print)

have read the project description overleaf. I understand the purpose of the study, the 
procedures to be used, the potential risks, the confidentiality of the study, and the option to 
withdraw from the study at any time. My signature below indicates that I freely agree to my 
participation in this research study.

Signature Date (dd/mm/yyyy)
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Appendix 5 - PAGs and Participatory Methodology 
Research Outline 

19 May 2010

The Participatory approach to methodology stems from the paradigm commonly referred to 
as, 'The new sociology of Childhood' where children are viewed as subjects valuable in the 
research process rather than objects to be observed. The interesting implications for using a 
participatory approach to research are that it invites children to participate meaningfully in the 
research process. Therefore, this research will draw on practices used in a Children's Right 
Based approach to research. In accordance to these orientations toward research a Peer 
Advisory Group will be set up and utilised throughout this research.

Research Outline

Dates Who is involved? Activities

May 2010 PAG Capacity Building
Introduce research strategy 
and receive feedback

June 2010 Focus group Capacity Building around 
the issues (using opinions 
generated in PAG)
Small Group Interviews 
(using opinions generated in
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PAG)
June 2010 Teachers/ Principal Interview

Summer 2010 EW Analyse data

Summer/Autumn 2010 EW Key Policy and Curriculum
Interviews

Autumn 2010 PAG Analyse data 
o Clustering 
o Drawing out themes 

Interpret my findings
Autumn 2010 (subject to 
funding)

PAG's North and South
Present my analysis
Ask for joint interpretations

PAG Session 1

Part I: What is research?

Research is a question and then the approach you take to answering that question. The 
approach is called methodology. For example, I may want to know, 'What the most popular 
food for lunch at Buttercup College?' What are the different ways I could get the answer to 
that question? I could do a poll, I could observe what people are eating, I could ask the dinner 
ladies, etc.

• In my research I want to know what, 'Citizenship' and 'multiculturalism' mean to the 
teachers and students at Buttercup Community College.

Part 2: Capacity Building around the concept of Citizenship

2 Corners (agree/ disagree)

• School uniforms is a good idea

• I know most people in my neighbourhood
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• There is a political party that represents the way I think things should run in this country.

• The struggles of those people in Haiti and Chile who have just survived an earthquake is 
just as important as the hungry people here in Balbriggan.

Draw a picture

• First draw the outline of a person - that's personal, then three circles around that 
person representing the community the country and the world. Write the first thing 
that comes into your head when you think about citizenship according to these different 
dimensions.

4 Diamonds: Rate the most important dimensions of citizenship

• The whole globe, my neighbourhood, Ireland, European Union

• Discuss!

Write a short statement (or focus group questions)

• What are the most important issues facing young citizens your age?

• How can young people make the world a better place?

Here is what I know about citizenship....

Citizenship is a contested concept. There is no agreed universal definition. Models of citizenship 
can differ from country to country and are continuously contested by political parties, 
academics and pressure groups. Despite differences, all notions of citizenship imply to a greater 
or lesser degree membership of a political community that is internally defined by rights, 
duties, participation and identity. Despite the difficulty in defining citizenship there are two 
broad understandings of what it means. The first refers to nationality: where you were born 
and raised; where you can work legally; and what passport you hold. The second meaning is 
'Active Citizenship'. This definition is not dependent on the legal status of citizen, but is 
concerned with being an active member of your community/communities with a knowledge 
and understanding of your rights and responsibilities. Today, this more active definition of 
Citizenship tends to encompass three mutually dependent themes: political literacy; social and 
moral responsibility; and community involvement.

Part 3: Summarise and Discuss (* Tape this section)

• Using the responses generated in the capacity building section, ask children to describe, 
'What people their age think about citizenship'. Seek a whole range of possible 
opinions.
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• Questions:
Brain Storm all the Different words that can be thought of for Citizenship/ Multiculturalism?
Clarify/ gently interrogate each conceptualisation

What have been your favourite parts of citizenship education class?

o What have been your least favourite parts of citizenship education class? 
o What do you relate to the most in CSPE? 
o What issues raised in CSPE are the most important to you?

What is the most important dimension of Citizenship to you:

o ME - how I interact with others in the world, 
o my local community, 
o the nation - Ireland,

• What are the most important issues facing me as a citizen?

• How can I make the world a better place?

Part 4: Build Capacity around the issue of Multiculturalism

The Human Race; See handout 

Personal Reflection

Divide paper into 4 quadrants and write or draw the first thing that comes to your mind when 
thinking of Multiculturalism/ Interculturalism

• Opportunity/Threat

• Winners/ Losers

Beans in a Can

• According to Multicultural theory

It is better if we are all the same culture. If someone wants to come to Ireland they need to act 
'Irish'.

There is only one race - the 'Human Race' - we are all the same
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We are all Different - 'Celebrate Diversity'

We are all different - and inequalities do exist. It's important to understand power in society 
and change inequality.

All cultures can learn from each other as long as there is a common values based on freedom and 
liberty, and of human rights

Put yourself on the continuum...

• Racism is a problem in the school, community, country, world

• Racism is being addressed in the school

• It is being addressed in citizenship class

• Controversial and sensitive issues are addressed in school

Here is what I know about 'multiculturalism'

Within a country, a distinction can be drawn between interculturalism and multiculturalism. 
Indeed, multiculturalism is a multifaceted ideology that can include different orientation 
toward other cultures such as: monoculture, liberal, essentialist, critical. It is often confused 
with political pluralism, and with ethnic and linguistic diversity, or with interculturalism.

Interculturalism is a political ideology that does not place a priority for all cultures to be on the 
same level as a basis to organize a given society. Its main objective is rather to develop a 
common civic culture based on the values of freedom and liberty, and of human rights, as 
derived from the Western civilization, while encouraging interaction between the 
communities living in the same country. As such, Interculturalism requires democracy and full 
respect for universal human rights (whereas multiculturalism explicitly doesn't know this 
requirement).

Part 5: Summarise and Discuss (* Tape this section)

• Using the responses generated in the capacity building section, ask children to describe, 
'What people their age think about multiculturalism'. Seek a whole range of possible
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opinions corresponding to Multicultural theory: monoculture, liberal, essentialist, 
critical, interculturalism.

o How is multiculturalism talked about in school? 

o How is it talked about in citizenship education class? 

o How is racism addressed is this school? 

o How is racism talked about in citizenship education class?

Session Conclusion

'Here is what I'm thinking about doing'

• Focus Group capacity building exercises (using quotes from the PAG)

• Semi-structured interview questions (using examples and quotes from the PAG) 

Ask for feedback:

Do you understand these questions? Is there a better way I can ask them?



Appendix 6 - Interview Schedule

Semi-structured Interview guide: School Administrator

Warm up questions:

How long have you been teaching here

How would you describe this school - what makes it distinctive?

Describe your student body - what makes them distinctive?

What are the most important events, contexts, and/ or influences affecting your school right now? 

o How are these contexts impacting citizenship education?

Do you think that CSPE is especially important in diverse schools - or just as important as any 
other subject?
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What are the most important aspects of 'citizenship' that you want your students to take away from 
their CSPE course? What skills, attitudes and values are most important for your student to acquire, 
in part, from their CSPE course?

As a result of CSPE, how do you want your students understand and conceptualise 
multiculturalism and diversity? What skills, attitudes and values are most important for your 
student to acquire, with regards to multiculturalism and diversity, from their CSPE course?

What do you think are the challenges and opportunities presented by more multicultural student 
populations with regards to delivering the CSPE curriculum?

Do you think that CSPE impacts relations between students?

o Between teachers and students? 
o Between students and the larger community?

Semi- Structured Interview Guide: Teachers

How long have you been teaching here

How would you describe this school - what makes it distinctive?

Describe your student body - what makes them distinctive?

What are your general feelings about the CSPE curriculum? What aspects do you like? Which 
aspects do you find weak?

o How do you think citizenship and multiculturalism are framed and interpreted in 
citizenship education curriculum?
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The CSPE curriculum asks that lessons be delivered in an active/ participatory approach - do you 
feel comfortable and supported to teach in that way?

Do you think that CSPE is especially important in diverse schools - or just as important as any other 
subject?

What are the challenges and opportunities presented by a more diverse student body when 
delivering CSPE?

How do you frame and interpret concepts of citizenship and multiculturalism within citizenship 
education? (for example, diversity, inclusion, equality, social justice, human dignity, 
interdependence, human rights, stewardship, active participation)

How do you deliver concepts of citizenship and multiculturalism within citizenship education? (for 
example, diversity, inclusion, equality, social justice, human dignity, interdependence, human 
rights, stewardship, active participation)

Why do you frame, deliver and interpret concepts of citizenship and multiculturalism within 
citizenship education in certain ways?

What do you think are the most important dimensions of Citizenship to be delivered in CSPE:

o ME - how I interact with others in the world, 
o my local community, 
o the nation - Ireland,
o the global community (what is happening with humanity in general)?

Other Potential Questions:

How is citizenship and multiculturalism represented in this school?
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How is globalisation, citizenship and multiculturalism generally talked about in this school?

What is the role of the school in actualising a positive and sustainable multicultural society?

Semi- Structured Interview Guide: Children

How long have you gone to school here?

How would you describe this school - what makes it distinctive?

Describe your student body - what makes them distinctive?

How is citizenship and multiculturalism represented in this school? (Dimensions to explore in this 
question include: diversity, inclusion, equality, social justice, human dignity, interdependence, 
human rights, stewardship, active participation)

How is citizenship and multiculturalism generally talked about in this school? (Dimensions to 
explore in this question include: diversity, inclusion, equality, social justice, human dignity, 
interdependence, human rights, stewardship, active participation)

How is citizenship and multiculturalism represented in your citizenship education class? 
(Dimensions to explore in this question include: diversity, inclusion, equality, social justice, 
human dignity, interdependence, human rights, stewardship, active participation)
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How is citizenship and multiculturalism generally talked about in your citizenship education class? 
(Dimensions to explore in this question include: diversity, inclusion, equality, social justice, 
human dignity, interdependence, human rights, stewardship, active participation)

How do you frame and interpret concepts of citizenship and multiculturalism? (Dimensions to 
explore in this question include: diversity, inclusion, equality, social justice, human dignity, 
interdependence, human rights, stewardship, active participation)

What have been your favourite parts of citizenship education class?

o What have been your least favourite parts of citizenship education class? 
o What do you relate to the most in CSPE? 
o What issues raised in CSPE are the most important to you?

What is the most important dimension of Citizenship to you:

o ME - how I interact with others in the world, 
o my local community, 
o the nation - Ireland,
o the global community (what is happening with humanity in general)?

Semi-structured School Observation Criteria

Representations:

• How are artefacts/ indications of different cultures, technologies, and ideas represented?
• How is the diversity of the student population represented within the school?
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Events:

What school events are held to represent different cultures?
What school events are held to acknowledge the diversity amongst the student population? 
How do events intend to build positive relations between students?

Verbal:

• How are different cultures talked about generally in the school setting?
• How are minority ethnic children talked about generally in the school setting?

Participation:

• How do students participate in creating or maintain the culture of their school?
• Do students participate in representing different cultures or initiating events to represent 

different cultures in their school?
• How do students participate in representing different cultures or initiating events to 

represent different cultures in their school?

Semi- Structured Citizenship Education Observation Criteria

Representations:

• How are artefacts/ Indications of different cultures, technologies, and ideas represented in 
the citizenship education classroom?

• How is the diversity of the student population represented within the classroom?

Verbal:
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• How are concepts relating to globalisation and multiculturalism talked about in the 
classroom setting? (Dimensions to explore in this observation criteria are: diversity, 
inclusion, equality, social justice, human dignity, interdependence, human rights, 
stewardship, active participation)

• How are minority ethnic children talked about in the classroom setting?

Participation:

• Do students participate in decision making within their citizenship education class?
• Do students participate in representing different cultures within their citizenship education 

class?

Concept/ Lesson delivery:

• How are lessons/ key concepts relating to globalisation and multiculturalism delivered in 
citizenship education class? (Dimensions to explore in this observation criteria are:
diversity, inclusion, equality, social justice, human dignity, interdependence, human 
rights, stewardship, active participation)

Teacher/ children Interaction:

• How do teachers and children interact in citizenship education class?
• Do different lessons/ delivery of key concepts affect the interaction between children and 

teachers?

Children/ Children Interaction:

• How children interact with each other in citizenship education class?
• Do different lessons/ delivery of key concepts affect the way children act during citizenship 

education class? (Dimensions to explore in this observation criteria are: diversity, inclusion, 
equality, social justice, human dignity, interdependence, human rights, stewardship, 
active participation)

• Do different lessons/ delivery of key concepts affect the interaction between children?

Follow-up Interviews - January 2012

Teachers:

Active Citizenship
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When asked, ‘What do you hope students walk away from citizenship education with?’ the most 
prominent response from adults was, 'Active Citizenship':

• What does Active Citizenship mean to you?
• What does it look like? How will children respond? What will they do as Active citizens?
• To what extent does the curriculum influence how you see active citizenship? To what 

extent did your training in citizenship education affect your understanding of active 
citizenship?

• To what extent does the school administration and school ethos contribute to your 
understanding of active citizenship

NI - Do you think there is a need for an active component that is compulsory like the 'Action Project’ 
in the Republic of Ireland?

Rol - Do you think the Action Project translates into in active citizenship? Does it help or hinder 
student’s motivation to be active citizens?

Is active citizenship always local? What does it look like in the national and Global contexts? What 
does it look like in a Multicultural context?

Do you think that children are leaving their citizenship education class with the skills, motivation 
and knowledge to be active citizens?

• Why or why not?

Multiculturalism

What do you understand by the words ‘Racism’ - ‘Discrimination’?

To what extent do you think citizenship education covers the range of diversity that children are 
encountering in their lives?

• In NI there was strong emphasis on religious diversity - do you think this corresponds to 
the realities of children in the school?

To what extent are racism and discrimination covered in citizenship education? Is it appropriate to 
talk about racism in Cit. Edu. Class? What are the challenges and difficulties talking about racism/ 
discrimination in class?

PAGs

A different cartoon/ pic - caption to correspond with different theoretic orientations (Describe 
theoretic orientations): both Citizenship and multiculturalism
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• Which picture do you think most children you're age choose as the one that resonates 
with their understanding of Cit/ MC?

• Here is what adults said...
• Here is what kids said...
• Why do you think they said this...
• Why do think kids felt disconnected from this version...
• Which one would they most be engaged and energised by? Why?

Talk through model... look for children’s language

If they like the critical perspectives... why?Why do you think this is not covered in citizenship 
education?
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Appendix 7 - Educational Structure in Nl & Rol 

Educational Structure in the North and South of Ireland

The major feature common to education in the north and south of Ireland was the manner in 

which the churches sought to maintain their role, reflected in the educational structure. The 

overwhelming majority of Irish pupils at primary and secondary level attend schools influenced 

and controlled by churches. Farren (1996) argues that the presence of Church influence in 

children's lives is unparalleled elsewhere in the western world. According to Farren (1996) the 

embedded relationship between the churches in Ireland and the education is motivated as 

much by politics as it is by faith.

The previous section clearly illustrated the divergent and tense relationships between the 

church and state in Northern Ireland. The Protestant churches campaigned tirelessly to make 

the state Protestant in character, utilising the education system as the most effective means of 

inculcating that ethos in Northern Ireland (Akenson 1973). The minority Catholic community 

choose at first to ignore the state and retreat into their own churches, schools and communities, 

until they could not deny that the Northern Irish state would endure and it was in their best 

interest to engage with the system and fight for their rights (Akenson 1973).

A different relationship between Church and State developed in the South of Ireland, where the 

Catholic Church was given virtual control of the education system (Dunn 1990). The more 

positive relationship between Church and State and the powerful position of the Church was
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facilitated in a community where nearly 95% of the population were Catholics3 (Atkinson 1969). 

It is argued that part of the reason for this 'good' relationship may be in part because of the 

economic support the Church provided for education. This advantageous economic 

relationship suited a state whose government seldom embraced social policies entailing 

considerable outlays of public funds, and the extent to which the Catholic Church invested in 

education was considerable (Farren 1996). While the establishment of the Department of 

Education in 1924 allowed movement towards central administration and more vigorous state 

policy, the control of individual schools has remained firmly in denominational hands (Atkinson 

1969). The influence and control of the church on the education systems will be a reoccurring 

theme in the following sections looking specifically at the educational structures.

Educational Structure in Northern Ireland

Northern Ireland is very unique in its educational structure and curricular development. As part 

of the United Kingdom, the educational system mirrors England's, yet is distinctive due to the 

intra-communal conflict. As previously mentioned, Northern Ireland operates two parallel, 

religiously distinctive school systems, which are similar in their structure and management. 

There are few significant exceptions, including religiously integrated schools that came to 

fruition in 1989, and Irish Language schools.

The education system is divided into four key stages: Key Stage One, years 1-4, where children 

are ages 4-8. Key Stage Two for schools years 5-7 and pupils are 7-11. Key Stage Three for 

school years 8-10 and pupils are ages 12-14, and Key Stage Four for school years 11-14 and 

pupils aged 15-16 which culminates in the GCSE examination. It should be noted, like Britain, 

Northern Ireland continues to use a state examination at the age of 11 to differentiate students 

to secondary schools or more academically orientated grammar schools. However, this policy is

3 The census of 1926 recorded 2,751,269 Catholics out of a total population of 2,971,992. Statistical Abstract, 1931. 

P. 18
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contentious with the opposition arguing that selection at age 11 contributes to social 

segregation (Gallagher and Smith 2000). The GCSE examination concludes the mandatory 

education in Northern Ireland. There are three options if students choose to continue their 

education. Students can continue on a college preparatory track, either in a secondary or 

grammar school, and choose specific subjects (usually 3) to study in depth for two years 

concluding with the 'A level' examination which determines university acceptance. At the age 

of 16, students can also choose to enter a vocational school to learn more practical and applied 

trades.

Appendix 7

Educational Systems in Republic of Ireland

Whilst there are similarities between the school systems of Northern Ireland and the Republic 

of Ireland, there are distinctive differences that inevitably impact the educational experience of 

children in either context. The issue of leadership, management and ownership of Irish schools 

is unique because the dominant pattern is one of church ownership and management with the 

state responsible for the bulk of the costs and control of curriculum and assessment (Drudy and 

Lynch, 1993). The organisation of the schools is very similar to those in Northern Ireland in the 

primary level, yet presents more options at the secondary level. Primary schools are for 

children ages 5-12 and these are almost universally controlled by the church. At secondary 

level the situation is more complex as there are four distinct schools types: (1) secondary 

schools, (2) vocational schools and community colleges, (3) Comprehensive schools, and (4) 

Community Schools.

Secondary schools, consisting of a strong academic tradition, form the greatest proportion of 

the post-primary schools educating approximately 60% of secondary students. Pupils are 

prepared for the major public examinations: the Junior Certificate at Junior Cycle and the 

Leaving Certificate at the Senior cycle. Most of these schools are owned and managed by 

religious bodies affiliated with the Catholic Church, whilst approximately 10% of the current 

Secondary schools are affiliated with Protestant denominations (Secretariat of Secondary
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Schools, 1992). Although Protestant secondary schools do not differ in their management, 

there are some differences in their overall school culture and financial relationship to the state.

The second type of secondary schools is the vocational and community colleges which are 

composed of approximately 30% of secondary students. These bodies are managed by 

Vocational Education Committees (VEC's), funded by the state, which are non-denominational 

under the Vocational Educational Act of 1930. The curriculum of vocational schools typically 

have a strong practical and technological basis in addition to offering academic classes and the 

opportunity to take the major public examinations at the junior and senior cycle. Community 

colleges are owned and managed the same way as the vocational colleges yet offer a wider 

curriculum than the Secondary and vocational schools with a range of both practical and 

academic subjects (Drudy and Lynch, 1993).

Comprehensive schools are the third type of secondary schools and are similar in organisation 

to the vocational schools and community colleges, yet are distinguished by Catholic and 

Protestant denominations. There are just 16 comprehensive schools at present and they were 

introduced as co-educational schools open to all social classes and ability levels, offering a wide 

curriculum to match the aptitudes of their students. The fourth type of school, the community 

school, was a development of the comprehensive school with an emphasis on reciprocal 

relations between the schools and the surrounding community. The community school is on 

average larger than the secondary or vocational school and offer a range of academic and 

practical subjects. They also prepare pupils for the major public examinations, and offer other 

work experience certificates. Community schools are also the primary facilities for adult 

education and lifelong learning schemes generally making their facilities available to the wider 

community (Drudy and Lynch 1993). The next sections look at how these educational contexts 

and systems in the north and south of Ireland influence curriculum.
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Appendix 8

Range of approaches to citizenship and notions of Multiculturalism 

Legal — National Identity - Passports

Liberal — Voting, paying taxes
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Communitarian - working within and for a distinct community
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Radical Environmentalism



Women's Rights

Protesting against the state - Worldwide
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Children's Rights
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Celebrate diversity

There is only one race - the human race

Racial inequalities
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Racial Profiling

Monoculturalism - Racism
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