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Preface
Learning and living democracy -- the new roles ofd@gachers

Education, both formal and non formal, in a lifeddearning perspective, is crucial to the
development of active citizenship, the quality aftgipation in a democratic society and in
fostering democratic culture. The role of teachengromoting democracy learning through
active, participatory approaches is essential.

The success of education for democratic citizenaigh human rights depends largely on the
teaching profession. This has been recognised aetiares by the political bodies of the
Council of Europe, first in the Parliamentary Asddyts Recommendation 1346 (1997) on
human rights education (item 11) and then in Recendation (2002) 12 of the Committee of
Ministers to member states on education for denticccéizenship (item 4). The Third Summit
of Heads of State and Government of the Counddwbpe (2005), called for increased efforts
in the field of human rights education and for em® opportunitiesfor the training of
educators in the field of education for democratitzenship, human rights, history and
intercultural education.

There are specific challenges to be faced in thmipee states, such as the need to raise the
level of professionalism of teachers; the need Iange the qualification of teachers,
introducing new that are important today; and teechto link formal initial teacher training to
trainer training, which usually involves non-formkglarning and learning through project-
related activities.

The aim of this publication is to give ideas anddgiines for action to support teacher/trainer
training in education for democratic citizenshipDE). It is a result of a collective work
coordinated by the Council of Europe. The text wasten by a group of experts in the field of
citizenship learning. The initial draft was presghiat the launching conference of the 2005
European Year of Citizenship through Educationofigs Bulgaria (13-14 December 2004) and
referred for comments to the network of EDC coaatiins, established by the Council of
Europe and having representatives in 46 membeesstdthe text was revised since and
complemented with case studies and examples of gwadtice collected after the 2005
European Year of Citizenship through Education. dation authorities in member states are
invited to adapt this document to their country teats, providing adequate explanations of
concepts and, if necessary, translating the tertdke it accessible to teachers and trainers in
their mother tongue and, if possible, with goodcpice examples from their own country.






1. THE NEED FOR TEACHER TRAINING IN EDC

In a world of rapid change and increasing diversihe need for an active, informed and
responsible citizenry is greater than it has ewamb The role of education in creating such a
citizenry is now almost universally acknowledged.

The ability to engage in public life and affairsgetigently and responsibly is something that
has to be learned. While a certain amount may bkepi up informally in the family, the
nature of life today is that this can never beisight to produce the kind of informed and
effective citizens that modern democracies reqtorenaintain their continued existence.
Education for democratic citizenship (EDC) needsbéo a feature of formal as well as
informal education, and an entitlement for allagtis in a democratic society.

In this chapter we consider the kind of professlidorzaning programmes — pre-service and in-
service — that is needed to enable teachers teeddligh quality EDC in schools, and factors
affecting the way such programmes should be cortsiriu

1.1. Challenges to the traditional model of citizeship

The idea of EDC is not new. There has been an eleofecivic or citizenship education in
various European countries for many years. In th@nnthis has consisted largely of
informing learners about the political system —ttisato say, the constitution — in place in
their country, using formal methods of instructidie underlying model of citizenship has
therefore been a passive and minia. Citizenship for the vast majority of ordinggople
has consisted in little more than the expectati@t they should obey the law and vote in
public elections.

In recent years, however, events experienced aadgels taking place across Europe have
challenged this model of citizenship. They include:

» ethnic conflicts and nationalism;

» global threats and insecurity;

» development of new information and communicatiati®logies;

e environmental problems;

* population movements;

» emergence of new forms of formerly suppressed cibie identities;

» demand for increasing personal autonomy and nemvdaf equality;

» weakening of social cohesion and solidarity amosgpte;

* mistrust of traditional political institutions, fimrs of governance and political leaders;

* increasing interconnectedness and interdependencepolitical, economic and
cultural — regionally and internationally.

In the face of challenges such as these, it hasnbeclear that new kinds of citizens are
required: citizens that are not only informed, &iso active — able to contribute to the life of
their community, their country and the wider worahd take more responsibilitgr it.



1.2. A new kind of citizenship requires a new kinaf education

Traditional models of education are simply not @ged to create the kind of active, informed
and responsible citizenry that modern democraeigsire. In important ways, they are failing
to respond to the demands of a rapidly changingakoeconomic, political and cultural
environment — for example, by continuing to:

» deny learners the opportunity to explore and ds@amtroversial social and political
problems by emphasising the teaching of academiwletdge, at a time when they
appear to be losing interest in traditional paditamd forms of political engagement;

» focus on fragmented disciplinary knowledge and sitaseacher-textbook-student’
learning at a time of rapid advance in new infoioratand communication
technologies;

» restrict civic education to factual information abdideal’ systems at a time when
citizens need to be taught practical skills of isgyation in the democratic process
themselves;

* nurture dominant cultures and ‘common’ nationalaltgs at a time when political
and legal recognition of cultural difference hasneoto be seen as a source of
democratic capital;

» detach education from the personal lives of learrserd the interests of the local
community at a time when social cohesion and sotide declining;

» reinforce the traditional divide between formal ami@rmal and non-formal education
at a time when education needs to address the pééfidong learning;

« promote state-focused forms of education and tigirat a time of increasing
interconnectedness and interdependence at a régiothénternational level.

What is required are new forms of education thapare learners for actual involvement in
society — forms of education that are as much s theoretical, rooted in real life issues
affecting learners and their communities, and tadlgfough participation in school life as

well as through the formal curriculdm

The need to provide such teaching presents imgoctaailenges for the teaching profession.
It means learning new forms of knowledge, develgpiew teaching methods, finding new
ways of working and creating new forms of profesalaelationships — both with colleagues
and with learners. It emphasises teaching basezlent affairs over the understanding of
historical systems, critical thinking and skillsathing as well as knowledge transmission,
co-operative and collaborative working rather themolated preparation, professional
autonomy instead of dependence on central dikiaequires a change in how we perceive
learning, from an idea of learning as teacher-eentto learning through experience,
participation, research and sharing.

1. K. Duarr, V. Spajic-Vrka$, and I. Ferreira-MasijnStrategies for learning democratic citizensSipasbourg
Council of Europe, 2000, DECS/EDU/CIT (2000) 16, Bp-32.



1.3. EDC as a common European approach

In response to the need to strengthen and advamealacy through education, the Council
of Europe and the European Union have sought teldpvand promote new forms of EDC
that have Europe-wide application.

a) Council of Europe

The Council of Europe launched in 1997 a comprekensroject on EDC with a threefold
task: clarification of key concepts, developmenteziching and learning strategies, and the
establishment and monitoring of innovative learnipgactices in so-called ‘sites of
citizenship’.

The project developed a new approach to EDC. Itioed the idea of multi-faceted practice
with ‘bottom-up’ strategies, was based on commomofean values, and aimed at active
citizenship and participation through lifelong leiag in a range of formal and non-formal
educational settings.

The approach was influenced by the Council of Ee®pPeclaration and Programme on
education for democratic citizenship based on ftights and responsibilities of citizers
1999, in which it is stated that EDC should bec@me

“essential component of all educational, trainindtucal and youth policies and practicés.”

A year later the European Ministers of Educatiooped theCracow Resolution and the
draft common guidelines for education for democraitizenship The document re-defines
democratic citizenship by adding a set of new disimms to an earlier commonly accepted
concept of citizenship and reinterprets the washituld be learned and taught. In particular,
democratic citizenship was seen as encompassimgat@imensions — including the political,
the legal, the social and the economic. In doingiseatified the notion that democratic
citizenship should be seen as applying not onlyatregional and national level, but also at
the European and the global level.

The principles and contents of EDC were furtheriidal in the Committee of Ministers’
Recommendation Rec (2002)12 on Education for Deatioc€Citizenship.

The recommendation states that education for deatioaitizenship should be at the heart of
educational policy-making and reform, and is

“fundamental to the Council of Europe’s primary kasf promoting a free, tolerant and just
society.”

2. Declaration and Programme on education for deaticccitizenship based on the rights and respdiiib of
citizens (adopted by the Committee of Ministers7oMay 1999 at its 10% session), Strasbourg, Council of
Europe, 1999.

3. Recommendation (2002)12 of the Committee of Mers to member states on education for democratic
citizenship. Adopted by the Committee of Ministers 16 October 2002 at the 81theeting of the Ministers’
Deputies). Strasbourg, Council of Europe.
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It sets out an approach to EDC that:

» embraces any formal, non-formal or informal edwral activity which prepares an
individual to act throughout his or her life as antive and responsible citizen
respectful of the rights of others;

e seeks to contributes to social cohesion, mutuaertstdnding, intercultural and inter-
religious dialogue, and solidarity — promoting edyeébetween men and women and
encouraging the establishment of peaceful relatigtisn and among peoples;

* is a factor for innovation in terms of organisingdamanaging overall education
systems, as well as curricula and teaching methods

As such, EDC may not be equated with a single plisg, school subject, teaching or training
method, educational institution or learning settilgg@rning resource, group of learners or a
particular period of study. It is a comprehensind &olistic approach that encompasses, in a
lifelong perspective a broad range of other apgrescprogrammes and initiatives, formal
and in-formal, as well as non-formal — such asccamd political education, human rights,
intercultural and peace education, global educagalucation for sustainable development,
etc.

Consequently, it is seen as a complex tool for advey value-oriented knowledge, action-
based skills and change-centred competences thadvesn the citizens for a productive life
in a pluralist democracy. In particular, EDC, adirted by the Recommendation, promotes
self-awareness, critical thinking, freedom of clegicommitment to shared values, respect for
differences, constructive relations with others ghceful conflict-resolution, as well as
global perspective - all of which are important fmersonal development of a democratic
citizen and a democratic society as a whole.

b) European Union

In the Lisbon Stratedy launched in 2000, and in tHeetailed Work Programme on the
Follow Up of the Objectives of Education and TramiSystems in Europef 2002, the
European Union includes active citizenship amosgsttategic objectives, aiming to make
Europe

“the most competitive and dynamic knowledge-basednemy in the world; capable of
sustainable economic growth with more and bettes gnd greater social cohesion”.

Active citizenship has been recognised as an impbigoal of the Bologna Process, which

sets the goals for higher education, and the Eampé&elong Learning Strategies, as well as
the European youth policies. In reference to yottik, 1991 European Commission’s paper
“A New Impetus for European Youth” advocates newnfoiof European governance based
on youth autonomy and active citizenship, while White Paper “European Governance”

defines openness, participation, accountabilityfeativeness and coherence as the key
principles of good democratic governance.

* European Council, Lisbon (Portugal) 23-24 MarcB@European Parliament.

5. Education Ministers of the European Union, Bltava (Slovakia), June 2002, Work Programme on the
Follow Up of the Objectives of Education and TramiSystems in Europe,
(http:/feuropa.eu.int/comm/education/doc/official).



1.4. The need for more effective systems of teacheglucation

However, while the need for an active, informed aesponsible citizenry is now generally
agreed, and role of education in creating suchizeary is almost universally acknowledged,
current evidence suggests that there is a reabgapeen the rhetoric of need for EDC and
what actually happens in practice.

This has been confirmed by two recent studies peepdy the Council of Europe:
Stocktaking Research on Policies for EducationCfemocratic Citizenship and Management
of Diversity in Southeast Eurchand theAll European Study on EDC Policies

One of the main findings of the Council of Europ@k¥-European Study on EDC Policies
was of a considerable “compliance gap”, almost l, gu member states at all levels and
sectors of education, between policy intentions EWC and the provision of adequate
resources — information, human, financial and tetgical — to turn those intentions into
effective policies and practices in reality.

In particular, theAll-European Study on EDC Policiesncluded that:

“despite the importance it is given in policy stagnts, teacher training schemes do not give
enough support to EDC implementation efforts”.

It found, overall, that very little systematic sa@ppwas provided for initial or in-service

teacher professional development in EDC. In mosésain-service teacher training activities
were the result of ad hoc initiatives, school-basgthemes or school-civil society

collaboration. EDC initiatives in initial teachedwcation, where they existed, were largely
generalist in nature. Seldom were there cases \H#i¥D-related teacher training schemes
were brought together under one government progeuwmone EDC policy implementation

scheme — exceptions being the Association for €iship Teaching in England, the Federal
Centre for Civic Education in the Russian Federatibhe ‘New Horizons’ teacher training

programme of Czech universities, and civics anzamiship studies for teacher training in
Hungary.

This observation can be inferred quite easily évem the study on Western Europe, a region
with long-standing experience in EDC policies:

“The overall pattern in the Western Europe regismof limited, sporadic teacher training
related to EDC, with the majority of it generalistinitial teacher training and optional in
terms of in-service training. This does not matchihwthe crucial role of teachers in
developing effective EDC practices. It raises aggiaquestions about the ability and
effectiveness of teachers to promote the more ggiarticipatory approaches associated with
the reforms of citizenship or civic education inmpa&ountries™

® C. Harrison, B. Baumgartl, Stocktaking ResearclPolicies for education for democratic citizenshiy
management of diversity in Southeast Europe, Strasgh Council of Europe, DGIV/EDU/CIT (2001) 45 din

7. All-European Study on EDC Policies, Strasbo@aguincil of Europe, DGIV/EDU/CIT (2004) 12, p. 22.

8. D. Kerr, All-European Study on EDC Policies: Wn Europe Region, DGIV/EDU/CIT (2003) 21,
StrasbourgCouncil of Europe, 2003, p. 38.
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Clearly, the success of EDC depends upon teadhésshey who introduce and explain new
concepts and values to learners, facilitate theldpment of new skills and competences, and
create the conditions which allow them to applystheskills and competences in their
everyday lives at home, in school and in the lgcahmunity.

However, the recognition of the role of EDC in padpg people for life as active and
responsible citizens broadens teachers’ respomigibibnd sets them new challenges. Some
of these challenges were noted as long ago as &08Fe 18 Standing Conference of
Ministers of Education of the Council of Europe tireg in Helsinki. TheResolution on new
challenges for teachers and their educatidraws attention to the kind of assistance and
encouragement teachers need — including pre- as@ériice training in which they can
acquire the personal and social skills needed éor forms of classroom management, team
work and co-operation with local and other partnasswell as an understanding of European
values and their transmission to young learnensiadern, pluralist societies. It also means
training in familiarity with intercultural educatip education in human rights and democratic
citizenship, European and global issues, and haalthsafety education.

In addition, the new role for EDC also extends tlagegories of actors who should be
involved in the promotion of EDC. Recommendatio02)12 on Education for Democratic
Citizenship presupposes the active involvemeniondt of school teachers, but of a range of
other actors working in non-formal and informal edtion — especially, trainers, advisers,
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mediators and facilitators. The quality of EDC #fere depends upon the preparation and
training of all those involved, both prior to andrishg their EDC service.

The evidence suggests that, to date, attempts lbwedethe kind of comprehensive,
inter-disciplinary and dynamic training that teashand other actors require have only been
limited and sporadic. There is, therefore, a dedfimeed throughout the member states to
develop more effective systems for delivering appeie and co-ordinated training
programmes in EDC, both at pre-service and in-serlavel.

1.5. Factors affecting the provision of teacher tri@ing programmes

Having outlined the critical role of teacher edimatin the implementation of EDC policy,
we now consider some of the key factors affectimg provision and nature of training for
teachers — although many of the issues apply equally in thgecaf other relevant actors
These fall roughly into two categories: factorsiag out of the nature of EDC and the way in
which it is developing in schools; factors arisimgt of the nature of teacher training as it is
currently exists.

1.5.1. Factors arising out of the nature of EDC

The nature of EDC and the way it is currently depelg in schools has important
implications for the provision and nature of thadieer training that is required. They include:

1.5.1.1. EDC is both a school subject and a wholesl approach

It encompasses discrete subject teaching, crosswar work, democratic school practices
and community involvement. This means that trainggoth an issue at a general level for
all teachers, and a concern fepecific subject teachers particularly those who teach

citizenship or civic education and closely relatearier’ subjects, such as history, political

science and social science. To the extent that EBxOwhole-school process, training is also
an issue forschool principalsand senior management teamis$ also suggests the need for
teacher training to be carried outsaweral different levelsncluding:

* curricular content

» teaching and learning methodologies
* management skills

* people or participative skills.

1.5.1.2. EDC has tended to develop in a ‘bottomvugay
Particularly in countries with decentralized edigratsystems and high levels of teacher

autonomy. Where this has happened, teacher-traagtigities — insofar as they exist — tend
to be fragmented and unsystematic, consisting @épendently organized courses, seminars

o Teacher means those who are responsible and ortelfiti promote EDC learning directly to childrgoung ones and
adult learners in different contexts, formal, nomfial and systems. They may have different ralesh as class teachers,
principals, teachers etc. The word trainer hasreanings:

-teacher educators who are responsible for trgiaid helping others to be teachers of childrennggeople in EDC (pre-
service training in universities and colleges );

-trainer educators who are responsible to traierstto be teachers educators (post graduatiottentdegree etc).



or conferences delivered partly or wholly by a migt of local and international non-
governmental organizations or intergovernmentabpizations, pedagogical institutes and
professional associations. This suggests the r@eddearchinto the overall level and nature
of existing provision within individual member statanda more co-ordinated approadio
future provision both at regional and state level.

1.5.1.3. EDC is an innovative concept

The democratization of education has significanplications for schools and teachers In
some circumstances it means countries having talaimentally change their teaching
orientation quite radically — especially, in edimatsystems dominated by traditional, ‘top-
down’ approaches to teaching and learning and fuleical approaches to authority. The
sorts of training activities that are required aten therefore bevider in scopethan is
usually the case in teacher training, and havedtiress fundamental issues relating to the
development of morepen, participative and democratic teaching andnéag styles For in-
service training, in particular, this may involveathers in a considerable amount of
unlearningof old and deeply ingrained teaching processespaactices. A didactic, teacher-
led, textbook-dominated, knowledge-based orientati@s to be replaced by one emphasising
student involvement, a broader range of teachinpoas and a more skills-based approach.

1.5.1.4. The concept of EDC is not always well ustded

There has been a tendency among some practitioaeds policy-makers in some
circumstances to haverestricted viewabout what EDC is and what it means in schools. It
not uncommon, for example, for the aims of EDC ¢adentified with the making of ‘good’
citizens, in the sense of polite and caring indaild. Understood in this way, the provision of
EDC in schools becomes limited to the cultivatidncaring and considerate behaviour and
the creation of opportunities for students to beeonvolved in ‘good works’, rather than an
intellectually stimulating activity that challenggsung people to engage with their status as
citizens of society. Another form of misunderstamis to see EDC simply as a kind of
teaching method without any specific content — rofigentified as ‘discussion’ in a rather
general way. Yet another is to identify EDC withrgmnal development — that is, with the
nurturing and growth of self-confidence, self-esteand so on. Where EDC has been
conceived in ways like these, it has quite natyradld low status in the eyes of policy-makers
and practitioners in institutions in comparisonhwdther subjects and, consequently, been
seen as a low priority for teacher training. Inypding teacher training programmes in EDC,
therefore, there will in many cases be a need tiremd at a fundamental level th@ncept of
EDC that teachers possess and the typeattitude — or prejudice that accompany it.
Training programmes cannot take it for granted tbathers will either understand what EDC
is — at least in the sense now generally acceptpdlizy level throughout the member states
— or regard it as being a good thing.

1.5.1.5. EDC is implemented differently in différeountries

In some countries EDC is taught through a crossaular approach, whilst in others it may
be seen as integral to one or more existing schgjects, such a social sciences, history or
geography. There are countries where EDC is aaeguloptional school subject, and others
where there are no programmes at all. SimilarlyCEDay appear under a variety of names —
for example, civic education, citizenship educatibmman rights education, intercultural
education, character education, global educattanaly have different aims and emphases, or
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use different teaching methods. It may be relatdelysto formal settings, or be expanded to
include informal and non-formal learning. Trainipgpgrammes need to be aware of these
differences in practices and to consider the extentwhich they reflect different
conceptualisations of EDC and lead to differencesiizens’ competences. If they do, these
differences may actually hinder the promotion @oanmon European approach to education,
and, consequently, the development of common deatio@ulture in Europe.

1.5.2. Factors arising out of the nature of teachdraining

There are also factors affecting the developmeB®CT training that come from the nature of
teacher training as it currently exists.

1.5.2.1. Teacher training is delivered through @eviange of providers

They include government agencies, non-governmemtdlinter-governmental organizations,
pedagogical institutes, professional communities] @rivate and commercial companies.
This often makes for fragmented provision, with tlesult that government agencies are
sometimes unaware of the level or quality of ED&ining taking place nationally. It is
important therefore in developing programmes othea training in EDC to ascertain just
what differentmodes of delivergre available within individual member states aod these
might beco-ordinatedandsustained.

1.5.2.2. Primary and secondary teachers normallyehaccess to different forms of training

Teacher training provision usually reflects thet fdat primary teachers are generalists and
secondary teachers are subject specialists. Thiesnia likely that very different forms of
EDC training will be needed fgrimary andsecondaryschool teachers — at both pre-service
and in-service level.



1.5.2.3. Beginning and experienced teachers hamnedrerent training requirements

Pre-service and in-service training are normaliycttired in quite different ways, reflecting
the different needs of teachers at different stagéseir teaching careers. Pre-service training
is generally organized or recognized by the statk @ovided through universities, teacher
training colleges, training schools or commerc@hpanies for a significant period of time —
often for 3 or 4 years. In-service training, on ttber hand, can vary from the occasional
seminar or workshop to a further university degid@s means thataining geared towards
pre-service training in EDC is likely to be of affdrent order from that provided for in-
service training.In some circumstances, it may also mean that wies@urces are restricted
achoicehas to be made between support for one or the athpart of a national strategy —
for example, in practice in-service courses arerofietter suited for training a larger number
of teachers in a short time, as well as being oketigan initial teacher training programmes.

1.5.2.4. In-service training is often voluntary

In less centralized education systems, the decamhether to attend training seminars or
embark upon a course of training is often left aghe individual teacher. Funding may or
may not be made available to cover the cost — rithethe individual or to the school
concerned. In order to develop a more systemapecoagh to EDC training it is important to
developmechanisms- beyond outright compulsion — that will encourag@chers to take up
opportunities for in-service training in EDC, orcenrage schools to reflect more closely
upon the EDC training needs of their teachers — éy linking EDC training to career
development, or to school improvement or develogméms.

1.5.2.5. Teacher training makes increasing useewf technologies

Web-based resources aresteadily being used to sugpcher training — particularly at in-
service level. They include case studies, inforaraton teaching styles, exemplar lesson
materials and self-evaluation tools — sometimethénform of distance learning packages. It
raises the question of hown-line resourcesnight be best developed to provide aspects of
teacher training in EDC.
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2. SUPPORT STRUCTURES AND MECHANISMS

The effectiveness of teacher training policy degeindthe first instance on the quality of
the structures and mechanisms designed to suppoaind of the resources that are
available to deliver its objectives — informatidruman, financial and technological. This
is as true of EDC as of any other aspect of edoicati

However, the process of creating the structuredett& promote teacher training in EDC
is as yet comparatively undeveloped in many coesitr both in policy and in practice. In
this chapter we consider some of the steps thattnbig taken to arrive at a more unified
and comprehensive approach.

We recognize that different countries are at d#ifeérstages in this process. European
countries do not all share the same educationadrfés and traditions, or have access to
the same sorts or levels of resources requiredngert EDC policy into a reality. While
the development of teacher training in EDC is welller way in some countries, in others
it is still only in its infancy.

2.1. Policy-making

The development of a systematic approach to ED@itigabegins at the level of policy.

This in turn has its origins in political commitnmeMWhat is required, therefore, is a
written policy explicitly expressing the desiratyiliof a national approach to teacher
training in EDC and a commitment to find the resesrneeded to make this a reality in
practice. Ideally, it should include both pre-seeviand in-service training, but where
resources are limited it may — in the short termeast — be restricted to the latter. It
should also include a commitment to creating spacéoth state and non-state agents in
relation to EDC training — particularly for the iompant role that NGOs can and do play.

National policy that is based on a poor or insigfit understanding of present states of
affairs in practice is unlikely to be successful.id important, therefore, that policy
development is preceded by an audit and evaluatidiDC training initiatives that are
already under way in the country — as well as setiimeeds assessment.

2.2. Policy implementation

It is essential thatesponsibility for policy implementation should be clearly idéietl
within state agencies. Where responsibilities diglifferent areas of administration — for
example, responsibilities for pre- and in-servicevsion, it is important that these are
subject to some form of overall co-ordination, e.gwrough ministries, universities,
pedagogical institutes, national EDC training cestor professional bodies. There is an
argument, too, for having forms of regional co-oedion where conditions allow,
including regional advisers.

Co-ordination at national level must not be conflgdth a centralized, authoritarian — or
‘top-down’ — approach to policy implementation, hewer. It is in the nature of EDC
development in schools in many countries to dag the introduction of elements of
EDC both into the taught curriculum and into théwne of the school have originated in
grass-roots initiatives — school-based schemessahdol-civil society collaborations —
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often supported by NGOs or encouraged by goverrmhgmimp-priming’. At the same
time it is in the nature of EDC as a concept thapastunities should be created for
‘bottom-up’ initiatives to flourish. The ultimatera of EDC is to equip people for life in a
more genuinely democratic society, and one wayhiclwthis can be achieved is through
the development of a more genuinely democratic &tlutal culture.

Understood in this way, national co-ordination st @bout the issuing of diktats by
central government but rather the unification aidny ad hoc EDC training initiatives in
one systematic national or federal programme orcpdmplementation scheme. This
means finding ways to support the voluntary agtiwt individuals, schools and local
networks as well as monitoring and evaluating thality of the provision that arises out
of it.

2.3. Pre-service training

The first step in developing EDC in pre-servicanireg is the introduction of a general
element of EDC into the training of all new teachekt primary level this should be done
in the context of the whole school curriculum, a®m@n of cross-curricular competency.
At secondary level it is best done within the cahtef the trainees’ specialist subjects,
e.g. how EDC can be taught through social sciegtce,

In each case, training should cover both EDC cdrded teaching methods — including
how they might be applied in the teaching of o@rool subjects — and issues that relate
to the creation of more democratic and participaggproach to school life in general.

The second step is to introduce some element dfiasation into EDC training at
secondary level — for example, courses in which EPtaught jointly with another school
subject, or as a teacher’'s ‘second subject’. Thik ve more effective the closer the
affinity between EDC and the subject in questiongéneral, subjects like history, social
science and political science are the most likelgrbvide suitable partners, but this is not
to rule out other like geography or native languaggching — or religious education,
where it is taught following a non-confessional ltiriaith approach.

The third step is to introduce EDC as a specialiftject at secondary level — or, in the
case of joint courses, to make EDC the senior parifhis may also incorporate training
in how to co-ordinate EDC initiatives across a sthas a whole and, ultimately, to
provide a basis for training other teachers in BEB&niques.

However beneficial training courses or postgradpadgrammes are, for pre-service EDC
training to be genuinely effective, supplementargport structures and mechanisms are
likely required. They include:

2.3.1 School placements or specialist training scbis
It is crucial to EDC pre-service training that begng teachers are provided with

opportunities to practise EDC in real settings.sTineans establishing a system of school
placements or specialist training schools. In #secof school placements, it is important



that the schools chosen exemplify good practicEDC and are able to provide their
trainees both with experience of EDC within a ramfesettings and with professional
support. Where EDC is still emerging in schoolss tinay mean giving attention to the
way in which schools are prepared for this respmilityi — itself a training task.

2.3.2. EDC-specific standards or competences

In order to guarantee quality of provision of peevice EDC training — especially where a
range of different kinds of institutions may be ahwed — it is useful to identify a set of
EDC-specific standasbr and to make the acquisition of these a guealifon for entry to
the teaching profession. Professional standardsmopetences exist at the general level in
a number of countries, but as yet they have seldeean made subject-specific

2.3.3. Monitoring quality

Alongside the existence of professional standandsild be some means of assessing the
extent to which pre-service EDC training activitage providing appropriate opportunities
for these to be developed in beginning teacherss Teans some system of overall
guality control or assurance, or official inspentimf the institutions or organizations
providing the training.

2.3.4. Induction period

Once the pre-service training course is over, hafpful if new teachers are allowed a
period of time in which, as they embark on theiofpssional practice, they are able to
consolidate what they have learned — say, for @maliryear. Among other things, this
should involve a limited teaching timetable — fgample, 75 per cent or 80 per cent , and
some system of professional support.

2.3.5. Professional support

Professional support in EDC for beginning teaclheesy be provided externally — for
example, by institutions and organizations respgmasior initial training, professional
associations, government agencies or other bodiesvever, it should also include
within-school support. This means some system ofegsional mentors or tutors, i.e.,
practising teachers who have as part of their resipdity the role of supervising and
supporting beginning teachers in their EDC workwHubis role is understood depends to
some extent on whether EDC is seen as a genergatenty expected of all teachers or a
separate subject — or both.

Whichever is the case, mentors need dedicateditimsich to carry out their work, both

for lesson observations and face-to-face interacfitiey will also need training. Being a
professional mentor is more than being a good ED&ctpioner. This means EDC
mentoring courses or seminars, or some kind of toreinduction pack’ (with a parallel

one for the trainee teachers themselves). Undetsiodhis way, mentor training can
become a form of in-service EDC training in its osght.

el Birzéa, Education for democratic citizenshipifelong learning perspective, Strasbourg, Coungil
Europe, DGIV/EDU/CIT (2000) 21, p.83.
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2.4. In-service training

The first step in developing a systematic apprdadBDC training at in-service level is to
audit the range of training activities that arerently taking place in a country. These are
likely to be organized and delivered by a rangepddviding institutions, including
non-governmental and inter-governmental organisafidhigher education institutions,
and private and commercial companies.

The second step is to begin to organize all theswitges into a unified programme,
deciding which to provide with active support ahational level and, where there are
obvious gaps in provision, which of the gaps toibeg fill first. This is not to be
confused with the kind of centralized educationmalggamme in which every last detail is
dictated by central government. Rather the ide@ isring together a range of different
activities — local as well as regional — into ogstsmatic approach, which thereby gains
in effectiveness.

In terms of general strategy, a number of diffesgays of proceeding or areas of support
are possible:

« EDC training aimed at school principals, senior agers and governors;

» general EDC training for all teachers;

» specific training aimed at developing specialistE@achers;

e training in EDC training aimed at developing schawl locally-based EDC
trainers.

In terms of method, training practice may focubesiton individuals or on institutions (for
example, where training is provided for a wholeositlstaff at once) — or both.

It is important, especially in situations in whiEIDC training is still only in its infancy or
where resources are restricted, to be able to otrate support on grass-roots initiatives
that are already under way. It is also in the spirfiEDC as a concept to support ‘bottom-
up’ forms of EDC training, e.g., local voluntarytwerks, communities of practice or
EDC peer groups. A community of practice is an edésl group of people — not all of
whom are necessarily practitioners as such - shaxibelief in and promoting the same
set of educational understandings and practicese& group is a small, local group of
practitioners who meet together to give each othgiport in certain aspects of their
practice.

In providing an effective system of EDC in-servicaining, a number of supplementary
support structures and mechanisms are importaely ftlude:

2.4.1. Training materials

Training materials for EDC in-service training dake different forms, e.g., case studies,
teaching strategies, assessment techniques, meskdns, schemes of work, exemplar
school activities, etc. These may be web-basedal@ the form of a distance learning
package or professional handbook. They may alsetta form of curriculum materials —

e.g., textbooks or manuals — that either have a@ EBining element attached to them or
are drawn up in such a way as to induct teach&siew forms of practice.



Training videos are a particularly effective an@mamic way of disseminating good
practice to a large number of teachers and schdbksy also have the advantage of
being able to display examples of EDC practicesad time.

Training materials should reflect not only the ndedteachers to be skilled in the
sorts of pedagogy associated with EDC, but alsthénsubject content of EDC and
their development as “teacher researchers”.

2.4.2. Quality assurance

Quality assurance is a mechanism for making EDCenadiective at school level. It
allows schools to evaluate their achievements,taxisting levels of teacher skill and
knowledge, and identify their development needsCERIf-evaluation tools allowing
teachers to audit their level of knowledge, skiidaexpertise now exist in some
countries, and also self-evaluation tools for sthas institutiong”

2.4.3. Accreditation and formal qualifications

Another way of supporting in-service EDC trainirgythrough the state-recognized
accreditation or certification of training courséssystem of formal qualification is

made all the more effective by being closely linkiedteachers’ personal career
development and/or school development or improvénmans. The purpose of

accreditation is not ‘licensing’ in the sense ohs@ring certain types of practice, as
was sometimes the case in the past, but to proaidencentive for teachers to
volunteer for additional training by linking compete development to financial
reward and/or career development.

2.4.4. Specialist training and demonstration schosl

Establishing a system of schools‘agntres of excellentegor EDC can have the dual
function of providing high quality school placemeror trainee teachers following
pre-service training courses and a facility fosarvice training. Data on such “centers
of excellence” could be displayed on the internettgds of the Ministries of
Education, local Departments of Education, or kimrion-formal education networks.

2.4.5. A professional association

A strong EDC professional association operating aational level is able to support
EDC training in many different ways — through agiag and co-ordinating courses,
seminars and workshops to disseminating researdhsetting up local networks of
practitioners. It can also act as a national fotws EDC training, through the

publication of a professional journal, newsletteeebulletin and/ or the establishment
of a national EDC centre.

1 The School Self-Evaluation Tool for Citizenshipugdtion published, the Association for Citizenship
Teaching, England and the Tool for Quality AssueaoCEDC in School§Tool 4), developed jointly by
UNESCO, CEPS (Slovenia), and the Council of Europe.
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2.4.6. International cooperation and exchange progimmes for teachers

As the Council of Europe project on Education foenibcratic Citizenship has
demonstrated, there is a lot to gain from inteoratl exchange of good practice in
teacher training for EDC. A number of recommendwitor teacher training in EDC
were voiced at the 2003 conference on bridgingghe between EDC Policy and
Practice, and at the 2005 conference on teachemigafor EDC. The following was
suggested in 200%; when discussinghat should be done:

» Before starting a course, engage in discussion tabdemocracy, rights and
responsibilities, attitudes, values;

» Identify and prioritise the category of teacherdoeive training. Specialist EDC
teachers? Other subjects?

» Develop a historical and philosophical approackBC training, and not only for
teachers;

e Train teachers in groups from the same school raitmen individual teachers
(whole school staff);

» Set up co-operative schemes: Council of Europe teacher training institutions
and NGOs to support EDC;

» Focus on how schools may be opened up to the ¢oramunity;

« Conduct public discussions on the role of the teaghsociety;

* Universities need to have Chairs with regard tming of teachers for EDC.

The 2005 conference on the role of teachers in ptiog education for democratic
citizenship and human rights education provideasd®r action in member states. As
it appears in the report of this confereficéeachers must be sensitised to the true
meaning of EDC which does not merely include teaglmistory and political literacy.
EDC is an umbrella term encompassing class manageteehniques, teaching
strategies, school management, assessment andé&ediarning styles, non-formal
education and a host of skills, initiatives and rappghes. Teachers need also to be
trained to make EDC visible and audible in schaal aut of school. EDC needs to
permeate school life, so teachers need to know tbomake use of all opportunities
school offers.

International cooperation can help raise awarewoédsest practices in Europe and
support democracy learning in the years to come.

12.G. Morris, EDC Policy and Practice: How to Bridhye Gap?Strasbourg, Council of Europ€003,
DGIV/EDU/CIT (2003) 36, pp. 17-18.

BM-R. Mifsud, Conference on teacher training fdueation for democratic citizenship (EDC) and human
rights education (HRE), Strasbourg, Council of Epa,d2005, DGIV/EDU/CIT (2005) 23.



3. TEACHER COMPETENCES

In this chapter we consider sorts of professiomahgetences and dispositions that teachers
require in order to support students in their leggrin EDC.

To do so, we must first consider the aims and mepof EDC. The core objective of EDC is
to encourage and support learners to become astieemed and responsible citizens.

Such citizens are:

» awareof their rights and responsibilities as citizens;
* informedabout the social and political world;

» concernedabout welfare of others;

» articulatedin their opinions and arguments;

» capableof having an influence on the world;

* activein their communities;

» responsiblén how they act as citizens.

3.1. What must students learn in EDC?

Helping students to develop as active citizenslre®much more than presenting them with
factual information about their country’s constibut or justice system, it also involves
practical and conceptual knowledge; a range ofsséild aptitudes; and attitudes and values.

It is helpful to think of these as thieree elementsf EDC learning:

* Knowledge and understanding;
» Skills and aptitudes;
» Attitudes and values.

These three different elements are essentiallyr-nelated. This is because democratic
citizenship — while it can be the subject of acadestudy in its own right — is first and
foremost a practical activity. It means that thiéedent elements should be learned together,
not in isolation. Teachers trained in EDC needamdy to recognize the interrelationship of
these three elements at each stage of a youngnieesducation, but also to be able to see
how they can be integrated in a practical way & ¢hassroom (see the case study of the
Children’s Rights Day in Banja Luka, p. 33).

14 The teacher could be viewed as an expert whosenastiviewed as an integration of knowledge, bebragkills,
attitudes and values. A teacher as an expert nasosthe ability to understand abstract concdpgt levels of self-
knowledge, the ability to make ethical judgmerttg, ability to take a responsible an engaged aatisociety.
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These three elements of EDC learning applptw dimensionsf active citizenship:

e political,

* legal,

e social,

e economic.

Each dimension requires distinctive knowledge andeustanding; skills and aptitudes; and
attitudes and values. They enable learners, raspbgtto be able to be integrated into
society, to draw on the cultural tradition and depments in the countries where they live, to
find work and to participate in political decisiomaking.

The specific elements of EDC learning, integratedtey may be both in learning and in
practice, can best be described separately.

3.1.1 Knowledge and understanding

What one should know and understand in EDC refldasbasic structure of politics, which
can be summed up in three elements: politics relieaninstitutional frameworkpolitics is
essentially gorocess of decision-makingnd politics focuses on handling compissueson
which the future of society depends:

» Understanding the institutional framework
Politics — how does our democratic system work?
Law — which bodies and institutions are involvedgag laws and making
decisions?
Economy — how is public finance organised and vidh#te role of business?
Society — how is society made up?

« Learning how to participate and engage in action
Citizenship — what are my legal rights and resgulitses?
Participation — how can | make a difference?
Human rights — what are our basic human rights feowl are they applied in
society?

» Understanding and forming an opinion on key issues
Current affairs — what is in the news and who ¢sl&e
Interest groups — who is involved and how do thesidwpower?
Values and ideologies — what beliefs and valueseciono play?
Conflict resolution — how can disputes be resolpedcefully?
Globalization — how is globalization affecting miel and those of others
abroad?
Sustainable development — how can this be achieved?

3.1.2. Skills and aptitudes

The sorts of skills and aptitudes required in EB&ching include:

» Expression- how to express and justify a personal opinion;

» Critical thinking and argumentation- how to make judgements and form
arguments;



* Problem-solving— how to identify and define EDC problems and varriat
common conclusions;

» Decision-making- how to negotiate collective decisions;

* Intercultural skills— how to see issues from other people’s pointgent;

» Research how to investigate and present EDC issues;

» Political action— how to engage in forms of lobbying and campaigni

» Evaluation— how to reflect on personal and collective leagnin

3.1.3. Attitudes, values and dispositions

Knowledge and skills are tools that can be putrnyp @se. They do not of themselves lead to
the practice of active and responsible citizenshgken to the extreme, knowledge and skills
in democratic citizenship will not only help demats, but can be turned into weapons to
destroy democracy. What is also required is thé@&lés participate positively in society, and

the will to make this desire a reality. This shdwmsv EDC learning always must include a

normative, value-based dimension. The essence mbclatic attitudes and values is that
democratic citizenship should not only be undemtand made use of, but cherished and
appreciated and, if necessary, defended againstiGgsen and autocracy. However, while it is

perfectly legitimate for values and attitudes astkhind to be encouraged in schools, they
should not — unlike knowledge and skills — be as=g$ormally.

» Attitudes and dispositions for democratic citizenstp

Openness;

Respect for cultural and social differences;

Readiness to share and delegate;

Trust and honesty;

Commitment to truth;

Respect for self and others;

Tolerance of ambiguity and open, undecided sitnatio
Assertiveness — putting forward my opinions cleary with courage;
Democratic leadership — including others in decisitaking;
Teamwork and co-operation.

* Values for democratic citizenship

Human Rights;

Equality;

Freedom;

Justice;

Peace;

Interdependence;
Pluralism;

Sustainable development.
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3.2. What competences do teachers require to suppdDC?

The competences that teachers require in ordeupiecst EDC should be coherent with active
and responsible citizenship. They fall into a nuntdfegeneral categories:

3.2.1. Subject knowledge

In the first instance, teachers require sound stiljaowledge - that is, of the ainand
purposes of EDC, and the range of knowledge an@rstahding, skills and aptitudes, and
values and dispositions that are to be developgmimg people (see above). Without this
kind of knowledge the teacher is unable to seleatrling objectives and plan activities to
achieve them, or to achieve a balance between leage| skills and values learning.

3.2.2. Curriculum content

Teachers also require a reasonable knowledge oifcelum content, i.e., sociatultural,
political and economic understanding — in relatiortheir own country and to the world as a
whole. This will be expected to include understagdof the institutional framework of
democracy, the constitution, and human and cighits.

3.2.3. Teaching methods

While background knowledge and subject knowledgepetpachers with what is to be taught
in EDC, these do not by themselves tell teacheve BDC is to be taught. Developing the

right sorts of teaching methods, and learning had when to use them, is one of the most
important areas of teacher training in EDC.

3.2.4. Management and people skills

As EDC is a whole-school approach as much asaittiassroom subject, teachers also need to
develop important EDC-related management and pesiqile — for example, in how to make
links with and involve the local community, howeacourage student participation in school
life, how to deal with potentially controversialdasensitive subject-matter and so on.

3.2.5. Reflection and improvement

EDC is dynamic as it is based on what happens dégiegoand on individuals’ relations to
their community and society at large. This chanastie requires the capacity to reflect on and
improve EDC regularly through teachers’ personat gmofessional development and
training, as well as their involvement and conttido to quality assurance of EDC within the
whole school.



Case study

Suppose, for example, the teacher wishes to helplale students’ democratic skills. One
way of doing this would be to ask the studentsotsaer the building of a fast highway fram
an airport to a tourist resort. The highway may ena&nse in economic terms, but not from
other points of view, e.g., noise-pollution in aar®y residential area. Students are
encouraged to bring forward arguments on either aitd take a decision about this. On the
way they may consider whether or not a compromiag be found, e.g., changing the course
of the highway or building noise protection walls.

In order to stimulate discussion, the teacher coelgin the activity by arranging a role play
that simulates the process of public decision-ngkis it occurs in real life, with the students
taking sides.

In this way the teacher is able to integrate a remad EDC learning objectives: not simply
knowledge about democratic processes, but alsskifie of expression and argument and a
disposition of being able to work with ambiguousl apen situations in decision-making.

Professional competences of this kind take timeéeeelop and are built up through practice.
It is unreasonable to expect all of them to bequlj achieved before a teacher begins to
teach EDC.

3.3. Personal qualities

In addition to professional competences, therecartain personal qualities that are needed
by teachers of EDC in their day-to-day dealingshwtiudents. While none of these qualities
are specific to EDC as such, they are more cemrd&DC than in other subjects and
essential if teaching and learning in EDC is teefiective.

They include:

» fairness- dealing justly with students

» openness- willing to listen to and learn from students

« impartiality — valuing student contributions equally

* empathy- seeing issues from a student perspective

» assertiveness challenging prejudice and aggressive behaviour
* sensitivity -treading carefully with controversial and emotisgues
* respect- recognizing cultural and social differences

» authenticity— being willing to share own views when approgriat
» self-awareness owning up to own prejudices

» commitment to dialogue encouraging discussion and debate.

It is also important that teacher interest in isstgating to democratic citizenship and human
rights should not be restricted to the professi@uavity of teaching, but extend beyond the
classroom into everyday life. In this way studeats helped to see that EDC is not an
abstract activity but relates to real-life issueshie world today.
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Emphasis on qualities and interests of this nateféects the need for teachers to be
ambassadors for the values of active and respensititenship and transmit them through
their relations with students and the ethos ofliteeof the institution.

While some of these are a matter of temperameoharacter and not generally amenable to
change, others may be enhanced through trainingl-ta that extent, have a role to play in
EDC training programmes.

3.4. Teaching methods

As teaching methods in EDC are perhaps less welkrstood than its content, we shall look
at these in more detail.

As in every other teaching and learning activibere is a cycle:

* Plan — select EDC learning objectives taking accounstoidents’ prior learning in
EDC and design learning activities in order to aehithese objectives;

* Implement- carry out the learning activities;

» Assess- check to see whether students have learned Wasiintended they should
learn;

» Evaluate- reflect on the success of the overall learning/i#g and plan subsequent
teaching accordingly.

Each of the stages of this cycle demands a paatia@pertoire of skills from the EDC
teacher. These are not simply generic skills tpatyain every subject, however. Teachers of
EDC need, for example, to learn the sorts of legymictivities that can be used in EDC — e.g.,
discussion, role play, simulations, project worlard how they can be used effectively in
EDC. Similarly, they need an understanding of thml& of learning that can be assessed in
EDC, and how they can be assessed.

EDC is a distinctive form of educational activithat aims to equip young people to
participate as active citizens, and as such emptligtinctive forms of learning. Teachers
need to be fluent in these forms of learning anié &b put them into practice in different
settings. They include forms of learning which are:

* Inductive— presenting learners with concrete problems tolvesor make a decision
on, and encouraging them to generalise from thesghier situations — rather than by
starting from abstract concepts;

» Active—encouraging learnets learn by doing, rather than being told or preacht;

* Relevant- designing learning activities around real sitadiin the life of the school
or college, the community or the wider world;

» Collaborative— employing group-work and co-operative learning;

* Interactive— teaching through discussion and debate ;

» Critical — encouraging learners to think for themselvesasking for their opinions
and views and helping them develop the skills ghiarent;

» Participative — allowing learners to contribute to their own leami e.g., by
suggesting topics for discussion or research, aadsgssing their own learning or the
learning of their peers.



The sorts of learning derive directly from the adnEDC, and teachers need to become
accomplished in employing them, e.g., knowing hownanage discussions and debates,
organize group work, use different forms of quastig, and so on.

3.5. Management and people skills

There are a number of different management andlpeskils that are required of the
EDC teacher. These are seen most clearly in thaniolg ways.

3.5.1. Establishing an appropriate learning climate

For effective EDC learning to take place teacheesdo be able to create a climate that is
non-threatening and enables everyone to spealy fa@el without ridicule.

It is also important for the teacher to be ablestsure that the learning environment
coheres or supports the intended learning objextivin other words, that the ‘medium
matches the message’. For example, in a discussiarhildren’s rights, students should
be seated in a way that encourages them to listémespond to one another on an equal
basis — preferably in a circle. Similarly, freedooh expression must not only be
understood as a principle of democracy, but pradti the classroom — suggesting
student-centred methods of teaching.

3.5.2. Modelling skills and aptitudes, and valuesral dispositions

In EDC the teacher’s personality is also part ef thessage’. EDC teachers need to learn
how they can act as role models to demonstrate BKIG — such as how to justify an
opinion, or how to negotiate a consensus — or ERPoditions — such as openness, or
democratic leadership.

3.5.3. Dealing with controversial or sensitive is&s

EDC requires young people to share opinions anasida real-life issues that affect them
and their communities. Issues of this kind can d&roversial or sensitive, or both. EDC
teachers, therefore, need to learn how they canueage young people to speak their
minds assertively while still respecting pointsvadw different from their own. They also

need to be aware of when they — as teachers -ntitie@ and not entitled to express their
own views on a controversial issue.

3.5.4. Linking with the community beyond the classsom

The role of EDC in the education of young peopleras far beyond the formal confines
of the classroom. It also has a place in the lifehe school as a whole and in the
community outside the school. Young people leam tiobecome active citizens through

being given a say in the running of the school -armd ways appropriate to their age — in
taking responsibility for certain aspects of it.eJhalso learn how to become active
citizens through links made between the schooltaedwider community, e.g., through

school or college councils, community events or gaigns. An important aspect of

teacher training in EDC, therefore, is providingdieers with the expertise to be able to
organise this dimension of EDC learning.
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3.6. Reflection and improvement

The nature of EDC means that particular reflectma improvement skills are required in
teachers.

3.6.1. Personal development

The need for self-reflection and for taking thedito pause, consider and draw lessons from
experience and practice is to be fostered in teachmportant aspects of self-reflection
especially for EDC include the awareness of teahmwn values and dispositions and the
coherence between these values and their EDC tepahd learning approaches. External or
peer support can facilitate this process.

3.6.2. Professional development

On account of the dynamic nature of EDC and in otdeensure the relevance of EDC for
students, regular updating and innovating of coewmeds is required — in particular, EDC-
related knowledge as well as teaching and learamgoaches.

3.6.3. Co-operation

Engaging in cooperative activity — i.e., acting d&arning with and from others, particularly
fellow teachers and other practitioners — contgbuto teachers’ personal and professional
development as well as to improving their pracieEDC. Teamwork within the school,
membership of an EDC-related professional associathetworking at local, national or
international level, European and internationaljgmts and exchanges are examples of this
kind of co-operation.

3.6.4. School self-evaluation of EDC

As the first step of a quality assurance procesg;hers require the capacity of contributing to
the setting of the school’s goals for EDC and examg the school’'s performance, strengths
and weaknesses in EDC against these goals. Thigespe development of an evaluation
culture and the acquisition of evaluation competsncsuch as using and evaluative
instrument and quality indicators in EDC — see Tlo®l for Quality assurance of EDC in
schools(Tool 4).

3.6.5. School development planning of EDC

As a basis for a quality assurance process, teactesrd to be empowered for change. This
implies that teachers believe in the value of tl@ntribution to improving EDC in the
school as a whole and have the capacity to devetoposals that will achieve this - for
example, the ability to use the results of selfheation in EDC, take account of external
evaluations (such as inspection reports and ndti@aamination results), identify
improvement needs (such as teacher training), denginprovement steps and options, and
participate in development planning debates withenschool.



There is a multitude of interesting examples ofcHjme events devoted to education for

democratic citizenship and human rights educafidre case study presented below on the
Children’s Rights Day in Banja Luka, Bosnia and #égjovina, describes an event of this
nature.

A student from an elementary school in Banja Lukaspnts work from his EDC class to
visitors from the Council of Europe. This pictureasvtaken in a primary school in Banja
Luka, Bosnia and Herzegovina, on Children’s Rigbés, 20 November 2003. Teachers and
students from several primary schools around Blania collaborated to produce a display of
student work on children’s rights in grades 1 F¥8e student explains the results of his work
in excellent English and knows how to address hdiemce (skills and aptitudes). He shows
commitment and pride in his work (values and digposs). He is an expert in his field
(knowledge and understanding). It may also be asduimt this experience added to his self-
esteem.

This example shows how active citizenship may lectwed and experienced in school: a
student who can make his point so strongly in thescoom will be able to exercise his right
of opinion in public. It also shows how EDC requifew material resources and can be done
at any school and in any country. Teaching childramd human rights is an integral part of
EDC. This example is based on material in the Ciburic Europe manual on teaching
children’s rights>.

15. R. Gollob and P. Krapf, Exploring Children’sgRis. Lesson Sequences for Primary Schools in Basmil
Herzegovina, Strasbourg, Council of Europe, 2004.
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4. PROCESSES AND METHODS

Having outlined the competences that are needeD@ teaching, we turn in this chapter to
the processes and methods by which these compstarealeveloped in pre-service and in-
service teacher training. We also consider the ggses and methods required in training
EDC trainers.

In doing so, we are aware that the financial sitmain some countries puts strict limits on the
amount of time and resources available for teathering. Taking this into account, we have
tried to outline an approach to teacher traininggBC that does not depend for its
effectiveness on the availability of any particulavel of resources, but offers a general
blueprint that can be followed in a range of tmagnisituations however well they are
resourced.

For training in EDC to take place the main thingttls required is a group of teachers who
are committed to the mutual improvement of theiillskn EDC teaching. Normally, an
expert trainer or trainers is also required — lbuextremis a great deal can be achieved by
teachers working together in self-help, or peempsupgroups, if they follow the general
principles outlined here.

We begin by setting out some of the general charatics of teacher training in EDC that
apply wherever it takes place.

4.1. Characteristics of teacher training in EDC

The way in which teachers are trained cannot baraggd from what it is they are trained to
teach.

The aim of EDC is to prepare people for life asvactitizens in a democracy. While this

involves a range of different kinds of learning rolwledge and understanding, skills and
aptitudes, and values and dispositions, its ovdmalus is on developing in learners the

propensity for taking action as democratic citizelhss based on and grows out of real-life

issues in the experience of learners themselvegatwurages them to talk and work together
with their peers and other citizens to resolveassand make decisions that affect the quality
of life in society — in their schools, their comnitigs and the wider world.

To be effective, the training of teachers (and &seher trainers) in EDC needs to reflect this
overall aim and the kinds of learning it involv@e content of teacher education in EDC
cannot therefore be confined to subject knowledgm®eial, political, cultural or economic.
Nor can this process be confined to formal methaddastruction, such as the lecture. While
there is an important place for subject knowledgd formal instruction methods in EDC
training, they need to take their place alongsile lze integrated with other forms of teacher
knowledge and teaching methods, to create a distn&DC approach to teacher training
that focuses on the development and support okestadas active, informed and responsible
citizens of society.



Essential to this distinctive approach are threscharinciples:

» Active citizenship is best learned by doing, natulgh preaching- individuals
need to be given opportunities to explore issuedenfiocratic citizenship and
human rights for themselves, not to be told howy tineist think or behave

» Education for active citizenship is not just abdbhé absorption of factual
knowledge -but about practical understanding, skills and agés, and values
and dispositions

* The medium is the messagestudents can learn as much about democratic
citizenship by the example they are set by teacaedsways in which life in
school is organised as they can through formal austlof instruction.

These principles have a number of important impces for the training process in EDC,
namely.

4.1.1. Active learning

Teacher training in EDC should emphasise activenieg. Active learning is learning by
doing. It is learning through experiencing situai@and solving problems yourself, instead of
being told the answers by someone else. Activeniegris sometimes referred to as
‘experiential’ learning.

Active learning is important in teacher trainingg®C because being a citizen is a practical
activity. People learn about democracy and humgintsj not just by being told about them,
but through experiencing them. In formal educatios experience begins in the classroom,
but it continues through the ethos and culturénefs€chool or college. It is sometimes referred
to as teachinghroughdemocracy othroughhuman rights.

In important ways, teachers can learn how to crémseexperience for learners through being
given the experience of active learning themseilveiseir training.

Active learning can also be a more stimulating amativating form of learning than formal
instruction and bring about longer-lasting learningooth for adults and young people -
because learners are personally involved. It aédpshearning because it focuses on concrete
examples rather than abstract principles. In adéeening, trainees are encouraged to draw
out general principles from concrete cases, n@& varsa, e.g., considering different types of
rights from a specific ‘rights’-issue in school erfexample, school rules or codes of
behaviour — rather than through an abstract dismuss the concept of rights.

4.1.2. Task-based activities

Teacher training in EDC should be based aroundabks that teachers themselves need to
carry out in the course of the EDC programmes whiay teach, e.g., planning lessons,
setting up projects, organising a human rights dagessing students’ learning, establishing a
student parliament, and so on. The Council of Eercipildren’s rights manuglfollows the
principles of task-based learning, and teachenitrgiseminars should do the same.

® R.Gollob and P. Krapf , Exploring Children’s Rightesson Sequences for Primary Schools in Bosmla a
HerzegovinaStrasbourg, Council of Europe, 2004.
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Tasked-based learning is important for a numbeeaons:

It is an excellent form of active learning — thgtlearning by doing

It provides a structure to training seminars — ipga&nts leave at the end of a
seminar with a task to work on and present at gggriming of the subsequent one
It maximises the time available for training ascteexrs are working on tasks that
they have to do anyway

It provides real-life problems to solve and autientaterial to analyse

It makes training more meaningful and thereforearsiimulating

It gives teachers a sense of ownership and achienvem

4.1.3. Relevance

Training

activities in EDC should grow out of rddé& and everyday

experience — issues which concern teachers and stuelents as citizens — such as crime,
conflict, health care, the environment.

This is important because:

Teachers of EDC need to be able to engage youngieo@o activities that allow
them to act as citizens

Teachers of EDC need to be active in developing tven personal interest in and
understanding of topical issues and current affaireot in order to be able to be
able to promote their own views in the classroomtblengage learners in issues
and affairs of this nature and to demonstrate ithet important for democratic
citizens to involve themselves.

4.1.4. Team work

Teacher training in EDC should emphasise collabegrdbrms of learning — in a variety of
forms, e.g., pairs, small groups, larger groupsamngker support groups. Working in teams is
important because:

It provides teachers with models of collaborativeup work that they can apply in
the classroom with learners;

It encourages teachers to exchange their experimdepinions, and by sharing
their problems, helps to increase the chanceslahgahem;

It acts as a counterbalance to the experiencanlstg alone in a classroom.



4.1.5 Interactive methods

Teacher training in EDC should emphasise interaatiethods, such as discussions and
debates. Interactive methods are important because:

* They help teachers to learn how to use interactigéhods in their own teaching
* It is a way of encouraging teachers to become aqgbarticipants in their own
training.

4.1.6. Critical thinking

Training in EDC should encourage teachers to refipon issues of EDC fahemselves,
rather than be supplied by ‘ready-made’ answers frainers. This is important because:

» It helps teachers learn how to help learners toktfior themselves — an essential
attribute of democratic citizenship

* It gives them a sense of ownership and empowernibay. feel able to take
responsibility for EDC teaching and for their ownofgessional development.

4.1.7. Participation

Training in EDC should give teachers opportunit@sontribute to the trainingrocess.
As far as possible, they should be encouraged tcbee in their training rather than the
passive recipients of knowledge — for example, hyosing the tasks they wish to work
on, evaluating their own strengths and weaknesseésetting targets for how they might
improve.

An element of participation is important because:

» It helps teachers to learn how to build studentigpation into their EDC
programmes

* It empowers them and gives them a sense of owmershi

* It encourages them to become more responsible elfidisected — especially
important where access to EDC training and suppdirnited.

Teacher training in EDC should be:

* active—emphasise learning by doing

» task-based structured around actual EDC teaching tasks

* relevant- focus on real-life situations

» collaborative— employ group-work and co-operative learning

* interactive— use discussion and debate

» critical — encourage teachers to think for themselves

» participative—allow teachers to contribute to the training preces
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4.2. The training process

The central training process in Education for Deratic Citizenship comprises 4 core
elements: modelling — processing — applicationstrirctiort’.

Teachers who have experienced and been made aWw#ris @rocess in their training will
understand how to organize learning processe$iéar own students in the same way:

4.2.1. Modelling

All aspects of pre-service and in-service traintag serve as a model of good learning and
teaching in school. Modelling puts teachers inghsition of learners. It enables them to see
and experience what is involved in EDC from a leam perspective. Training cannot
simulate school, but it can create models for g@athing and creative learning that can be
followed widely.

In the first instance, it is the training seminaattshould function as a model. While there is
room for a certain amount of formal instruction, EBeaching and learning techniques cannot
primarily be taught directly through lectures. ThHegve to be modelled by the trainer. This
applies to a whole range of teaching and learnatiyiies from techniques - for example, for
managing discussions, developing critical thinkisetting up project work and using visual
aids — to planning lessons and schemes of work, asal to general principles of EDC
teaching, such as teachimgthe spirit ofdemocratic citizenship or human rights.

Secondly, modelling applies to the personal rolaleh® that trainers should demonstrate to
trainees by their example. Trainers should model sorts of democratic values and
dispositions that they expect teachers to demdestoatheir students, e.g., respect, openness
and a willingness to resolve conflict through argutrand debate.

4.2.2. Processing

To be effective, however, modelling has to be feod by a period of reflection, or
‘debriefing’. Teachers need time to reflect on whiay have done and experienced when
working on their tasks. They need time to drawwlbét they have learned and consider how
they might apply this learning in future situatiofismeans identifying the models that have
been used and opening them up to feedback, discuasd replication.

This period of reflection provides teachers wita tpportunity to familiarise themselves with
and explore in more depth the general pedagograatiples demonstrated in the activity in
which they have just taken part. It can be reirddrby access to the range of examples of
EDC principles in practice set out in the Blue Fold and in the manual on teaching
children’s right$®. It enables teachers to generalise what they l@raed to other situations,
thus gradually building up a ‘toolbox’ of good ptiae techniques in EDC.

It is at this stage in the training process thatkers become conscious of what they have
learned and the experience becomes a genuinelatoia one for them. For this reason,

17R. Gollob and P. Krapf, an Outline of Planning E¢ens and Learning Methods in Human Rights and Civic
Education, p. 20, Strasbourg, 1998.

2 Ibid.

¥ R.Gollob and P. Krapf, Exploring Children’s Righ&trasbourg, Council of Europe, 2004.



reserving time for processing is vital. However rshaaining time may be, the element of
processing should never be left out — hence thergémprinciple for teacher training, “Do
less, but do it well”.

4.2.3. Application

An essential element in the training process isintakise of what has been learned in real
life. Processing involves understanding, and urideding something helps people to
remember it much better than by simply being tbitdthe long run, however, we only really

remember what we have made use of in real life.

A third vital stage in EDC training, therefore, otves teachers incorporating aspects of their
learning in their professional practice. This candone by setting the teachers tasks — or
preferably, teachers setting their own tasks -atoycout in school or college once the training
seminar is over, e.g., planning a certain kindessbn, using a certain form of discussion or
group work. Ideally, the tasks set in the ‘applimat stage will be converted into a ‘product’
— for example, a presentation or demonstrationat tan feature at the beginning of the
subsequent training seminar.

4.2.4. Instruction

Formal instruction — that is, telling — as a forrh learning and teaching, has an
important though subsidiary role to play in theriag process. It may take place at
any point — for example, when teachers ask forrmédion or advice, when teachers
are reflecting on the modelling demonstrated bytthmer, when teachers are setting
themselves EDC tasks in preparation for their retarthe classroom.

Formal instruction is also teaching technique ttzat be modelled itself and reflected
upon as a way of training teachers in its use enctassroom.

4.3. Learning climate

This approach to teacher training in EDC requiregrain kind of learning climate in which
to flourish. It needs an environment that is nardltening, in which teachers can express
their opinions freely and without embarrassment asd their initiative without fear of
failure. Such an atmosphere can take time to dpveta is built up gradually. It can be
encouraged by building in exercises that help tigpants in the training to get to know
and trust each other — sometimes known as ‘icebrealand also by allowing them to have a
say in the training process itself, e.g., by chogsiheir own topics, selecting their own
discussion questions and setting their own tarfgetiearning.
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4.4, The role of the EDC trainer

The EDC trainer does not just have one role, butymales. They include: leading, planning,
giving information, demonstrating; exercising leesihép by guidance rather than ordering;
listening, giving structure to participant’s ideadfering options for decision, monitoring,
observing, assessing, giving feedback, praisingpemaging, authorizing, taking the floor,
and giving the floor to others.

The skillful trainer knows not only how to carrytall these different roles, but when to carry
them out. This is a key competence which trainegsiire to set models for teachers and their
students. These roles have to be borne in mind widlanning and structuring training
sessions, such that they are able to model therégeértoire of methods that teachers
themselves have to develop for use with their sttede

The didactic scheme in EDC training

The concept of active citizenship and the key dbjes of EDC may be linked to the question
of how teachers must be trained for EDC in the farfra three-dimensional model. This
model integrates:

— 4 dimensions of citizenship (political — legal &b — economic);

— 3 elements of learning in EDC (knowledge and untdeding, skills and aptitudes,
attitudes and values);

— 4 basic elements of teacher training (modellingepssing, application and instruction).

4 dimensions in
citizenship:

political
legal
social

economic

Teacher training

3 elements of learning in
EDC

modelling
processing
application
instruction

knowledge and
understanding
skills and aptitudes
attitudes and values




4.5. A case study on processes and methods

The following example of in-service teacher tragnin the Republika Srpska within Bosnia
and Herzegovina illustrates some of the key priesipf teacher training in EDC. It also
shows what can be achieved with modest materiauress — the most powerful resource of
all being the commitment of the teachers themselves

4.5.1. The project

The project was a collaborative effort between @wncil of Europe and the pedagogical
institute in Banja Luka, and financed by the EuspéJnion and Council of Europe Joint
Programme for Bosnia and Herzegovina.

Funding was sufficient to allow for an initial fisgay seminar followed by four two-day
seminars, over a period of one and a half years.

The aim was to develop a new approach to teachaiigren’s rights. A sequence of four
lessons per year was planned, from the final ye&maolergarten (grade 1) up to grade 9, i.e.
throughout lower and upper primary school. Thedassvould be taught by form teachers in
their form class once a week. These short 4-lessots would be task-based, designed as
short projects that could be brought together anfimal product.

A manual for teaching children’s rights was devela revised versié). The activities in
the manual and the training seminars were desigméa low-cost — no expensive materials
or equipment would be required. Teachers attentti@geminars would each be given a draft
version of the manual for comment before the semitaok place.

4.5.2. Setting up ‘peer support’ groups

The most important resource was the teachers theessel'he teachers formed themselves

into ‘peer support’ groups on a local or regionasis. These peer support groups were to play
a central part in the project. They would give ctinie to and help to make best use of the
time available in the training seminars, and baspenhsable in the process of handing over
responsibility from the trainers to teachers arfibsts It was hoped that in due course some

of the participating teachers would be able to Haveher training to enable them to become

teacher trainers themselves, and thus contributeet@evelopment of sustainable structures
to support EDC teacher training in Bosnia and Hgozea.

4.5.3. School-based projects

The project was based on the principles of taskeddsarning and teamwork. The different
teams worked on a number of different school-bgsegects that were to be integrated into
one event, a Children’s Rights Day in Banja Lukaclieseparate class project was to make a
contribution — for example, an exhibition of posteasraftwork, sketches and so on.

The teams were allocated their tasks during tts¢ $eminar. Each subsequent seminar began
with an input by the teams. As the teams then rkéidee to plan subsequent activities to
take back to their schools, this left approximateaff of the time for a new input by the

20. R. Gollob and P. Krapf, Exploring Children’s RighStrasbourg, Council of Europe, 2004.
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trainers in each seminar — showing how task-basddallaborative learning requires careful
planning by trainers.

4 .5.4. The coat-of-arms exercise

The first seminar began with an activity in whiefa¢hers worked in groups to create a coat of
arms poster. Each group member contributed onéoseat the coat of arms, using images
and symbols to communicate their wishes for thaertuand the kinds of personal experience
they wished to share (see the pict@®up work by teacheys Group members presented
their coat of arms to the seminar participants asagt of getting to know each other as
individuals about to embark on a new project.

The coat-of-arms exercise acted not only as a miegghich the participants could get to
know each other, but also as a model of learnimytaaching in EDC. In the first instance it
demonstrated a teaching method that is known asbiieaking’ in the Blue Foldr It also
demonstrated how to build a variety of teaching hods and groupings into an
activity — through the use of a plenary round, grawork, individual work, presentations and
a follow-up lecture by the trainers.

The exercise showed teachers how to involve serpixdicipants from the outset, and how to
provide opportunities for them to be able to shhedr expectations and experiences with the
group as a whole. It used authentic material, sfigccreated by and giving a sense of
ownership to the participants, and showed how @pents’ contributions are to be listened to
and taken seriously. In this way the coat-of-arxer@se helped teachers to understand that
teaching through human rights is an essentialgidruman rights education, and gave them a
model of how it can be done. It also helped therset® the different roles that a trainer — and
therefore a teacher — has to play in EDC.

The important thing is that participants were dbléearn through real experience — by doing
— not by being given a set of rules to follow.

4.5.5. Demonstrating models

Running throughout the seminar programme was timeddiproviding teachers with models
of children’s rights learning and teaching thatythmould apply in the classroom. This
included a selection of exercises from the Bluedénlsome of which had been used in the
children’s rights manual. The models applied torfdifferent dimensions of EDC learning
and teaching:

* Processes- methods, such as interactive teaching, projeatkwdiscussions and
feedback;

* Producs — model lessons or parts of lessons either undamtddy teachers in the
seminar itself or observed in local schools, arehgxes of young people’s work — for
example, art, treasure boxes and po%ters demonstration of the application of
methods in practice;

* Principles— such as teachintgroughhuman rights, teaching by example, the model-
process-apply cycle, the role of formal instruction

21. Training for Democratic Citizenship, Exercise Udgntity Coat of Arms.
22. R. Gollob and P. Krapf, Exploring Childrens Rigih€lasses 4, 6, and 8, op. cit., Strasbourg, Glooinc
Europe, 2004.



» Personalities — messages sent by the trainers themselves thrégin social
interactions, e.g., the importance of listeningaod respecting other views and
perspectives — the teacher’s personality must beremt with principles of EDC, e.g.,
if the lesson is “democracy”, but teacher organises/her classroom in an
authoritarian way, it will have no credibility wilearners.

In practice these different sorts of modelling went simultaneously. It was only in the
debriefing sessions which followed that they welentified separately and discussed.

4.5.6. Making the learning explicit

During the seminars, the trainers gave time to drgwut what the teachers were learning
about children’s rights education and for making tearning explicit (the processing stage in
training).

This was done in two ways: through formal instroctiand through activities designed to
encourage the participants to reflect on and sivaed they were learning.

Trainers explained the different methods and gmoggpithey were using and why. This is a
process sometimes described' agta-teaching”, i.e., teaching about what and howeach,
and to what end.

They also provided opportunities for the particigsato think about what they had done and
seen modelled in the seminar — not only later wtiezy have returned home, but as an
essential part of the seminar itself. Deliveringiaput does not in itself lead to learning.

Learners, whatever the level, need to incorporate pieces of information, categories and
experiences into what already has been learnt. iBhia highly personal and individual

process, and needs time — it also needs to be oneditand supported, and, if necessary,
corrected.

Tasks were assigned, helping the teachers to tefle@and process their learning including
presentations, demonstrations in plenary groumsling and planning for the next seminar.
The teachers also revised the draft version othildren’s rights manual, helping not only to
improve the practical value of the manual but alsaive participants an opportunity to
reflect on the seminar input.

Another practical and useful way of encouragingheas to process what they had learned
was by asking them to re-present what they had dsgnlearners themselves in a form that
would be accessible to the students they taughtleVBDC learning for adolescents and for

adults follows the same principles, a number op#atsons have to be made when translating
adult learning for use in the school classroom. preeess of having to decide what can be
copied and what needs to be changed is a poweirfulllss to learning in the teacher training

setting.

4.5.7. Applying what was learned
The training seminars followed the same principhssthe children’s rights manual. The

teachers always left the seminar with a new tatdgmated into a time frame — tasks that they,
not the trainers, had set themselves.
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These tasks included: further reading, and planaimd)teaching of lessons suggested by the
children’s rights manual; the revision of the mdnweorking with other staff members,
school pedagogues, and head teachers; the deb¥enpdel lessons to bring more teachers
into the training process.

The children’s rights manual offered a way of Imdithese tasks together into a single
overarching activity : a Children’s Rights Day. Tkeachers were therefore able to co-
ordinate their individual class projects so thaergene involved was working towards a
common event, which was held on 20 November 20@aima Luka.

Using a task-based approach meant that the firsbpshe seminar was always given over to
the participants. They arranged exhibitions, gawesgntations and held discussions. The
trainers gave feedback and praise, validating éaeher’'s work but also criticising where

necessary. The second part of the seminar cong$tedw input by the trainers, taking the

participants to a higher level of understanding ibyroducing new perspectives, new

methods etc. The third part of the seminar wasrvesefor the processing of what had been
learned — by setting tasks and planning, thus mheptlhe teachers out of the seminar and
building a bridge with their work in the classroom.

4.6. Training the trainers

There is only a certain amount of EDC training ttegtchers can accrue through self or peer
education. The success of a national or regiondlC Efaining programme depends in large
measure on the existence of a team of expert teine

In this section of the chapter we focus more spEdiy on the sort of competences required
in those who are responsible for training otherdeoeducators in democratic citizenship —
whether they are university or college teachergjagegical advisers, school teachers,
mentors or independent trainers or seminar fatolisa

In many respects the training of EDC trainers imsilgir to the training of EDC teachers. In

both cases a good level of knowledge of EDC theox practice is required. The expectation
is that trainers of trainers will themselves hawel lexperience of EDC teaching and have
developed the sorts of competences required focagohg people in democratic citizenship

and human rights.

It is also to be expected that the process ofitrgiEDC trainers will reflect the nature of
EDC and EDC teaching — that is to say, that it &hdae task-based and involve active
learning and team work relating to real-life issuasd employ interactive, participative and
critical thinking approaches to the training praces

In many ways, the profiles of EDC trainers showflect those of EDC teachers. They should
have concern and enthusiasm for EDC, active listemsikills, empathy and the ability to

create a non-threatening climate or ethos which inanlve and motivate learners. They
should also be — in their own ways — active, infednand responsible citizens.

There are, however, a number of important diffeesnbetween training EDC trainers and
training EDC teachers:



» the role of the trainer is to prepare people fepacific form of professional practice,
whereas the role of the teacher is to contribuigatds young people’s general
education;

» teachers undergoing training are, by and largengieo voluntarily, whereas students
are obliged to attend school;

» teachers who attend training courses already hgyerience of teaching — in the case
of in-service training through their own practicetaachers, and in the case of initial
teacher training from when they themselves werdestts in the classroom. They have
expectations of what the learning and teachinggg®should be and how it should be
carried out — both as individuals and, in the aageractising teachers, in terms of the
community or tradition of practice into which thiesve been inducted;

. Iast'g,3 but by no means least, teachers are adukseabk young people patently are
no

These differences have implications both for thedkf training that is required and the role
of the trainer.

4.6.1. Immediacy and practical usefulness

One of the incentives for teachers to become ira@lin training is their perception of its
usefulness for immediate application to the dut@esl responsibilities inherent in their
professional practice. Adult learning is closebdtito a person’s life situation, and adults are
not inclined to engage in professional trainingesslthey can see that it is useful for them in
some way.

This means that trainers need to be familiar with way in which teachers see their role as
educators and perceive what will and will not h#lpm to develop their practice. Trainers
need to be aware of the different practical comgsaon and opportunities open for EDC
development in different settings and the differeatitions of practice that exist in those
settings. Only then are they able to take accofiteachers’ perceived needs and build these
into seminar planning.

This is not to say that trainers should directlair energies into fulfilling teachers’ perceived
needs for training. What teachers themselves parcas their training needs may not be
precisely what they need, as viewed from the staimipof a national or regional EDC
development programme, and may even conflict withWhat is vital, however, is that
trainers understand how teachers are likely togieecthe training process and are able to
plan training in the light of it.

4.6.2. Adult education principles

In considering what should be involved in the tiragnof trainers in EDC, it is important to
bear in mind the differences that exist betweerltadi@arning and children’s learning. The
training of trainers’ curriculum ought thereforeitwlude knowledge of teacher supervision
and mentoring models as well as adult developmewtimlogy. Two factors in particular
affect adult learning — speed and meaningfulnessadults’ ability to respond slows with
age; and time limits and pressures have a negafifeet on learning performance. As

23. Elias, J.L & Merriam, S.B., 1995, PhilosophicalufRdations of Adult Education, Krieger Pub., Flarid
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mentioned earlier, because an adult’s learningislgsely tied to his or her life situation,
adults are not inclined to engage in learning uies meaningful.

4.6.3. Encouraging self-reflection

One of the main challenges facing curriculum deweldent in EDC is the need to overcome
obstacles to new learning resulting from persongledgence. Teachers’ experience of
education, either as teachers or learners, cantsoe®lead to negative attitudes towards
learning and reliance on old forms of understanding practice. This is particularly common
in the field of EDC. The emphasis on interactivel alemocratic methods of learning and
teaching in EDC contrasts with more traditionathautarian approaches in the classroom. In
consequence, learning to teach EDC may well imggréain amount of unlearning.

However, unlearning old ways and learning new i$ achieved purely by intellectual
argument. People are more likely to change themsdvhere they are put in a situation where
they have to act on ideas not just argue about ;jtreard where their taken-for-granted
assumptions are laid bare for what they are.

EDC trainers therefore need to be aware of the ssaof attitudes towards
learning — and particularly towards EDC learninghat trainees are likely to hold and on
which they base their practice. Society has becbaigkly multicultural and diverse, and
political and economic conditions often shape g@ning experience. Trainers need to know
the backgrounds and experiences of learners, lsotidaviduals and as members of traditions
of practice.

“An important way to develop this form of knowledge by building an element of self-
reflection — personal and professional — into theing process. Trainers need to be equipped
with the skills needed to guide trainees’ selfeefion on their pre-existing beliefs and
assumptions and telate these to the theory and practice in EfC.

There are three areas of reflection that are rateva

» Pedagogy- reflection on the technical process of learning teaching, e.g., on
the use of different types of questioning in EDC;

* Aims and purposes reflection on reasons for educating learnefSIx and their
implications for practice;

» Ethical, social and political- reflection on the taken-for-granted value-system
which a teacher’s attitudes towards EDC are based.

Guiding critical reflectionis a long-term and complex process and should shffine whole
EDC training process. It is, however, an importané — not only to help trainees properly
appreciate what is involved in EDC teaching, bsbabecause teachers who question their
own assumptions, acknowledge ethical dilemmas aedogen to alternative viewpoints
encourage young people to do likewise. By modeltimg process themselves EDC teachers
earn the right to ask their students to think caity.

24. S.D. Brookfield, Becoming a critically reflectiteacher, Jossey-Bass Publishers, 1995.



Self-reflection can be built into the training pess in different ways, including:

» autobiography- e.g., personal teaching diaries — carries theaiglenial
and distortion, but often a good starting point ;

» students’/ trainees’ eyes- trainees seeing themselves through their
students’ or other trainees’ eyes can provide méion and
interpretations that would not otherwise be avééab

» colleagues’ experiences can serve as critical mirrors, reflecting back
images of teachers own actions;

» theoretical literature on teacher education can help teachers to see
beyond common sense assumptions, and provide nalv déferent
perspectives on practice.

At the same time, it is important for trainers tgamine their own assumptions and
philosophy about the supervision and mentoring ggees they are conducting with their
trainees, and the taken-for-granted beliefs andegthat lie behind them. Training in and for
EDC is always based upon the trainer's own beliefthe values of democracy and
citizenship, in ethical attitudes and behaviour amthe wish to participate and enjoy life as a
citizen in a democratic society

4.6.4. Encouraging reflection on the principles oEDC

Central to the training process is the need to meaqicit the principles that govern EDC
teaching. It is awareness of the principles andaes for acting in a certain way that
distinguishes the professional from the non-profesd educator.

Teacher trainers, therefore, must understand difteways of conceptualising EDC and be
able to explain how they apply it in practice. Tlssnot just a question of transmitting
knowledge, but of creating situations in whichriess are able to reflect on the principles that
should govern EDC teaching, e.g., active and tasletd learning, the need to focus on real
issues that are relevant for learners.

However, although convinced about their vision & trainers should never impose their
convictions and ideas on trainees. This is not anlyineffective way to learn, it is also
against the spirit of democratic citizenship. Whikaners have a duty to help trainees to learn
how EDC should be taught, they also have a dutes$pect the views of others. They can
make suggestions — say, for example, based onrchserthe theoretical literature on EDC —
but they must also be able to accept other pelispsct

4.6.5. Developing a community of practice

Training EDC teachers is not just about helpingividdials to become more effective
personally or achieve personal goals, it is alsmabeveloping a community of practite.

One of the roles of the EDC trainer is to help leas acquire the skills that will enable them
to plan and work in co-operation with other teashetayers and stakeholders. Collaborative

%5 A community of practice is a group of people sh@r belief in and promoting the same set of ediral
understandings and practices.
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working and knowledge sharing are key dimension$ifefin a democratic society and of
professional practice in EDC.

One important aspect of this is being able to B¢ teachers to set up, run and sustain their
own peer support groups. This means having an stadeling of the dynamics of
collaborative group work and of ways in which a lieg of common identity and
purposefulness can be created among members omauwaity of practice. Developing
communities of practice and peer support grouphkiwid teacher training system are a vital
way of assigning more responsibility to the pramtiers themselves and a more empowering
and democratic strategy for learning democratizenitship.



5. RECOMMENDATIONS

Having set out the issues, the members of thengrigroup would like to make the following
recommendations:

» thatgovernments and education authoritiesnember statesecognise and regard as a
high priority the need to have in place a systeenatid coordinated approach to teacher
training in EDC;

» that such an approach should:

build on existing good practice;

be formalised in official written policy at natidravel;

be clearly located within state agencies;

be overseen by a national coordinating body;

draw on a ‘Council of Europe’ model, in which EDE c¢onceived both as a
subject in its own right and as a whole-school epph;

build on the identification of EDC-specific teacheand the personal qualities
needed to support effective EDC teaching;

differentiate between different training needs,.,eig primary and secondary
schools, of generalist and specialist teachers angre-service and in-service
level;

make provision for training at a range of levelsg.,e subject knowledge,

curriculum content, teaching methods, management people skills, and

reflection and improvement;

» that, in the process, particular attention be pailin the member states to:

evaluating the state of current practice in ED®@ #he success or otherwise of
recent initiatives;

targeting training as a way of building up a g EDC specialists able to
disseminate expertise both to their immediate aglles and to teachers in other
schools;

developing forms of pre-service as well as ingertraining,

developing appropriate training materials, ewydeos, professional handbooks,
teachers’ manuals,

making use of new technologies, e.g., on-lineweses and training materials;
linking professional development to career depelent, e.g., through
accreditation, qualifications, etc.;

linking teacher training to quality assurance;

establishing ‘centres of excellence for EDC ahaional or regional level to
provide advice, resources and training;

building in other professional support structyuresg., teacher or school networks,
e-bulletins;
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» that the Council of Europe should give due consitien to the part it might play in:

- establishing appropriate methods for the devetnand assessment of teacher
competences in EDC,;

- monitoring and evaluating teacher training initi@s in EDC at a national level;

- facilitating the sharing of evidence and expeseerbetween teacher educators
within and between member states,;

- encouraging closer cooperation between instiistiovolved in teacher training in
EDC, including education authorities and NGOs, asll vas international
organisations such as Unesco;

- collating and disseminating research on EDC,uidiclg students’ experience of
EDC, how EDC is learned, etc.;

- providing expert help to assist in the developnwémpolicy and practice in teacher
training in EDC within the member states, e.gtraming the trainers;

- disseminating effective practice in the variousnstituent elements of EDC
programmes, e.g., school climate, school involvenreits local community, etc.”
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APPENDIX |

Slovenia — a whole school approaéh

The context

One of the most important changes introduced inrthatonal curriculum during the
reform of the public school system in Slovenia, abhtook place between 1995 and
1999, was the provision of two school subjectsha turriculum of the elementary
school:

» ‘Citizenship education and ethics’ - compulsorydridation subject taught in the
7" and & grade.

« ‘Civic culture’ - an optional subject taught in t88 grade.

The aim of these subjects is to help school stsdentgain the skills and knowledge
needed for the formation of a common citizenshgnidy and to develop the values that
ought to be common to all citizens of a modernadlat democracy.

This aim suggests a model of curriculum provisiorschools in which EDC is seen as a
whole-school initiative linking discrete teachingtlw teaching in other civic-related

subjects - e.g., history, geography, mother tongwnd requiring a cooperative effort
from head teachers, subject leaders, and teacheaitizenship education and of other
subjects.

This in turn suggests a model of in-service protesd development in which the whole
school is encouraged to reflect on its currenticulum, and to work together to identify
strategies to promote and raise the profile of E3(art of a whole-school policy. This
contrasts with the model of professional developgmerwhich individual teachers are
taken out of their schools for seminars that fooms general issues which do not
necessarily relate closely to practice within tleein schools.

A pilot project

In the light of the need to develop a whole-schfmmlused approach to professional
development in EDC, a pilot project was set up liov&nia in September 2004. The
Slovene project coordinators were Mitja Sardoc ftbie Educational Research Institute,
Ljubljana, and Dr Justina Erculj from the SlovenatiNnal School for Leadership in
Education.

26 For more details, consult: Mija Sardoc, Education®esearch Institute, Ljubljana; email:

mitja.sardoc@guest.arnes.si.
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The aim of the project was to develop and trial hol-school approach to the
professional development of staff delivering ED&lementary schools — in particular of
management teams and subject leaders — with atgiew

» supporting a school-based approach to EDC to sopmgie existing provision in
the last three years of elementary education atehdXEDC to the first two years
of elementary education;

* making head teachers, subject leaders and teastwes aware of opportunities
for integrating EDC into all levels of elementachsoling;

» developing a model of combined units for discret@CEteaching and EDC
teaching through other civic-related subjects;

» developing integrated teaching materials, e.gesas of work.

Staff from eight elementary schools were inviteddke part — in the form of ‘school
development teams’. The school development teamgdoh school consisted of four
members, with each team including members of timacmanagement. Each school
development team had its own leader, but the streadf team varied from school to
school.

The project began with a two day training semiaitfie school development teams. On
the basis of this, the teams went back to theiogshand ran a number of EDC
workshops with their staff.

At the seminar, the teams were given a questioanairfill in after they had run the
workshops. The questionnaire asked them about:

» current provision for EDC at their school;

* the support they felt they would need to improvs;th

» initiatives they would like to introduce;

* their expectations from the next stage of the tojetraining with an expert from
the United Kingdom..

It also asked them for a short description and watain of the success of their
workshops.

In December 2004 a consultant, Cathie Holden, Unsityeof Exeter (United Kingdom)
came to Slovenia for a two day seminar. The schewklopment teams drew up action
plans which were implemented in their schools’ \aiitis between February and June
2005. In June 2005 the consultant came back toe8lavfor another two days seminar
where the schools presented the results of theuitaes.

Evaluation

Evaluation mechanisms have been established fér #age in the project — including a
checklist for school self-evaluation.



In order to monitor progress, a baseline studyhefdurrent situation in schools has been
developed, which includes attitudes to EDC, methagloused and training received.

The project is now at the end of its first years&a on their experiences of the project
thus far, head teachers of the eight elementargashwhich took part are building a
number of EDC activities into their school plan fbe next school year.

So far, the project has been a great success. rofexpattracted the attention of various
journals and radio stations. Students, teacherspanents involved in the project have
been enthusiastic about the project's outcomes.

A final evaluation - including teacher, school depenent team and head teacher
guestionnaires - is currently underway and wilblbailable in September 2005.
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APPENDIX Il

Bosnia and Herzegovina — a teacher’s portfolfd

1. The context

The development of professional advancement in EbBosnia and Herzegovina has
largely taken place by means of a ‘bottom-up’ pssceéhrough teachers acting in
cooperation with international organizations, swsh the Council of Europe. ‘Peer
support groups’, local networks of teachers, havelate provided the main support
structure for EDC teaching in schools. This hasnbdeegely due to the cantonal system
of education within the federation whereby resplifisr for education in general, and
curriculum development in particular, is dispersedong a wide number of different
cantonal ministries.

Following the success of the peer support groupagmh and the development of two
teacher manuals for EDC, for the final grades afhary and secondary education, the
need for participating teachers to be able to weckirther training to enable them to act
as ‘local experts’ in their own right became appare

In addition, in 2002 all ministers of education el to establish a new subject in the
school curriculum, Democracy and Human Rights. Tépaced Civil Defence, a subject
inherited from the Communist era. No academic tirainteacher training of any sort was
provided., In-service training therefore, is crlid@ the success and the acceptance of
this new subject.

2. Teacher certification in EDC

In response to the need to improve the standirigeofiocracy and Human Rights and to
establish standards for the teachers in Bosnia Hemdegovina, a system of teacher
certification was introducedogether with Civitas and the Council of Europecteers
from peer support groups have helped to develgpt@m for the formal accreditation of
teachers of EDC. The system combines two elements:

» theoretical — training seminars ;
» practical — a portfolio of reflection and evaluatio

21 For more details, contact: Rolf Gollob, emailtf.gollob@phzh.ctor Peter Krapf, email: peter.krapf@ulmnetz.de
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3. Aim of the portfolio

The portfolio element in the certification processpresents a new departure in
professional development in EDC. It seeks to gihe teacher practitioners the
opportunity to :

» demonstrate their own learning ;

» develop their capacity for critical reflection aedaluation on their own practice;
» invite and take benefit from the reflections andlaations of others;

» initiate and be responsible for their programmerofessional development.

It works on the principle of self-evaluation, wigachers who wish to take part filling in
a quite demanding personal file in relation to fgurours of EDC practice in school over
a period of four to five months.

4. Development process

The outline for the portfolio of reflection and dwation has been designed by the
Council of Europe as part of their on-going parshg to support the professional
development of teachers of EDC in connection wittal teachers — in the form of a
Project Development Working Group - over a two-yeanod.

In June 2005 mentors were appointed to supporfbagrioup of thirty five teachers from

Bosnia and Herzegovina invited to begin work orirtpertfolios in September. Each of

these teachers has a mentor they can turn to faceadlThe mentors are appointed from
the membership of the Project Development Workingu@. The pilot portfolios are due

to be submitted in January 2006.

5. Structure of the portfolio
The portfolio is divided into three main areas:

Unit One: Classroom Practice
Unit Two: Action Learning
Unit Three: Professional Development

Each area has a number of sub-sections that retpairieacher practitioner to complete a
certain set of reflections and evaluations.

5.1. Unit One: Classroom Practice

It is crucial for the development of good practiceEDC that teachers are provided with
opportunities to practise EDC in real settings.sTpiactice needs to be self-monitored
but also open to the reflections and evaluatiootbérs, particularly one’s peers as well
as national structures for assessing teaching cemges. This unit therefore comprises
of three sections



5.1.1. Self reflection and evaluation on teaching

Each teacher must produce for accreditation pugptisar reflection and evaluation of 3
lessons

5.1.2. Teaching Colleague Reflection and Evaluation

The portfolio must include a record of reflecticansd evaluation on one lesson carried
out by a colleague from within the teacher’s sclamshmunity.

5.1.3. External Reflection and Evaluation

The portfolio must include a record of the reflen8 and evaluation carried out by an
inspector or national authority on one teachingdes

5.2. Unit Two: Action Learning

The teaching of EDC is a radical endeavour whidkrohas implications for the school
and the wider community. It is important that fgiging teachers have the capacity to
reflect and evaluate their work outside of the itradal lesson framework. This unit of

the portfolio has two sections:

5.2.1. Teacher Action Report

The portfolio should include a report by the paptting teacher of any action they have
taken within the school community to promote ED@cl$actions can include: giving a
presentation on EDC at a staff meeting, organisiqmarticular shelf or area in the staff
room for teaching resources for EDC, developingnaschool peer group to support new
teachers.

5.2.2. Student Evaluation Report

The participating teacher must include a summappnteof a student evaluation of what
they have learned from a particular teaching modulaction within EDC in community
activity, that is either through going out into tb@mmunity or having someone from the
community come into the school. For instance, sttgleould evaluate what they believe
has been learned through participating in diffeprogrammes, or what they believe they
have learned from investigating a particular argghsas equality and inviting in a local
speaker.

5.3. Unit Three: Professional Development
One way of encouraging a commitment to one’s psibesl development is to ensure
that practicing teachers not only have an awareokfseir own training needs but also

have the capacity and commitment to act on thems Bection of the portfolio
recognises that the on-going professional developmiteachers of civic education and
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of EDC can be supported through the developmeldoafl peer groups which in turn can
become the basis for further development. This ahithe portfolio comprises of two
sections:

5.3.1. Peer Group Discussion

The portfolio should reflect the participating teacs reflections and evaluations of a
peer group meeting that sought to address a plticasue raised by him/herself or a
colleague.

5.3.2. Professional Development

The portfolio should include a statement of intentl action plan for the teacher’'s own
professional development, e.g., it can include mreary of a key area of theory or
practice they wish to address and sets out how playto achieve this over a period of
two to three months.

5.4. Evaluation

While there are as yet no definite plans to cattyabformal evaluation of the success of
the teacher’s portfolio with the EDC certificatiprocess, structures for the assessment of
the portfolios still have to be developed. Theesr# by which the portfolios are to be
judged are crucial. Good portfolios should addriskires and problems as well as
successes. However, it is already clear that taezea number of ways in which this
system can support and enhance professional deweldpin EDC. It is inexpensive,
brings immediate quality to teaching and learning aan be adjusted to personal and
local needs.

The next step is to hand over the responsibility dad future development of the
portfolio to the various ministries involved.



APPENDIX 11|
Poland — regional coordinator®

The context

In order to be qualified to teach EDC in Polishcalhk, teachers are required to have a
Master’s degree in an area of the humanities — aadfistory or social science - or to
have completed additional postgraduate (post-Mpstérdies in a given area.
However, while such courses ensure that teachers &dequate subject knowledge,
they do not equip them sufficiently with sort oféractive teaching methods that are
required for classroom teaching in EDC or the kifidnanagement and people skills
that are needed to help develop a whole-schooloagprto EDC. The acquisition of
the practical skills and competences required iIrfCE2pends upon teachers’ access
to high quality and appropriate in-service training

A system of regional coordinators

The National In-Service Teacher Training Centreotigh consultation with the
Ministry of Education and Sport in Poland estaldha system of regional
coordinators for EDC during the Council of Europear of Citizenship through
Education. In October 2004 all directors of regianaservice teacher training centres
were sent information explaining about the “Yearhdahow regional EDC
coordinators might contribute to this, asking thirmominate one person to take on
this role. There are fifty six such centres in Rdlaworking on the level of the
voivodship®.

By 2005, fourty regional coordinators had beetségd. This meant that there was at
least one regional coordinator in eaabivodshipand as many as four in some of
them. The work the regional coordinators were goio do was finalised and
disseminated at a launching conference in Janu@0§.2

The role of the regional coordinator
The role of the regional EDC coordinator in Poléwad been twofold:
1. Information and promotion — including:

» disseminating information about the “Year* to thecdl and
educational public, e.g., materials, training, preations, seminars;

* informing local media about the idea and differactivities connected
with the “Year”;

« promoting different activities and projects conmekctvith the “Year”,
e.g., school projects, local community projects;

e creating support groups in regions — consistingpohl NGO's, local
government, educational authoritieguratoria), higher education
institutions and active teachers.

8 For more details, contact: Katarzyna Zakroczymekaail: katarzyna.zakroczymska@codn.edu.pl
2 yoivodshipmeans: largest administrative territorial division
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2. Monitoring the “Year” in thevoivodships- including:

« collating information about different regional alutal activities and
sending them to the “Year” website;

* participating in and documenting activities in soacéions;

» collecting good practice examples from differergioas — to be used
during the final conference of the Year;

* preparing a report on the Year of Citizenship i tegions for the end
of 2005.

Who are the regional coordinators?

All the regional coordinators work as teachers-otiagsts on history, EDC, human
rights or other humanistic matters. They are basedegional in-service teacher
training centres, which are financed by local gowegnt and supervised by the
ministerial structure.

The regional coordinators include work for the “Yem their day-to-day schedule.
They do not obtain any additional salary for tAisey combine their work as regional
coordinators with their regular work: teacher thagy seminars, advisory work,
school visits. They are in e-mail contact with seeretary of the National Committee
of the Year (Katarzyna Zakroczymska) — sendingrmgttion in from the regions and
disseminating materials from the secretary.

The regional coordinators meet on a regular basiese meetings are an occasion for
exchanging experiences from different regions am@mizing training. The meeting
in November 2005 will be to review all the actiggiof the “Year”, work on the report
and prepare for the final conference. The “Year’bgite in Poland acts as an
information centre for the coordinators. Theraisgliscussion forum which can be
accessed by all fourty regional coordinators aaxheoivodshiphas its own file.

How do they support EDC teachers?
The regional coordinators support EDC teachers by:

» disseminating materials and information;

* organising seminars and training;

* lobbying different institutions, e.g., educationalthorities, voivodship
government, political parties;

» visiting schools;

» developing projects with different partners;

» collecting examples of good practice in EDC andYear”.

Each of them has a set of materials to use — inaud
» leaflets, posters and stickers on the"Year”;

» a Powerpoint presentation with short descriptiothefidea of the “Year”
and its organisation on the European and natievel|
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» Council's of Europe and national documents on EBG¢ch as “The
Concept Paper”, “Glossary of Terms for EDC”, “Naidb Action Plan”.

Evaluation

The system of regional coordinators has provecetodsy successful in disseminating
information and materials to teachers. Howeveiisadways the case, the quality of
support in differenvoivodshipsvaries. Much depends upon the individual coordinato
— some are more effective than others. One proliethat the National In-Service
Teacher Training Centre does not have any influeomer who is enlisted as a
coordinator. Nor does it have much control overghality of their work.

Although the system was created specifically f& tiear”, everyone involved at a
national level is keen to keep this group in conted working after the “Year”,

continuing to support professional developmentCEn a way that makes for more
sustainability.

There will be a formal evaluation at the end of tivear”. The results will be
included in the final report. There will also ba@mber of regional reports.
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APPENDIX IV

England — initial teacher educatioi®

The context

In September 2002 EDC became a statutory parteoktiglish national curriculum
for all eleven to sixteen year old students. Thissknowledge and understanding to
be taught were set out in the form of bullet potatsng up no more than four and a
half pages of text. No extra time was given toosth to deliver this curriculum and
in guidance documents no one way of implementingas favoured over another.
However, official guidance made it clear that EDbwd not just be delivered
through classroom teaching, but also through stuparticipation in the life of the
school and the school’s involvement in its locamoounity and the wider world. It
also made it clear that in almost all respects, BxS to be treated exactly like the
other subjects in the English secondary curricilumcluding the formal assessment
of learning and government inspection.

A postgraduate certificate of education (PGCE) in itizenship

In response to the need to produce teachers whédvwat only be able to enthuse
school students but also to guide colleagues irdéwelopment of this new subject,
the Teacher Training Agency in England funded a lmemmof Higher Education
institutions to develop one-year postgraduate @suns secondary EDC. The courses
could be set up as a simple subject or in conjanatiith another school subject, e.g.
history.

The content of the courses was left very much to discretion of the institution
concerned. No specific teacher competences in EBX@ developed or insisted upon,
but all the courses had to meet the Teacher TriAgency general standards for the
award of Qualified Teacher Status.

Accordingly, PGCE Citizenship courses combine tlemnents:

» college-based sessions
» school-based experience.

The main part of the course is centred on subsiahtocks of practical teaching
experience in more than one school — some 120 idagh. Trainee teachers have a
reduced timetable in comparison with experiencedhers and are supported in their
schools by citizenship subject mentors.

30 For more details, contactiw8@canterbury.ac.uk
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Course elements

While the precise content of individual coursesiagrthere are many common
elements. A typical PGCE Citizenship course migirsist of:

» subject knowledge; key themes, concepts and skills;

» classroom and behaviour management strategies;

» citizenship learning methodologies; creating stieed, purposeful and
engaging lessons;

» progression and assessment in citizenship: fromasgi school to post-sixteen

» fieldwork and citizenship project management;

* ensuring inclusion of all in learning: the partiaulrole of citizenship in
celebrating diversity;

« examination of the cross-curricular impact of @tizhip;

» ICT as an aid to teaching and learning.

(PGCE Citizenship, St. Martin’s College, Lancaster)
Assessment

Trainee teachers are assessed on their practaditgy and progress in achieving the
required standards for Qualified Teacher Statuslgtion to the eleven to sixteen age
range and on their written assignments. They mass fpoth in order to qualify as

teachers of EDC.

Entry requirements

Entry to the course is dependent either on possesdia good honours degree — in a
subject such as social science, philosophy, psliteaw or history — or a qualification
that gives graduate status. Trainee teachers raaspass three computer-based skills
tests: in numeracy, literacy and ICT.

CitizED

CitizED is a collaborative project funded by theaTker Training Agency for all
providers of initial teacher education in EDC ingkand. It was set up in 2002 for a
period of five years. CitizED seeks to develop phefessional knowledge of EDC
teachers through research and development in giofed learning. It supports
trainee teachers, newly qualified teachers, teacimentors and others with
responsibility for EDC through the publication efspurces, reports, case studies and
briefing papers on its website — seew.citized.infa

Evaluation
The PGCE course in EDC in England has been redgerfsir training a vanguard of

expert teachers able not only to teach EDC wetlalgo to coordinate EDC provision
across their school — both in the life of the sdhtself and in its dealings with the
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wider community. It has also enabled graduates ipusly denied entry to a
secondary PGCE course because of the nature ofdibgiee to be able to qualify as
teachers. A feature of this is that a significanmber of graduates following the
course are older trainees who have the maturitywtok closely with school
management teams in developing whole-school appesain EDC.

Initial fears that the job market would not sustam influx of new EDC specialists
into schools have proved to be unfounded. One sigthis is that whereas the
tendency in the first year was for Higher Educatiostitutions to develop joint
courses — for example, citizenship with historyheyt now all offer EDC as a stand-
alone subject.

Total numbers of trainees per year has also gonéam approximately one hundred
in 2001-2002 to over two hundred in 2004-2006. WHhihe number of teachers
trained in this way is still a very small proporiof the number currently teaching
EDC, the course has been highly influential inisgttstandards in teaching and
learning and raising the profile of EDC in Englsgrondary schools.
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APPENDIX V
Russia — a system of in-service training

State education policy and civic education

The new demands made on the education system ametéu to change the education
paradigm are reflected in Russian legislation. TFhessian Federation Law "On

education" (1992), confirmed by a Federal Law 0d@0the Federal Programme for
the development of education and the Strategic dvaonk for modernising Russian

education for the period up to 2010 approved by Gowernment of the Russian

Federation on 29 December 2001, have together gigarers for the development of

Russian schools and formulated a modern educatiticyp

The priority thrusts for developing Russia's ediataystem in the medium term
were set out in the Strategic Framework for modgmgi Russian education for the
period up to 2010 approved by the Government of Rgsian Federation on 29
December 2004.

Russia's education policy is based on the factttieatole of education at the present
stage of Russia's development is determined byasies arising from its transition to

a democratic state ruled by law and a market ecgnamd by the need to overcome
the danger of the country lagging behind world dierin economic and societal

development.

The development of civic education in Russia maulesiclerable progress in the last
five years. At the same time, however, pursuingeitship education in a systematic
manner is not easy, due to a number of reasons:

» the existence of fixed stereotypes governing &t attitudes and thinking,
which developed in the context of a uniform, idepdally influenced education
system and authoritarian teaching methods that meted in the country's schools
for so long, is holding back the introduction ofici education programmes in
both general teacher training and the practicesnedervice teacher training
institutions;

e civic education in Russia has additional tasks, elgmmot only to teach pupils
how to live in democratic society but also to cectif and to serve as a vehicle
taking modern teaching techniques into teachingtim@on a large scale;

» there is not enough easily accessible informatitwoug in-service training
programmes for teachers in civic education run fwn territory of the Russian
Federation, or enough data permitting analysihefduccess and quality of work
in the in-service training of teachers.

31 For more details, contact Petr Simonenko (s_petit@ail.com), who provided the case study, or tBE€E
Coordinator in the Russian Federation, Ms Tatiaa®tha (bolotina@apkro.redline.ru).
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It is important, therefore, to have a systemic apph to citizenship learning,
involving all school actors in this process, andsidering all the aspects -- from
school organisation to retraining of administratorseducation; and from teacher
training to the creation of databases of educatimaaerials accessible via Internet.

The special content of civic education, its edweafotential and the fact that in
recent years it has served as a vehicle taking mddaching techniques into practice
in Russia’'s education establishments, make it étleeofundamental instruments for
renewing education as a whifle The factors indicating positive trends in its
development include, amongst others:

» the definition of the role of civic education inaonents setting out education
policy and an attempt to define approaches in quued terms for developing this
strategy in the Russian context;

« recognition of the role of civic education by RassiMinistry of Educatiofi;

» creation, on the basis of the Russian Federatiate Sicademy of In-Service
Training of Teacher and Up-Grading Professionaln&ads in Education
(APKiPRO), a Centre for Civic Education responsifile developing education
for democratic citizenship and human rights edecatind coordinating all the
strategies in this fiefd; Each year the Academy trains ten thousand p&ople

» broad experience gained in implementing differentdels of civic education in
education establishments and educational initiataethe level of Russia (All-
Russian pupils' Olympiad, "I am a citizen of RuSspupils’ social projects
competition);

» cooperation between state and non-governmentalnisai#ons furthering the
development of civic education, and the in-sert@her training;

* preparation of various teaching aids and educdtionaterial geared to the
present-day level of educational science;

» regular provision of an up-to-date overview andeisination of best practice by
the Russian Centre of Civic Education;

» periodical publications supporting civic educatiofiGrazhdanovedeniye"
"Osnovy gosudarstva i pravp"

» effective cooperation with international organisa and colleagues in other
countries (UN, UNESCO, Council of Europe, Britistoudcil, Civitas, DEEP,
Kulturkontakt, Citizenship Foundation, SLO);

« creation of professional federations of teachesssing on civic educatich

32 p.p. Simonenko, The new education paradigm aedabks of civic education / Improving the

system of social science education in the contéxjemeral education development / Comp. T.B.
Bolotina, Moscow: APKiPRO, 2003, 67 pages, pp 11{8Russian.

33 etters from the Russian Federation Ministry ofiEation, with the latest letters no. 13-51-131/16 o
2.4.2003 "On raising the educative potentiafi the education process in general education
establishments"; no. 13-51-08/13 of 15.1.2003 "®@sicceducation for pupils of general education
establishments of the Russian Federation” etc.

3 Created by the Russian Federation Ministry ofdation (Decree no. 645 of 25.10.1998)

% E.M. Nikitin, Theoretical and organisational thiaxg bases for developing the federal system of
additional teacher training. — Moscow. APKiPRO929- 314 pages. — pp. 62-73, in Russian.

% Association “Za Grazhdanskoye Obrazovanie”/Foicaaducation, Russian Centre of Civic
Education, "Youth Centre for Human Rights", "Foutimia for Legal Reform", "Parliamentarianism
Foundation”, Association of Democratic Schools,i8lbcActive Schools Movement etc.
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The position of the Russian Federation MinistryEofucation as regards the tasks of
civic education in Russia's schools is most fullifected in its letter no. 13-51-08/13

of 15.01.2003 "On civic education for pupils of gesl education establishments of
the Russian Federation", establishing that civiccation:

* has the primary aim of educating citizens for liiea democratic state and civil
society;

* is based on the idea of the individual's full papi@tion in dealing with socially
significant tasks and requires a combination ofgifay experience in social
practices with the deep-down assimilation of theelseof social sciences;

e is an integrated discipline geared to pupils' peattassimilation of socio-
economic phenomena;

» takes the form of a single package built aroundra of political, legal and moral
education implemented by means of organising chas¥- and extra-mural and
extra-curricular activities and creating a demacratyle of academic life and a
legal area linked to the school, providing pupilshwsocial and communication
skills through academic disciplines;

* must be implemented at all levels of general edoicat

Course elements

In-service training programmes and methodology menendations, prepared by the
Russian Centre of Civic Education and a numbelegional institutes providing in-
service training for educational staff, are basedtlte idea that a civic education
teacher/organiser must possess the following gestitact not in the role of an
instructor or mentor but rather an organiser of cative activity for pupils; a
democratic style of work and conduct; knowledge anderstanding of the essence,
purpose and main thrusts of civic and legal edanati

In the initial and in-service training for teachis@ff in civic education, in addition to
the knowledge needed by any teacher in the valtemodes, knowledge in the
following fields is of key importance:

» theory of socialisation through civic/legal eduoati

* modern organisation of study work for pupils (tragn sessions, active and
interactive methods, project work);

» democracy and human rights, theory of civil socaatd the rule of law;

» theories on the democratisation of the school,té@@hing process and school
administration;

» developmental psychology, characteristics of theaspl in personality
development;

» educational cooperation, basic constructive comoaiian skills;

» conflict resolution (preventing and resolving caet, conducting negotiations);

» critical thinking.

Training and in-service training programmes have thAsk of promoting the
development of teachers' personal qualities andegalsuch as developing an active
civic stance, self-determination of their own vaué&unded on recognition of the
values of diversity and tolerance, a democratitesty teaching, including a positive
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focus on pupils, an effort to compromise, involveinef pupils in the planning and
control of the education process, developing a camoation culture.

One major factor is the preparation of special @ognes, or programme modules,
for in-service training not only of teachers of isbctudies but also of teachers of
other subjects and administrators of educatiorbéstanentd’. The adoption of such
an approach is made necessary by the integratacenaftcivic education and reflects
the need for it to be implemented in the educadigstem.

The results of specialist research, publicationsciic education issues and the
findings of opinion surveys among teachers show thas difficult to eliminate

persistent stereotypes governing activity, thinkingd behaviour which have
developed in the context of an authoritarian areblidgically influenced education
system and authoritarian teaching methods that mitendl the country's schools for
many decades. The characteristics of the psychualognd pedagogical preparation
of teachers to handle the tasks of civic educati@ndetermined above all by what is
needed for the democratic orientation of their peadity and behavioural tendencies.

As they go through the teaching process, teachast be prepared to play an active
role in their school, developing democratic proesssmanage the “hidden
curriculum” of school education; use active/expionateaching methods; experiment
with and devise their own working methods and niaf&erconsider the development
of their own personality.

Meeting new requirements as regards professional @lities of teachers

A teacher's professional and personal qualitiey pl&key role in determining the
quality of the education process. The changed sudioral and political situation of

recent years influenced the professional activiiEseachers in a number of ways.
Success in renewing education and bringing it lim® with today's requirements and
the demands of the users of educational servicelrestly dependent on both the
guality of the teachers and how fully the profesaicdteaching community integrates
the proposed changes in their work.

As M.N. Skatkin pointed out:
"... teachers usually teach in the same way that tiveymselves were taught. That is
why, in the work of teacher training institutesadber training colleges and courses
for teachers, lecturers must make wider use ohtathods which we are looking to
introduce into school practic&"

37 M.Ye. Zhikharevich, T.B. Pasman. Devising conteinturther training for social studies teachers in
the sphere of civic education / Civic education: matiefor an international project. St Petersburg:
Pub. Herzen State Pedagogical University of Rugéia). — 382 pages. — pp 175-176, in Russian.
In-service teacher training in the sphere of cau legal education: Collection of material / Btk.-i
chief P.P. Simonenko. — Kaluga: Pub. N. Bochkar2@81. — 316 pages, in Russian.

% T.P. Voytenko. Psychological preparation of teacher for the democratisation of school life /
Further teacher training in the sphere of civic eghl education: Collection of material. — Kaluga:
Pub. N. Bochkareva, 2001. 316 pages. — p. 91.

39 M.N. Skatkin, Formalism in pupils' knowledge ameans of overcoming it / Soviet educational
issues. Part two. Contribution to the "Soviet &tionalism" journal in 1950. Book four. — Moscow,
Pub. APN RSFSR, 1950, 463 pages. — p. 176., ini&uss
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In this sense, the assessment of the Russian FEedeMinistry of Education is
instructive:

"in many cases the country's system of teachearimgiperpetuates teachers oriented
towards working in a heavily regulated educatiosteym. The system of in-service
training and retraining does not take adequateuaxtcof the ongoing processes of
education content renewal or the emergence of aaehtng technologie¥"

There are similar difficulties linked to devisintate standards of general education,
preparing modern-day teaching aids and forgingvaaqueality of education.

In-service follow-up

In-service teacher training takes place abovenaihé specialised institutes of the in-
service teacher training system. The educationdlaademic centre of the federal
system of in-service training for education staffthe Russian Federation State
Academy of In-Service Training of Teacher and Uading Professional Standards
in Education (APKiPRO), whose main work entails ctéag, scientific and
methodological work and research, as well as coatitin activities on in-service
training. The Russian Centre of Civic Education &whdemy (APKiIPRO) devise
teaching curricula and programmes, provide in-sentraining and retraining for
education staff and representatives of other psitdaal and social groups, and
promote the introduction of courses, programmes rmethods into broad teaching
practice.

Another key aspect is the running of national anidrnational conferences, sessions,
seminars, competitions, sports events, exhibiteinsThe Centre organised a number
of policy development seminars in the framework tbé Council of Europe
"Education for Democratic Citizenship" project. &uldition to that, a number of
teacher training seminars have been organisedidimg a series of seminars held for
representatives of education establishments iCttechen Republic.

The running of national and international semirsard conferencésby the Centre is
a means of gathering and disseminating experiees&@blishing the development
priorities for civic education and bringing in negsources.

A broad spectrum of activities with teachers areldevelopment of teaching aids are
offered at the level of regional education estéintients responsible for in-service
training for education staff (teacher improvemamtitutes, institutes of in-service

training for education staff, institutes for thevdpment of education). In total, some
two thousand school-teachers undergo civic edutatifogrammes each year in the
different regions of Russia.

40 Poccuiickoe obpazosanue k 2001200y Ananumuueckuii 0630p [Russian education towards 2001, An
analytical review] / Modernising education in Rassiocuments and material] / Comp. E.D. Dneprov.
— Moscow: Higher College of Economics State Uniitgr22002. — 332 pages. — (Library of learning
development series). — p. 109.

1 1n 2001-03, under the auspices of the APKiPROes@fhconferences and seminars of various levels
were organised (not counting activities with edigastaff from the Chechen Republic), focusing on
the problems of a strategy for developing civiceadion, content and methods for civic education and
further teacher training issues.
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In a number of regional institutes providing inxgee training for education staff
(Arkhangelsk, Krasnoyarsk, Krasnodar, Samara, Kaz&skov, Kaluga, St
Petersburg, Nizhniy Novgorod, Tambov, Barnaul) sgdegepartments, called civic
education centres, have been created. Work to weptbe professional skills of
teachers is carried out in conjunction with reglpmational and foreign partners,
such as the non-governmental organisations.

An example of teacher training for EDC at regionallevel

The in-service teacher training in EDC in the Kaoblast(region) is coordinated by
the Institute of in-service training for educatibstaff'’. The model of developing
teachers' professional skills in civic educatiolofes a dual strategy of course-work
and academic/methodological work, enabling teacteemnprove their level between
courses. Following participation in Council of Epeoprojects, the Matra programme
and the DEEP (Democratic Education Exchange Prage)m (1996-2003),
Recommendations on the organisation of civic amglleeducation in the general
education establishments of the Kalughlasf® were drafted. A strategy for
developing the civic education system was devised.

In-service training takes the form of block/modetducational programmes under in-
service training courses for social science cyeblhers and special courses for all
categories of student. Programme modularity allewdifferentiated approach to
further teacher training, taking account of theultssof the entrance assessment
determining the competence level of the teachemelisas more in-depth study where
necessary of the methodology and content aspedtgreater emphasis where needed
on methodological or psychological/pedagogicalnira. Initial teacher training in
EDC is also organised and it takes the form of ecisph course in a pedagogical
university.

2 N.S. Voshchenkova. In-service teacher traininthenKalugaoblastin the sphere of civic education
/ Further teacher training in the sphere of civid éegal education: Collection of material. — Kalug
Pub. N. Bochkareva, 2001. 316 pages. — pp. 4453ussian.

“3A.S. Anikeyev, O.V. Borisova, P.P. Simonenko, Reotendations for the organisation of civic/legal
education in the general education establishmdriteedKalugaoblast/ Implementation of the rights of
the child: possibilities for achieving a democratenosphere in the school: Collection of pedagdgica
material Comp. N.S. Voshchenkova, T.V. Bolotinad/ i chief T.V. Bolotina. — Moscow: APKiPRO,
2003. — 177 pages. — pp. 21-39, in Russian.
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In-service teacher training programmes on civic edcation in the Kaluga oblastInstitute of in-service training for educational daff

- =,
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In-Service Teacher Training for EDC.:

A Civic Education Course at the Kalu@dblastinstitute of In-Service Training for
Education Staff

no. Study topics no. of Of which
hours Lectures Practical work

1 Civic education in the contemporary school: 10 2 8
essence, content, models

1.1 | Introduction to the issues of civic education

2 2

1.2 | Essence and content of civic education in 4 4 (study with elements
general education establishments discussion)

1.3 | Models of civic education 4 4 (discussion)

2 Psychological and pedagogical bases for t 18 7 11
teacher's work

2.1 | Today's children as a contextual component of 2 1 1 (discussion)
civic education

2.2 | Institutional characteristics of school lifedan 4 2 2 (discussion)
civic education

2.3 | Role and position of the teacher in civic 4 2 2 (practical session)
education

2.4 | Teachers as organisers of the study process 2 2
(methodical preparation for dispensing civic
education)

2.5 | Personal commitment to civic education &irftng session)

3 Creating a democratic atmosphere in the 16 6 10
school

3.1 | Non-violence, freedom and tolerance as the 1 1
most important components of the school
atmosphere

3.2 | The issue of non-violence in children's 1 1
surroundings and the boundaries of
education

3.3 | "Education for freedom in the school" 1 1

3.4 | Tolerance of teachers and pupils 1 2 (planniethod)

3.5 | The subject-dimensional school environment 1 1

3.6 | Generating a democratic atmosphere through 1 4 ("Citizen" social
school autonomy and social projects project)

4 Neo-humanism as a basic vision for civic 6 3 3
education

4.1 | Fundamental global issues of today 2

4.2 | General characteristics of global/world 1 (practical session)
problems

4.3 | Critical assessment of programmes aimed at 1 (practical session)
overcoming global crisis

“ A.S. Anikeyev. YVuebuwiii Kypc nosviwenus Keanudurayuu nedazozo8 6 cepe parcoanHckozo
obpazosanus |. Iloozomoexa nedazo206 O 2paxcOAHCKO20 00PAZ06AHUA. Yelu U NPUOPUINEBL.
Tosvruuenue ksanuguxayuu nedacoeo8 6 o0OIACMU SPANHCOAHCKO-NPABO8o2o obpazosanus. COOpHuK
mamepuanoe [Study course for further teacher training in sipbere of civic education. Further training for
teachers in the sphere of civic and legal educatmilection of material]. — Kaluga, Pub. N. Bochéza,
2001, 316 pages pp. 77-79.
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4.4 | Neo-humanism as a philosophical 1
foundation for a new world outlook and
civic education
4.5 | Using elements of a neo-humanist vision in 1 (practical session)
the classroom
5 Ecology 6 2 4
5.1 | Ecology education in schools today
5.2 | Educational techniques for the 4
ecological/pedagogical preparation of
teachers
6 Law 6 2 4
6.1 | Labour law: topical issues and problems
6.2 | Consumer protection 2 (practical session
6.3 | Application of labour legislation 2 (praclicassion)
7 Political science 6 2 4
7.1 | Civic education 2
7.2 | Debating competition 2
7.3 | Political debates 2
8 Economics 6 2 4
8.1 | Introduction to entrepreneurship
8.2 | "Starting up in business" 4 (practical sagsio
9 Final test 2
Total hours 76 26 48
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APPENDIX VI

Portugal — teacher training module in EDC

The context

In Portuguese schools EDC takes the form of crassetlar activities in formal school
subjects and as a component in non-disciplinaryiadum areas, such as the project
area, study skills and civic education. Each schisdines its own EDC curriculum in
accordance with national guidelines.

Training in EDC is included in in-service teachdueation provided by different training
structures and on a voluntary basis. Universitres@lleges, both state and private, have
a great deal of autonomy in curricular mattersnitial teacher education, EDC is mainly
infused into the curriculum and not generally teglads a specific subject.

The training module

The training module on EDC was developed as paat Miasters degree in Personal and
Social Training at the Department of Education e tFaculty of Sciences at the
University of Lisbon.

The purpose of the module is to help participapttect upon the theoretical bases of
their practice and to develop teaching activitiesl atrategies that may be used in
different curricular areas. It is available toamge of participants, from pre-primary to
higher education.

The module was based on the Council of Europe ERfeq@ as well as a number of
theoretical sources, pedagogical materials andiestudf practice. It comprises the
following themes:

1. EDC - rationale, scope, objectives
2. EDC - basic concepts and key skills
3. EDC - different approaches:
 EDC and civic education
» EDC and education for human rights
» EDC and multicultural education
* EDC and education for peace
» EDC and education for international issues
4. EDC - practices in the Portuguese context
5. EDC - strategies for promotion.

% For more details, contact: Professor Maria HelenalerBa, University of Lisbon, email:
mhsalema@fc.ul.pt.
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The module makes use of Audigier's (2000) work ompetenc®s for EDC. Drawn up
through discussion with teachers about their egpeg of classroom and school contexts,
it identifies and compares with variations of a f@mof basic competences required for
successful practice in EDC.

It also identifies and analyses a number of difiesgpproaches to EDC along with their
common and distinctive features — using the worlDagerr, Spajic-Vrkas and Ferreira
Martins'’ (2000) and Pureza, et al (20t81)

The training methodology for the module, like EDGelf, is based on interactive
methods, in which participants have to reflect uplom information they receive in the
context of their own cognitive, ethical and affeetsystems of reference, and discuss the
results with fellow participants. Training takdsetform of a series of workshops in
which participants identify and debate exampletheir practice from their experience as
both teachers and citizens.

The module is assessed by means of a mixture bfaochwritten reports. Participants
present an oral report to the training group oregoerience they perceive as relevant to
EDC - one in which there was personal involvemaative participation and action in
the community. Examples include:

» solving problem situations such as violence in school, young people atfrak
drugs, violence and truancy in problematic suburdra@as, integration of students
with special educational needs

* managing emerging situations in schoselsuch as large school populations from
various cultures

* resolving young people’s problematic situationsotigh non-formal education
such as programmes for crime prevention and tlegiation of young people in
vulnerable neighbourhoods

* encouraging the exercise of active citizenshguch as through volunteering.

The module was first offered in the Department db&ation, Faculty of Sciences, at the
University of Lisbon in 2003-2004 by Maria Helenal&na, national coordinator for the
Council of Europe EDC project and professor in epartment of Education — in

collaboration with members of the steering grouptii® Portuguese EDC project: Isabel

6 F. Audigier, Basics concepts and core competefacesiucation for democratic citizenshtrasbourg,
Council of Europe, 2000, DGIV/EDU/CIT (2000) 23.

K. Durr, V. Spajic-Vrkas, |. Ferreira Martins, Stgies for learning democratic citizenshiptrasbourg,
Council of Europe, 2000, DECS/EDU/CIT (2000) 16.

“8 J.M. Pureza, et al. (2001) Education for Democr&itizenship: Final Report of the Portuguese Group
Lisbon, (Portugal).
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Ferreira Martins, Janine Costa and Manuel Turanltagain in 2004-2005 and continues
to run in 2005-2006.

Evaluation

The module has proved extremely successful in hglpeachers to develop teamwork
skills and the ability to work in interdisciplinagontexts, making them more aware of
social issues , such as inclusion, and the needofatinuous training in EDC. It has also
raised a number of important issues, like the aiffy many teachers have in developing
EDC work within specific disciplinary areas anduethnce to become more involved in
school-related civic action.
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APPENDIX VII
Denmark — Master of Education (MEd) in citizenshipeducatior

The concerns that arise from these new trends @ree f the reasons why now in

Denmark we are beginning to speak more of citizgntan we have done for decades.
It is no longer sufficient to speak of the imporarof a democratic educational system. It
IS now necessary to deal specifically with the migbn and understanding of the notion

citizenship. In so doing, Denmark follows a gendrahd that is manifest in several

European countries.

The context

In Denmark EDC is not a school subject as such. EDggen more in terms of students’
active participation in classroom activities and sohool democracy, and teacher
education in EDC in terms of helping teachers tvettgp more democratic teaching
styles and the skills to involve students morevatyiin their learning and in school life

as a whole.

To support teachers facing new challenges likeviddalism, diversity, globalisation and
Europeanization, the Danish University of Educatianconjunction with Syddansk
University has developed a Master of Education (M&arlrse in citizenship education,
offered from September 2005.

The nature of the course is inspired by the thigkihthe sociologist, Zigmunt Bauman —
in particular, by the idea of citizenship educatias a vehicle for maintaining
homogeneous and stable political communities imddwndergoing constant change.

It is also inspired by the Council of Europe’s Epfogramme — especially the notion of
the need to develop a historical and philosopraggroach to EDC training, not only for

teachers, but for all those connected with the atimcal process and the general public
which is frequently ignorant and unaware of EDC.

The MEd course

The MEd course aims to help candidates to integraiteenship theory into their work
experience, through the development of politicidioal and pedagogical knowledge.

It is targeted at range of people, including:
» teachers and others in formal educational instiigti— such as schools, colleges,

and polytechnics, and those responsible for raisimgreness of citizenship issues
in non-formal education — such as charity workers.

9 For more details, contact: Head of Department afoBbphy of Education, Lektor, Dr.paed. Ove
Korsgaard, emailbbve @dpu.dk
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» consultants in the civil service and other politigastitutions — such as trade
unions.

The content of the course is organised in termghef classic didactic triangle of
knowledge, values and skills. It has four basic ponents:

1. Citizenship from a theoretical perspectivehistorical, political, philosophical,
pedagogical dimensions including ideas on livingetber in society, Kant on
politics and pedagogy, links between the develogmahn society and the
development of the individual.

2. Citizenship from an ethical and universal perspeett including value conflicts
and dilemmas, ethics and existentialism, ethicsdamocratic development.

3. Citizenship - including discussion of the characteristics afizenship
competence, pedagogical and didactic problemshieg@and learning methods,
empowering citizens to interact with others, howzens may have a say and
influence and take the future into their own handismocratic citizenship and
multiple identities.

4. A dissertation— students describe/ analyse and develop citizgnshkues that
related to their own work situations.
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APPENDIX VIII

Ireland — a teacher support servicg’

The context

EDC was first introduced into schools in the Repubf Ireland in 1966 in the form of
Civics, a fairly traditional knowledge-based subjét the second level curriculum (12 to
17/18 year old students).

In the changed political climate of the 1990s theidS curriculum was subjected to a
radical overhaul in favour of a more skills-based/ticipative subject called Civic,
Social and Political Education (CSPE). A pilot @aj was set up in 1993 and over a
three year period a new EDC curriculum was develdpethe Junior Cycle, for 12 to 15
year old students, with curriculum materials wrttend piloted by practicing teachers.
The CSPE curriculum was formally introduced intbsghools in the Republic of Ireland
in 1997.

The CSPE Support Service

To support the introduction of this new subjectaiools, the Department of Education
and Science, Ministry of Education, set up a CSlfpasrt service to work with school
principals and teachers.

Seven practicing teachers, who had been involvedhé development of the new
curriculum, were seconded from their schools by Drepartment of Education and
Science and appointed to the CSPE Support Se@ice.of the teachers was appointed
National Coordinator with overall responsibility rfahe in-service programme The
remaining six teachers acted as full-time Regiomsvelopment Officers with
responsibility for CSPE teacher training in specgfeographical areas.

The training provided by the Support Service cdesdisof regional in-service events,
either school-based or at a central venue, to expésues such as:

e course content;
» active learning methodologies;
* approaches to organising and managing CSPE aatipecys.

Other regional in-service events focused on howcdeordinate CSPE in a school,
teaching controversial/sensitive issues and thesassent of learning in CSPE.

Each in-service event was structured around thegedkmensions:

*0 Eor more details, contact: Conor Harrison, Natidbatordinator CSPE, Curriculum Development Unit,
Sundrive Road, Crumlin, Dublin 12; E-mailh@indigo.ie Website.www.slss.ie/cspe
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» understanding dimensionproviding teachers with basic information abdug t
course content for CSPE;

» skills dimensior- exploring appropriate teaching and learning masHor CSPE,
including active learning, student participationdamandling controversial and
sensitive issues;

» formative dimension- giving teachers opportunities to share and reflgmon
their own practice and upon the practice of others.

The Support Service has also been involved in abyowork with a number of official
bodies and NGOs with an interest in EDC, such as:

» the Houses of the Oireachtas (The Irish Housesadiaent) — helping official
guides to focus student visits on the CSPE cunrioul

» the Courts Service — developing teaching mateaiadsnd the concept of law;

» the Gender Equality Unit, Department of Educatiom &cience — producing
booklets and teaching and learning resources, armhging exhibitions on
women'’s participation in politics;

* Amnesty International Irish Section, Goal, Self pjelrocaire, The Irish Refugee
Council — advising and developing and editing @ulim materials on concepts
such as rights and responsibilities, human dignigevelopment and
interdependence;

e universities — supporting the development of CSPE&thodology course in
teacher training institutions.

The work of the Support Service continues todagigilvith a different form of staffing.
There are currently three full-time members of fséafsisted by a team of twenty five
part-time Regional Development Officers (RDOs). 3d&DOs are contracted from their
schools for a specified number of days each yearally no more than ten, to facilitate
regional in-service events.

Evaluation

Many lessons have been learned from the experiéooe the work of the Support
Service. In particular, it has become clear thathers respond best to in-service training
that is facilitated by fellow teachers, and thariteng is most powerful where there is a
whole-school approach to CSPE with significant supfrom school managers.

It has also become clear that there is an on-goasgl for teacher support and up-to-date

classroom materials for CSPE and that some fornC®PE provision needs to be
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developed for the Senior Cycle, 15 to 17/18 yedrstlidents, to build on what has been
learned earlier.
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APPENDIX IX

Examples of good practices in the field of EDC
CROATIA

Activity/event description

Elaboration and experimental implementation of theversity Curriculum for Human
Rights and Democrartic Citizenship, Research amghiitg Centre for Human Rights and
Democratic Citizenship, Faculty of Philosophy Umgity of Zagreb, Croatia

Title of the project
University Curriculum for Human Rights and Demour&itizenship
Institution

Research and Training Centre for Human Rights amch@ratic Citizenship, Faculty of
Philosophy University of Zagreb

Address: Ivana Lucica 3, 10000 Zagreb, Croatia
Tel/Fax: +385 1 600 2437

email: hre-edc@ffzg.hr

www.ffzg.hr/hre-edc

Project Coordinator: Prof. Vedrana Spajic-Vrkas,[FPh

Project team: 15 university professors and researfiom 8 faculties of the University of
Zagreb and University of Rijeka, 3 research int#yand several representatives of the
civil sector.

Project description

The Research and Training Centre for Human Rights Bemocratic Citizenship has
produced an interdisciplinary university curriculum the field of human rights and
democratic citizenship, within the above projedteprogramme is designed for students
of teaching streams at different teacher-trainiagufties in Croatia, and it is being
implemented as part of the Croatian National Progna of Human Rights Education.

The programme also contributes to the realisatibthe objectives of the UN World

Programme of Human Rights Education (2005-200®,Gouncil of Europe's Year of
Citizenship through Education (2005), the initiatiof reform of educational systems in
SEE, as well as of the European Union objectivesdincation, as defined in the Lisbon
and Bologna processes.

The programme relies on lifelong, active and aitidearning for empowerment,
participation and responsibility of citizens witletuse of multidimensional perspectives,
and different learning, teaching and training reses, including those of the civil society
and new information and communication technologies.
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Besides the programme, the project also designédelgues for introducing Human
Rights into the curricula of teacher-training famd, and it develops teaching materials
for university students and teachers. Experimentgllementation of the programe
started at the Faculty of Philosophy in Zagreb avé&mber 2005.

The long-term objective of the project is to ingaan international, interdisciplinary
post-graduate studies course of Human Rights antd®acy. Curriculum development
is based on the results of research on studentsvlkdge and attitudes in this field,
undertaken by the Centre in the research projeetafiing for Human Rights at the
University”, with the support of the Ministry of Bnice, Education and Sports of Croatia.

Objectives

* to develop a pre-graduate interdisciplinary cuttou for Human Rights and
democratic citizenship for teacher training fa@dtibased on lifelong, e-learning
and partnership approach, as part of the Natiokrdt Rrogramme;

» to implement the curriculum as a pilot course a faculty of Philosophy,
University of Zagreb.

Target groups

University students (primary target group), secondachool teachers, policy makers,
other professionals in the field of education.

Content of the curriculum

16 modules, which contain conceptual issues, aisalgsiidelines and practice of HR
monitoring, research, advocacy. The modules are:

. An Introduction to Human Rights

. The Human Rights System

. Human Rights in Croatia

. Civil and Political Rights

. Economic and Social Rights

. Cultural Differences and Collective Rights

. Women, Sex/Gender and Human Rights

. The Rights of Children and Youth

. Peoples of the Third and Fourth World and HuRaghts
10. Human Rights and Medicine

©O© 00 N O O A W N

11. Freedom of Expression and Media in Human RiBht¢ection
12. Scientific and Technological Challenges to HorR&ghts
13. Right to Education and in Education
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14. Learning for Human Rights and Democratic Ciist@p
15. Conflict Management and Intercultural Compeg¢enc
16. Human Rights Monitoring, Research and Advocacy.

The experimental implementation started at the BaoéiPhilosophy in November 2005.
Since then an internal evaluation has been undertakhe results will be used for
modification and improvement of the programme, \Wwhvall then be addressed to the
Ministry of Science, Education and Sports for thepose of obtaining permission for its
implementation in the academic year 2006/07 inftren of a one-year post-graduate
specialist M.A. course.

Sponsorship and partners involved

Ministry of Foreign Affairs of Austria; European dining and Research Centre for HR
and Democracy, Graz; World University Service - thias Ministry of Science,
Education and Sports of Croatia.

Target groups

University students (primary target group), polingkers, secondary school teachers and
other professionals in the field of education (ediamal staff).

Reasons for considering the activity/project an exaple of good practice

This project/activity contributes to the sustaitipiof Human Rights and Democratic
Citizenship in Croatia. It is the higher educatioomponent of the National Human
Rights Education Programme.

Also the unique interdisciplinary quality of therdaulum and its potential to grow into a
regional course of studies in this field make iteptional.

It is based on the overall knowledge and experi@icéroatian educators and researches
who have been involved in numerous projects sinedeginning of the 1990s.

ROMANIA

Activity/event description
Project on Students' participation in school lifa form of living democracy
November 2005-July 2006

The project'Students’ participation in school life — a form b¥ing democracy”aimed

at supporting the transformation of schools towadsemocratic learning environment,

through developing related skills and attitudestfa education actors. More concretely,
the project aimed at creating student participatiechanisms and structures at school
level in order to offer students real opportunitegxercise democratic participation.
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The project was prepared in 2005 as a contributiotihe European Year of Citizenship
through Education launched by the Council of Eurdpevas approved for financial
support by the Royal Netherlands Embassy in Bushare

"Students’ participation in school lifecreated mechanisms and structures for students’
participation in the pilot schools, covering botthgol and out-of-school activities. The
project promoted an innovative approach to studegudsticipation: diverse forms of
participation, training and involvement of diffetestakeholders. Student’s participation
was understood not only as participation in stuslenbuncils, parliaments or other
structures, but in a broader sense of participatidearning, such as creating options for
elective subjects or for curriculum topics, usingeractive methods and authentic
assessment, planning and implementing projects,anistng awareness-raising
campaigns, voluntary activities in the community. et

A local project team was established in each gibbtool, including representatives of the
local authorities or community members (parentsje Btarting point revealed that the
representatives of the pilot-schools had very festioas in common with other

community actors. As a consequence, it was negedeabring the school and the
community into contexts that involved their repraséives in different activities. Getting

people to work together for their own benefit wase oof the most important

achievements.

The teams from each school attended a training reemn order to have a broader
meaning of students’ participation and how to aohi@, to understand and promote
values and principles of democratic citizenshipeSéevents supported the development
of new attitudes, knowledge and skills: motivatfon change; concern for links between
the school and the community, interest in local m@n projects; receptiveness, openness
towards diversity. The objectives of the local seans focused on:

» developing the school capacity to design and impleneducational projects
aiming to promote pupils participation in schootlamommunity life;

» stimulating pupils’ and teachers’ motivation for time and responsible
participation in community life and for building up democratic school
environment;

» developing evaluation skills and reflexive attitadewards educational practices;

» developing presentation skills of pupils and thpagaty to organize information
campaigns;

* improving co-operation of pupils and teachers vadmmunity members — local
authorities, parents, media, NGO'’s.

Each pilot school prepared two projects promoting: $ne promoting students’
participation in the school environment, one prangptout-of-school participation of
students (community-oriented projects). A desariptiof the projects proposed and
implemented by the schools, based on their locati®@nd interests, is given in the table
below.
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School

School oriented projects

Community orienteg@rojects

lzvoare

School journal (a “gazette” ¢
the Students’ Council)

finformation campaign for health
education
e students’ caravan for health
education
« leaflets, posters displayed
the village etc.

in

Galicea Mare

The *“ecological” school —
improving the

environment, planting flower

school— a project developing civic and
ssolidarity attitudes of the students

We are small, but we care

and trees, building benchedpward helping disadvantaged
arrangements of a “schopthildren
park”
Calafat School journal Community park creation —
involvement of the school and the
local authorities in order to create| a
park close to the school, planting
flowers, trees, cleaning the ground,
building benches etc.
Desa School journal A'school, a parK

Community  park  creation
involvement of the school and the
local authorities in order to create| a
park near the school, planting flowers,
cleaning the ground, building benches
etc.
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Students' Participation Summer school

The end of the project was marked by a summer $cbaganized in Sinaia, Romania.

Participants from all pilot schools had the oppuwitiuto share experiences, to learn from
each other, and most important, to become awarthaf possibilities to make a

difference in their community life.

Based on the experience of this project, the Cdotrénnovation and Development in

Education (TEHNE) in partnership with the Institdte Education Sciences prepared a
methodological guide for students’ participatioontaining the basic principles of SP,
forms, structures, content, and benefits of SRyelsas case-studies collected from the
pilot-schools (examples of good practice). The 8@l is distributed in schools, school
inspectorates, Teacher Training Institutes, NG@s 8ood practice examples developed
within the project are disseminated in other edooat communities.

General conclusions

The teachers, the headmasters, the students areptiesentatives of the local authorities
made serious progress at different levels. The aigphluilding process started at the
pilot-schools level has reached the proposed abgect The schools are able to design
and implement educational projects.

Concerning the attitudes of those involved in th@get, a change can be noticed. They
are more receptive, have new perspectives on {gaation” and on “democratic
school”, are open to new challenges and startetk together with their mates.

One of most significant achievements of the projadil now consists in building up
those motivation mechanisms necessary to staratings within the school. The active
involvement of the participants and their willingseto learn more about how to improve
their work was very important for the general vatdi¢he project.

The project refreshed social interactions in thenmmnity, as well as the relationships
inside the schools, between students and teachets,among teachers. The positive
perception of the project improved the attitudethefcommunity towards the school.

Partners involved

TEHNE - Center for Innovation and Development iru€ation, Institute for Educational
Sciences, The School Inspectorate from Dolj Coutiiy, Council of Europe Information
Office in Bucharest (with the financial supporttbe Royal Embassy of Netherland in
Bucharest, Programme Matra-KAP).

Target groups
Educational staff — parents - young people.

The target group was composed of schools locatediral and small towns, in the
southern part of Dolj county. The rural and smainn schools have fewer opportunities
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to be involved in educational projects and, consatly, have fewer appropriate skills.
Their access to information, partnerships and khow-is usually limited.

Reasons for considering the activity an example gfood practices

The project was focused on students in secondagots located in rural areas. It offered
those students and their schools the opportunityraetice democratic participation in
school and community life, to develop their skdlsd attitudes, to learn from each-other
and practice associative skills, and, most impdgtanto become aware of their
possibilities to make a difference in their comntytife.

RUSSIAN FEDERATION
Activity/event description

Joint project of the European Commission and thenCib of Europe in the Kaliningrad
Region of the Russian Federation dedicated to ¢idunctor democratic citizenship and
human rights.

The objective of the project was to strengthen EBGchools. To do so, developing

democratic school ethos was selected as a meaeadb that objective. Special attention
was paid to defining a concept of school goverringrds adapted to Russian schools.
Participants also became acquainted with activepanticipatory teaching methods.

From April 2004 to February 2006, 11 seminars fduaational management staff,
teachers, students and parents were held. 20 schrooh 10 regional districts of the
Kalinigrad region took part in the project. Abo@®@persons participated in the seminars
over the two years.

Two working groups were set up. Each group had &b participants and took part in
5 seminars (1 awareness raising seminar and 4ngeseminars) organised in such a way
that the participants were able to progressivetjuae new but integrated competences.

Between the seminars, the participating schoolsvggven the task to implement the
acquired competencies in their everyday practice,sét up new mechanisms of
democratic self-governance and to amend theirtstgtbase accordingly.

As a result, at the end of the training cycle, itfddvidual participants and the schools as
entities acquired new competences, and set up datiwoschool governing boards with
the objective to change the school ethos.

Partners involved

Regional and local educational authorities, sclaawhinistrations and teachers, students,
parents of the Kaliningrad Region, the European @a@sion and the Council of Europe.

Target groups
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Policy makers and educational staff, students| lomamunity around schools.

Reasons for considering the activity an example gfood practice

The experience of the Kaliningrad project is a gegdmple on how to gather different
stakeholders from the society involved in schofd, li.e school professionnals, parents,
students, local authorities in charge of educatmom) society representatives, private
companies etc.

It is an example of an integrated step-by-step @gpr towards setting a democratic
school ethos that could be transferred to othenttms and used in a wide range of
settings, given that urban and rural educationstitirtions took part in the project and
came up with their own experiences and models.

It is an example of fruitful co-operation and exaha of experiences at the European
level as several experts from different Councilkafrope member states shared their
experience with the Russian participants and espand learned from them in return.

SLOVENIA

Activity/event description

A whole-school approach to citizenship education

The main aim of the project has been to introduedale-school approach to citizenship
education, which would supplement the existing f@ion of citizenship as a separate
element of the school curriculum in elementary etioo and its traditional link with
civic related subjects (history, geography, motoegue). The basic aims and objectives
of the model could be summarised as follows:

» to enhance the process of school improvement;

» to stimulate collaboration within and among schpols

» toincrease the school's capacity for change;

* to plan, implement and evaluate change in a speaiéa.

Moreover, the project’s basic aim has also beedteteelop a programme of professional
development for teachers and other members of ¢heos community by using the
network-of-schools model for teacher training. Theject has been conducted in
Slovene elementary schools since 2004.

Title of the project

A whole-school approach to citizenship education
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Institution

National School for Leadership in Education, SLOVEN

Address: Brdo pri Kranju, 4000 Kranj, SLOVENIA

Tel/Fax: ++386 4 236 22 60

email:info@solazaravnatelje.si

website:.www.solazaravnatelje.si

Project Coordinator: Dr. Justina ERLJ & Mr. Mitja SARDOC (MSc)

Partners/institutions involved

National School for Leadership in Education
Slovene Ministry of Education and Sports
British Council Slovenia

Educational Research Institute

13 Slovene elementary schools

Project team

2 experts on citizenship education, 1 expert onlesohool methodology & teacher
training.

Target groups
Researchers — policy makers — teachers and otheatonal staff in elementary schools
— parents — students.

Project description

The projectA whole-school approach to citizenship educatmasents an innovative
model of in-service professional development inchithe whole school is encouraged to
reflect on its current curriculum, and to work ttggr to identify strategies to promote
and raise the profile of EDC as part of a wholesstipolicy. The whole-school approach
has been recognised as a powerful way of buildorgmitment to school improvement
in various areas (Rogers, 2000). We have been itsiaghange the existing beliefs and
practices that education for democratic citizensieip in the domain of certain subjects,
such as mother tongue, history and citizenship &t as a separate subject. Rogers
(ibid.) refers to several advantages of the wholessl approach:

» there is an increase in effective strategies atra begin to share good practice;
» staff begin to act more consistently when the wisaleool policy is the outcome
of genuine, wider collaboration;
» there is an increase in staff involvement and cament to policy imperatives;
» ashared knowledge base provides a stronger sujppaorew initiatives
(education for democratic citizenship in this case)
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» parents begin to appreciate, and support, the yaioderpinning the schools’
policy — and this is essential in the whole-schaggroach to democratic
citizenship.

A whole-school approach can only be successful i based on collaboration among
teachers. Collaboration creates interdependendégecttee commitment, and shared
responsibility (Stoll, Fink and Earl, 2003). Netwsrof Learning Schools is a model of
school development based on the ideas of schookowement through teacher
collaboration or a whole-school approach to plagrand implementing changes. It can
be referred to as a “cascade model” which is supdoand facilitated by the so called
School Improvement Teams (SIT). Networks of Leagn8chools are implemented in
two stages that equals two academic years:

* in Year 1 SIT’s are trained in the principles ohsal improvement, teamwork,
planning, and problem solving. Using their knowledand skills, they organise
workshops for their staff where teachers defineatea of improvement for the
current academic year, plan and evaluate changetheindefined area in a
collaborative way and implement changes. Actualtgy learn and practice the
principles of change management and relate ithoaolicy.

* Year 2 is more focused to the content of changeth@nbasis of changes the
school defined in Year 1 and following the natiopabrities, NSLE defines the
themes for Networks 2. The whole process folloves riitodel from Year 1 with
some significant differences:

- the thematic area is defined in advance by NSLE;
- the teams are trained for the theme (they knovptbeess already);
- the teams transfer specialist knowledge in thectsdearea.

Like Networks 1, Networks 2 are based on collabonaamong teachers which leads to
the whole-school approach to a specific theme.

This contrasts with the model of professional depeient in which individual teachers
are taken out of their schools for seminars thatudoon general issues which do not
necessarily relate closely to practice within theiwn schools. Moreover, this project
contributes equally to the three priority areashef 3° phase of th&€ouncil of Europss
EDC project between 2006-2009, for example:

* Education policy development and implementationd®mocratic citizenship and
social inclusion.

* New roles and competences of teachers and otheatoloal staff in EDC/HRE.
» Democratic governance of educational institutions.
The long-term objectives of the projektwvhole-school approach to citizenship education

have been to develop and test a whole-school agiprimathe professional development
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of staff delivering EDC in elementary schools —particular of management teams and
subject leaders — with a view to:

. create a shared understanding of EDC and to igetit#f basic principles for a
sustainable and effective model of teacher traimngDC,;

. support a school-based approach to ED8ugplement existing provision in
the last three years of elementary education atehdxEDC to the first two
years of elementary education;

. make head teachers, subject leaders and teachexsamiare of opportunities
for integrating EDC into all levels of elementaghsoling;

. develop a model of combined units for discrete ER@ching and EDC
teaching through other civic-related subjects;

. develop within school supporting system in thedfief awareness-raising of
EDC related material and promote the disseminaifdeaching material,

. strenghten democratic governance in educationautiens;

. develop integrated teaching materials, e.g., scherheork.

Reasons for considering the activity an example gfood practice

The results of the project have shown that a wkoleol approach contributes
significantly to the inclusion of topics related ttizenship education across the
curriculum of elementary education as well as rémseprofile of the existing provision

of citizenship education across the curriculum. &bwer, the project offered to the
elementary schools included in the project the oppity for teachers to exchange and
reflect on existing training practice and traingxperience in the area of EDC.
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