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Introduction
In the first part of this paper I outline some of the main characteristics of citizenship education in England and in particular I discuss the nature of the active citizenship dimension to the curriculum. In the second part I go on to look at some of the implications of the new curriculum for professional development and teacher education. This provides the context for the final part of the paper which reports on the first three years of a project with history and citizenship trainee teachers. In this section I analyse student teachers’ written work and their own reflections on school experience and the nature of the citizenship curriculum. These reflections address the practical and political challenges of developing experiential learning and active citizenship within a school system which is often authoritarian and wary of pupil dissent. The paper concludes with an outline of the benefits the student teachers have gained through the project. 
Conceptualising citizenship education in England
Traditionally citizenship education has had what could only be described as a low profile in English schools. Until the recent introduction of citizenship as a compulsory subject in the national curriculum in 2002, initiatives to address this area had generally been short-lived, sporadic and non-statutory. Sometimes these initiatives appeared as responses to wider changes in society for example in the 1930s there was a flurry of activity in the face of the rise of totalitarianism, and in the 1970s the Hansard Society political literacy project followed the extension of the franchise to 18 year olds in 1969. At other times, such as in the early 1990s, citizenship appeared in one guise (a cross curricular theme) only to disappear again in most schools as it became apparent that the ‘real’ subjects in the national curriculum took priority (Frazer, 2003). 

With no clear tradition of citizenship or citizenship education, those responsible for the recent introduction of citizenship into the national curriculum had to tread carefully to carry the consent of politicians and educationalists. In 1997 a commission was established under Bernard Crick to make recommendations to the then Secretary of State for Education, David Blunkett, which resulted in the report entitled Education for Democracy and the Teaching of Citizenship in Schools (QCA, 1998). Crick has made it clear that the report and the subsequent programmes of study were intended to embody a civic republican conception of democracy and active citizenship (Crick, 2002; 2003). 

A civic republican model of citizenship is one which the following features are seen as particularly important (Annette, 2003: 140; see Arthur (2000) for a more sustained discussion):

· An emphasis on the role of the state to actively promote civic virtues (Kymlicka, 2002).
· An emphasis on the duties of citizenship (Talisse, 2005).
· An emphasis on civic participation as a dimension to the good life (Aristotle, 1962)

These features of the academic debate have been influential in shaping the political perspective adopted by David Blunkett who, as Secretary of State for Education, and later at the Home Office, adopted a political stance which aimed to “articulate common ground between the liberal and communitarian positions – defending human rights and individual freedoms, but insisting on the founding importance of communities, and promoting active engagement with the public realm” (Blunkett, 2001: 20). In outlining the appeal of civic republicanism he described a society in which “citizens owe duties to one another… and must play a responsible part in public life,” a society where the citizens “expected to engage actively in the life of the political community” (ibid:18, my emphasis). Such ideas have also informed policy on local and regional government in recent years where strategies for enhancing participation and deliberation have been developed (Annette, 2003: 143-5).
The civic republican motivations of the advisor and the minister led to a new national curriculum programme of study which represented a radical shift in education. The most important change for secondary schools (for 11-16 year olds) was that the new subject became statutory for all pupils.

At the heart of citizenship education as envisaged by Crick are three interrelated strands:



Thinking about citizenship education in terms of these three broad strands leads one to acknowledge that not all the learning in citizenship education can happen in timetabled citizenship lessons. Objectives concerned with developing the foundation of social and moral responsibility, for example, are best tackled at a variety of levels throughout the school and should have a bearing on the school aims or mission statement, codes of conduct and behaviour policies, home-school agreements and teaching and learning styles as well as individual lessons and schemes of work. But similarly, political literacy will also have implications for the whole school - the citizenship teacher developing projects on democracy, freedom of speech and the rights of young people will have limited success if there are few opportunities for pupils to participate in the governance of the school and if pupils feel powerless.

In England the programme of study for citizenship “provides the instrumentalities for this… radical agenda” (Crick, 2002: 114). This document defines the statutory nature of the subject under three broad headings: (1) knowledge and understanding; (2) skills of communication and enquiry; and (3) skills of participation and responsible action. Although the precise definition of citizenship education has changed between the advisory group’s report and the curriculum guidance, the one constant theme has thus been the active / participative strand. This element is worth quoting in full as it is the most relevant to this discussion:

	Developing skills of participation and responsible action
Pupils should be taught to: 

(a) use their imagination to consider other people's experiences and be able to think about, express and explain views that are not their own 

(b) negotiate, decide and take part responsibly in both school and community-based activities 

(c) reflect on the process of participating. 
Extract from the programme of study for citizenship in the English national curriculum
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This focus on active citizenship reflects the central importance of this aspect of citizenship education to many writers – both educationalists and political scientists (e.g. Barber, 1992; 2003; Potter, 2002; Arthur et al, 2000). And if we are concerned that young people learn from their citizenship experiences, the role of reflection, and therefore of facilitation is important in the process (Moon, 2004). Thus several individuals and educational organisations have produced guidance for teachers highlighting the usefulness of tools such as Kolb’s experiential learning cycle (Potter, 2002; Jerome et al, 2003; Britton, 2000). In this regard Dewey (1938: 25) provides an important warning, which is relevant to newly appointed citizenship teachers:
The belief that all genuine education comes about through experience does not mean that all experiences are genuinely or equally educative. Experience and education cannot be directly equated to each other. For some experiences are mis-educative. Any experience is mis-educative that has the effect of arresting or distorting the growth of further experience.

So, teachers being inadequately prepared for the experiential learning dimension to citizenship education could have harmful effects on the development of active citizens. The implication of Dewey’s insight is that whilst negative experiences can be educational if handled well, any experience has the potential not just to fail as a learning experience but to have a destructive effect on future learning if teachers are not able to guide learners effectively through reflection and evaluation.

Recent research into the implementation of citizenship in secondary schools confirms that, although 80% of teachers report that they feel confident about their subject knowledge, when questioned about specific topics many actually lack confidence in key areas (Kerr et al, 2004; QCA, 2004). It has also become apparent that the initial funding has not been sustained in schools, with a quarter of schools failing to identify a specific citizenship budget (QCA, 2004). Furthermore, even with ‘light-tough’ inspections for the implementation phase, a quarter of schools had not made satisfactory progress (Ofsted, 2005). Of the three elements in the programme of study (broadly speaking: knowledge, debate and participation), participation and active citizenship was least likely to be mentioned by staff as forming the main focus of the school’s citizenship programme (Kerr et al, 2004). 

Whilst the citizenship curriculum is defined in the same way as most other taught subjects, there is no requirement for it all to be taught within a timetabled lesson. Therefore schools have often looked beyond the formal taught curriculum to meet the requirements for active citizenship. Many schools have included their student council in their formal programme of citizenship as the most obvious example of pupil participation, but although 80% of schools had student councils during 2002-03 only a fifth of these controlled a budget and 25% of students felt the student body had little influence on the running of the school (Kerr, 2004; QCA, 2004). School leaders tend to have a more optimistic interpretation of the significance of the school council than pupils (Kerr, 2003). Whilst all schools provided the opportunity for pupils to raise money for a good cause, only around a half of pupils reported participating. The next most popular activity seems to be some kind of voluntary activity in the local community, which is facilitated by 80% of schools and reportedly taken up by one in five pupils. All other opportunities from political and environmental groups, to debating clubs and mock elections each involve fewer than 10% of pupils (Kerr, 2003). This take-up gap is likely to present one of the biggest challenges to schools as we move from citizenship activities being provided as an ‘enrichment activity’ to a core curricular entitlement with statutory assessment and reporting. Precisely how teachers ensure that all pupils take up these activities without creating something as unpalatable as ‘compulsory volunteering’ is a genuine dilemma. 

A subject without subject specialists?
Given the scale of the ambition and the demands placed on teachers I want now to turn briefly to consider the support offered to teachers and teacher educators to support the implementation of citizenship education. In 1997 the government gave notice of their intention to introduce some form of citizenship education and by 2000 the revised national curriculum included citizenship as a statutory subject for 11-16 year olds and the implementation date was set for September 2002. With such a long lead in time, what was the scope of the preparations?
Government funding was made available to a range of organisations to produce resources for teachers, money was also made available to schools to help with the start-up costs, although this amounted to less than £2000 per school on average, and the Qualifications and Curriculum Authority (QCA) produced a series of guidance pamphlets and suggested schemes of work for teachers. A series of regional conferences was funded by the DfES in the year leading up to 2002. At these conferences I met a range of teachers who were about to assume responsibility for citizenship in their school. Many were not being paid additional management points, a significant minority had been told of their new responsibility rather than having asked for it, and many had little understanding of the subject. For many citizenship coordinators, whilst they may have had some responsibility in the past for coordinating work across the school, such as Personal and Social Education, Careers or work experience, the single day’s attendance at a conference was all the training they had planned for the year. In subsequent training events over the next two years I met citizenship coordinators who were still being appointed and the impression gained was of some schools in which the responsibility was being passed on from year to year, leading to a lack of continuity and a need to keep spending money on introductory training days. There has not been any research into the retention figures for these managers and so I am unable to confirm how common a problem this was, although Kerr et al. (2004) confirm that only half of citizenship coordinators are paid a management allowance for this post.
In addition to the work being undertaken in schools to support the new subject, the Teacher Training Agency (TTA) funded approximately 160 training places, later rising to 240 per year, for the one year Post Graduate Certificate in Education (PGCE) courses run by higher education institutions. Having started in the year running up to September 2002 such courses have trained approximately 800 qualified citizenship teachers, although some of these have gone on to teach subjects other than citizenship.
This then provides the background for the work underway at Anglia Polytechnic University. Our one year teacher training course is ostensibly funded as a history course but we run it as joint course with citizenship as we feel there are significant advantages to combining the two areas, echoing Sir John Seeley’s view that “politics are vulgar when they are not liberalised by history, and history fades into mere literature when it loses sight of its relation to practical politics.” In our course we attempt to examine the two subjects separately as well as exploring the links between them. In this paper I am reporting on an active citizenship training activity the student teachers undertake whilst they are on their final school placement (of three). It is placed at the end of the course because at this stage of the year students can be tempted to settle in to their teaching routines and only minimally engage with the wider life of the school and the wider professional role of the teacher. This work helps to ensure students reflect on a whole-school issue and gain an insight into schools as changing institutions (and reflect on the factors that influence this change). It also provides an opportunity for student teachers to engage with their potential role as facilitators of experiential learning and to begin to develop an awareness of how they can pursue some of the more challenging dimensions to citizenship education and minimise the risk of mis-educative experiences. The students’ work also offers some insight into the current state of citizenship in the partnership schools with which APU works. 
In aiming to work towards these goals I also hope to address some deficiencies I perceive in the current model of teacher education defined by the Teacher Training Agency. Student teachers are assessed against a set of standards or basic competencies, which have been influential in shaping teacher education courses (Furlong, 2002), indeed all courses are planned to enable student teachers to achieve all of these standards (see appendix 1). In addition, study of the philosophy and sociology of education, which would have provided useful critical frameworks for interrogating the very notion of a citizenship teacher have been largely lost from teacher training courses since the early 1990s (Tomlinson, 1996). The first two standards frameworks (1993-97 and 1998-2002) were criticised for paying lip-service to reflection and values whilst focusing on a narrow model of effective teaching (Reynolds, 1999). And, although the most recent version of the standards has returned some aspects of values education to the agenda (Mead, 2003) I believe that agenda is still focused on a rather narrow and de-politicised view of teaching as a largely technical exercise. By encouraging student teachers to engage critically with practices in the school and to see the curriculum itself as problematic, I hope to provide an aspect of the course that moves beyond the narrow model of learning the curriculum and delivering it, that characterises official conceptions of teacher education.
All of these rather grand aims are channelled into one relatively small project in which students undertake or observe any activity they identify as having the potential to be active citizenship. In order to ensure that all student teachers on the course engage in this difficult enquiry this work forms the basis of one of their compulsory assignments. Student teachers on the history with citizenship course cannot qualify to teach without completing this work to a satisfactory standard. Students are often able to plan their own small scale activities, but where this is not possible they are asked to find out about anything the school claims is relevant and critically analyse what is happening. This may involve the students undertaking observations of meetings or events, investigating the impact through interviews with participants or analysing perceptions through surveys of pupils and staff. The bulk of the formal assignment is a short essay in response to the task: Discuss the implications for schools of pupils’ entitlement to active citizenship. Students are encouraged to engage with relevant literature and reflect on their own experience in relation to the task. After the assignments have been marked students are also asked to complete an additional questionnaire to gather some of their views on the process of researching and writing up the assignment. The following findings are derived from analysing the results of the questionnaires (from years 1 and 2) and assignments over three years (54 student teachers in total). They illustrate some of the main insights into the two themes I have explored above – the nature of active citizenship and the need for a wider engagement with the school in teacher education courses.
What have student teachers learned about working with young people on active citizenship projects?

One student summed up the experience by commenting “it helped me look beyond history and attainment targets and look at the school as a community,” and another concluded, “one of the positive experiences I have enjoyed since embarking on a teaching career has been to note the ability and willingness of most young people to engage in debate and develop an informed view on issues.” 
In this section I have identified a number of extracts from the student teachers’ assignments which illustrate four lessons learned through this project:

(i) The impact on motivation and attitude

(ii) Small is beautiful

(iii) The role of collaboration with colleagues

(iv) Critical observation of colleagues can help avoid pitfalls

(i) The impact on motivation and attitude

Student A began a history project in which pupils investigated the role of a local resident, Thomas Clarkson, in the campaign to abolish slavery in the British Empire. Having undertaken their own projects in class and investigated how Clarkson had been remembered in the area (one street was named after him) pupils made contact with local councillors, residents and the media to mount a campaign to erect a statue. 

Many students identified the impact active citizenship projects had on the young people themselves. For some this was the first time they had seen pupils developing a commitment to work which went beyond the confines of the class and which was intrinsically motivating. The cameo at the beginning of this section illustrates the way in which some projects simply took off and in the process took some of the student teachers by surprise. Another student wrote:
The pupils who are involved are enthusiastic... They feel that the magazine includes their views about their surroundings, which makes them feel more responsible and more part of the school community.

Not only has the project become important to the pupils but the sense of ownership comes across as being particularly important for this student teacher. Such attitudes are more rarely encountered in the classroom through teaching history, because although project work is possible, it is often limited in practice by the teacher’s need to follow a specified scheme of work or get through specific content. Others were able to reflect on what made active citizenship projects distinctive and the extent to which some of these dimensions could be transferred to the classroom:
Active learning within any subject is able to make a topic seem relevant by creating a sense of ownership and personal involvement.
Such small insights are important because the conclusion is reached independently and because they encourage the student teacher to continue to extend their own teaching repertoire. If schools are prepared to share, and sometime to hand over, responsibility to pupils then teachers must be convinced that pupils are capable of sustaining effort and achieving satisfactory outcomes on their own. The insights into how young people work when they are motivated and have a sense of responsibility is the important first step to trusting young people to be active citizens. It is also important more generally for any teacher who is going to help young people mature as an independent learner.
(ii) Small is beautiful

Student B worked with 30 pupils in a tutor group to organise the sale of bottled water to raise money for Water Aid. On first reading her account I only saw the irony of selling unnecessarily expensive water to those with access to free tap water, in order to raise money for those with no access to clean water. As I read on she told a story of a group of boys who had been unengaged throughout the planning and discussion stages. When the water finally went on sale, the boys went out of their way to find their class mates and buy a bottle each. 

This story illustrates how if one’s mind is focused solely on the big political picture (as mine was) one can miss the significance of small breakthroughs in classroom relationships. Student B provides an excellent example of why small is beautiful – because without this opportunity to show solidarity with their peers, the group of boys may have felt unable to engage in the project at all. Indeed without being aware of the differences within the group the teacher may not have even spotted the significance of this event. The reason some pupils may not get involved are numerous, but the teacher who is attuned to these and to the small ways in which pupils may shift their position is likely to be more effective in nurturing participation. 

This conclusion is also central to the philosophy underpinning a recently completed project Active Citizenship in Schools (ACiS), which was funded by the Department for Education and Skills. The project emphasised the continuum of active citizenship from:

· Adult led, young person-centred to young person-led activity

· School based activity to activity in the wider community

· Individual to group activity

· Helping to issue based action (Stenton, 2004). 

In focusing on the worth of even very small projects and acts of participation, within a whole range of possible actions, the ACiS team supports the lesson learned in this selection of extracts – that small can be beautiful.
Contrasting her own experience with a whole school initiative to achieve the same aim, student B felt that the degree of control and depth of engagement was far greater in the former activity, even though the whole school effort raised more money:
Smaller events such as individual tutor groups organising fund-raising activities where they design and plan the activities themselves with teachers acting as guides are often more valuable than whole school organised events which have little student participation in the planning stages.
This point is further clarified in the following conclusion from another student who wrote:
Providing meaningful active citizenship experiences for all pupils is not about turning each pupil into highly motivated politically galvanised individuals, rather it is about providing the framework and activities for pupils to experience community action in a meaningful way, which they may otherwise never experience.

These sentiments reflect to some extent the viewpoint of Jensen and Schnack (1994 in Holden and Clough, 1998) who emphasise the educational value of such activities over and above the concrete project outcomes: 

It is not and cannot be the task of the school to solve the political problems of society. Its task is not to improve the world with the help of the pupils’ activities… These (activities) must be assessed on the basis of… educational criteria. The crucial factor must be what the pupils learn from participating in such actions.

Whilst such learning can include the hard-edged political literacy required for effective citizenship, what these extracts also show is that the learning can be emotional and highly personal. If citizenship is to really engage with young people’s personal development and growth, then these student teachers’ reflections indicate that small scale projects will have a valuable role.

(iii) The role of collaboration with colleagues

Student C worked with the head teacher, a school governor and a range of senior teachers to organise a whole school election. He negotiated an early end to the school day and led the school assembly to announce the results. By the end of the week every pupil in the school knew him as the citizenship teacher.
Some student teachers, for understandable reasons, perceive their success as a teacher being bound up with increasing autonomy in the classroom. Learning how to work independently is of course a crucial requirement for successful teaching as much of one’s professional life will be spent in a classroom where the teacher is the only adult and will have sole responsibility for maintaining a safe and purposeful environment. There is however another important dimension to successful teaching that involves collegiality and cooperation. The cameo at the start of this section illustrates how student teachers can grow in confidence and establish a new status for themselves in a school, even while they are still training. The following extracts illustrate different ways how student teachers have been able to use their active citizenship projects to engage with the wider role of being a teacher and sharing in the corporate life of the school. 

The first extract illustrates how the student teacher is developing in confidence and feels able to intervene with suggestions about the work of another, more experienced, colleague: 

I was hesitant to suggest changing the system but did broach the subject with the teacher and as the weekly meetings went on, once he had taken a step back, the students’ ideas began to blossom.

Such small examples indicate that the traditional relationship between the trainer and trained can be opened up to include a more mutually developmental approach in citizenship.
A similar change of role is evident in this next extract. Whereas most student teachers try to help out with a school trip of one sort or another, to gain some experience of how they are planned and conducted safely, this student took the opportunity to lead an active citizenship project with support from staff and other adults:

The pupils were keen to conduct a conservation project, however, an activity involving water and young children could potentially be disastrous. I conducted a risk assessment and minimised the risks by: inviting a ranger from the council to come in and talk to the pupils and oversee the operation; taking an additional teacher on the trip who was also trained in first aid; taking a first aid kit and getting permission slips signed by parents. 
Other students have had to engage in dialogue with colleagues over some sensitive and controversial issues. In preparing to hold a school mock election one student teacher had to establish the guidelines for staff and pupils. This discussion led to him making the decision that, “in order to comply with the school’s equal opportunities policy extremist groups such as the British National Party were not allowed to take part.” Such decisions are difficult enough for experienced teachers to make and so it is important to note that in active citizenship projects, experienced teachers are willing to share responsibility for whole school decisions with inexperienced student teachers.
In the Standards for qualifying to teach student teachers are expected to show awareness of how to work with colleagues and specialist staff. I believe these students have engaged with this aspect of teaching in a way that would challenge many experienced teachers and which demonstrates an ability to negotiate a challenging role for themselves, not only as members of a team, but sometimes as leaders and initiators.
(iv) Critical observation of colleagues can help avoid pitfalls

Student D spent time talking to colleagues about attitudes towards active citizenship and drew the conclusion that projects seemed to be either earmarked for the most motivated and engaged children, who volunteered, or reserved for those with the worst behaviour, presumably to get them out of school for a time and to help them build social skills. The middle group of pupils were almost entirely left out.
Whilst the foregoing sections illustrate some of the positive lessons learned through leading or participating in active citizenship projects, student teachers also learned important lessons by critically observing existing practice in their schools. This first cameo illustrates that student teachers have not necessarily been convinced by the variety of activities going on in the school. This student, along with the others in this section, has maintained a critical perspective. The point of such criticism is not to snipe at hard-working teachers who do not always get it right, but simply to help trainees gain an insight into how to plan a more inclusive and effective programme in their own schools.
In this extract the student identifies some simple steps that the school could undertake to re-focus and enhance its programme:

I was told that [active citizenship] was catered for through a lower school student council and charity non-uniform days… there were no guidelines on how this was to be democratically achieved and… in the event the non-uniform day was cancelled because the senior management team felt it would lead to conflict between two different youth cultures. The students were very disappointed, and felt let down. The day could have easily been used as an opportunity to promote tolerance and respect… students could have been involved in ideas for how to prevent and resolve conflict in the school community… A golden active citizenship moment was missed.

The theme is illustrated in this short reflection on a teacher’s description of a day when a head of year took a group of pupils and their pets to visit some elderly people:
The teacher organised the whole day and the pupils did not reflect on the experience, therefore it is not active citizenship. If pupils had been involved with any of the planning it would have become, to a degree, active participation.
In these two extracts student teachers have clearly identified how existing practices could be developed to enhance the citizenship experiences of pupils. Given that school councils have been created or re-launched in many schools since the introduction of citizenship, it is not surprising that many of the student teachers have investigated their school council as part of this assignment. The following three short reflections illustrate some common experiences:
(a) Students were voted on to the council but from there they had little to no power to initiate change.

(b) Like the students, I went away feeling that very little had been achieved and that the students had no impact on school policy. 
(c) Surely tokenistic school councils that do not listen to [pupils] are in breach of the law?
Student (c) is reflecting on the implications of the United Nations Convention on the Rights of the Child in her question, and has identified this as a key factor in judging the school. All of these students included discussions about the potential role they could play in their first year of teaching and two of them have already agreed to take some responsibility for facilitating the school council in their new jobs. Whilst the quotations illustrate a frustration during the training year, they do indicate that these new entrants to the profession have already learned important lessons from observing colleagues that will help them enhance citizenship in schools.
In a similar vein the following extract illustrates that the experience of carrying out such projects has enabled student teachers to draw some very important conclusions about the best way to plan and assess projects. This extract resonates with Dewey’s warning and demonstrates that, far from seeing their projects as a mechanistic process to follow through, student teachers are able to reflect on what is most valuable (and potentially damaging) about developing active citizenship in school and reflect on how to avoid some of the pitfalls:
The pupils were fixated on the grades, which caused some to boast and others to feel like failures… Every pupil should be valued for what they can do rather than be marked down for their weaknesses. They need to be taught that everyone can make a contribution to the community.
In a climate in which teaching and assessment models are being promoted to teachers as a one size fits all solution (for example through the Secondary Strategy) this independence is important to maintain.
It would be misleading however to present all the students’ work as radical and critical. The following example illustrates how difficult it is for some student teachers to break out their own narrow expectations and thus how they risk limiting the potential of their pupils rather than challenging such limitations. Whilst there is a gradually growing awareness in England of the broader role of school councils, many are still limited to a traditional agenda of lunches, lockers and loos (Hannam, 2004). The following extract illustrates that even towards the end of the year not all students understand the potential of active citizenship:
I was conscious that many pupils saw these [student council] meetings as an opportunity to try and improve ‘their own’ school life or at best improve the life of themselves and their close circle of friends… I wanted this council to centre around more important requirements such as how to eradicate the toilets being in such a poor state… or ideas on how to keep the school clean. 
Ultimately such opinions illustrate what one student teacher identified as the “dichotomy at the heart of education”:

The institutionalised obsession with order and routine that (in many respects understandably) lies at the heart of the culture of nearly all schools and ultimately undermines what active citizenship is seeking to achieve. 
This moves us on from thinking about the nature of active citizenship projects as one part of school life and leads us into the next theme to emerge from the student teachers’ reflections on their experiences – the school as an institution.
What have student teachers learned about schools as institutions?

The first set of extracts illustrates that student teachers can indeed have an impact on the school, both during their training year, and into their newly qualified teacher year. If such energy and enthusiasm are to last however, it is also important that new teachers develop a realistic picture of how schools work and the obstacles to change that they will encounter. 

In their evaluation students identified a number of obstacles to the development of citizenship education and mentioned the need for additional time, resources and curriculum status. They also discussed the on-going lack of understanding within schools of the nature of the curriculum and the problems inherent in overcoming teacher apathy in some schools. In addition, the students’ assignments illustrated the following themes:

(i) The cautious character of schools 

(ii) The lack of commitment to citizenship

(iii) The lack of knowledge
(i) The cautious character of schools 

Student E spent the whole time at her school asking one member of staff after another what she could get involved in and which of her project ideas could be started. In the end she wrote her assignment on how difficult it is in some schools to get anything off the ground without over a term’s notice.
Students are warned that this project may well be one of the most challenging and frustrating they undertake, precisely because it is less controlled or controllable. Although this cameo is probably one of the most frustrating, such difficult experiences do enable students to develop a better appreciation of working in contexts that do not always respond swiftly, or coherently, to changing demands. The important point, heeding Dewey’s earlier warning in part 1 of this paper, is to provide an opportunity for bad experiences to be transformed into good learning. I believe the assignment does provide the mechanism for this conversion, and also at a very basic level provides a mechanism for letting out frustrations: 
How can an ideology that has numerous demonstrable positive benefits be consistently viewed with such trepidation?
The next student identifies a different phenomenon, and one which can work in a much more subtle way to undermine active citizenship:
There are a vast number of ways in which projects can be attempted and completed, which may fulfil statutory requirements, but that does not equate to them being valuable experiences for the participants.
This student hints that such half-hearted attempts at active citizenship are likely to fail through a combination of neglect or sabotage. Such reflections were more common in the first year of the project than in the subsequent two years. They are reflected in the work of Ralph Leighton (2004) another teacher educator, who identifies six responses to citizenship within school:
· Commitment

· Conversion

· Co-existence

· Colonisation

· Compliance

· Conflict
Although not organised into such a neat scheme, the reflections from the student teachers show some familiarity with the variety of strategies teachers have adopted in schools, from support to sabotage.
At another level student teachers encounter management systems which appear to slow down projects and contribute to a loss of momentum. This student demonstrates their frustration at coming up against the school’s decision making system in action:
The pupils were really into this active participation. However, when I mentioned it to the Deputy Head Teacher he said… it wasn’t possible for splinter groups to operate… this knocked me back a bit because these pupils have so much enthusiasm and energy to give. This showed the ‘powers that be’ still hold the upper hand. 
Although this has obviously been frustrating for the student teacher involved, it is useful to have learned about the unpredictability of such systems because the facilitating teacher is likely to adopt the role of mediator between the school management and the pupils, at least in the early stages of getting pupils involved. Predicting such blocks and helping pupils plan around them will be important if pupils are not to experience a loss of momentum and thus waning enthusiasm.

Others encountered the conservative nature of the school in the attitudes of their teaching colleagues, rather than managers. When one citizenship coordinator suggested that teaching groups should be taken off timetable for an active citizenship project, teachers of other subjects objected:

To say this provoked uproar among staff would be a reasonable description and the result was a postponement of the plans.

Another student planned a project leading up the G8 summit. The plan included active citizenship skills which were regarded as ‘too risky’ by some staff who instead:

Made up their own text book lessons so the students could remain passive and sitting in their seats.

Both examples indicate the importance of negotiation and consultation with colleagues before trying to implement new initiatives. Again, these are lessons that can often take several years to encounter in subject teaching other than citizenship.
(ii) The lack of commitment to citizenship
Student F wrote an account of a meeting with a member of staff in which she asked why he felt the need to direct the proceedings of the student council so closely, the reply came with the kind of smile especially reserved for new teachers, “You clearly have a lot to learn about the way we do things here!”
Whilst the first section indicates that student teachers have learned some important lessons about how to implement change in schools, this selection explores in greater detail the lack of commitment or belief in citizenship. Whilst this may be read in some examples as a simple refusal to accept the spirit of citizenship, it is often linked to what may be termed a fear, or perhaps less emotionally, as a mistrust of the central messages of citizenship. The spirit of citizenship education is certainly one in which children assume greater responsibility for themselves and their peers, and which calls for mutual respect, embodied in the recognition of rights and responsibilities. For many teachers, this is simply not borne out through their experiences and they cannot share this commitment. This is illustrated below in two short extracts.
First, one student teacher reported that:
The teachers I have spoken to about organising the project showed a level of scepticism on a par with the pupils… [one] told me…’You cannot simply give them the power to make decisions, chaos would just ensue.’
This reflects both reasons mentioned above, that teachers simply do not share enthusiasm for citizenship, but also that they do not trust it. This is echoed in the following conversations with a head teacher who, in formal interview, said:

We are incredibly proud of our school council here. We consider it to be a fundamental and essential part of the school.
But in subsequent informal conversation about why the remit of the school council was so limited admitted, “we don’t want the lunatics running the asylum.” 
These experiences have been explicitly discussed throughout the training year. Although they are often difficult to work around, they have to be acknowledged as presenting a distinctive challenge to those student teachers developing a subject specialism in citizenship. As they enter their new institutions, and especially if they assume some responsibility for citizenship, they will need to identify allies and potential sources of resistance to the subject. 
(iii) The lack of knowledge

Student G arrived in a successful and respected school to be informed that the skills of participation and responsible action were developed through the physical education curriculum.
This student’s experiences illustrate another factor which exacerbates the problems in schools – the lack of subject expertise. One student lamented:
None of them are specialists, they are given no training and many therefore have little comprehension of the requirements of citizenship.

This illustrates the point made in the introductory section to this paper, that many student teachers find themselves the most expert members of staff quite early in their training year, a position which often continues into their first teaching posts.
But ignorance of the requirements of the curriculum manifests itself in different ways. Some schools are not committed to citizenship as a new area simply because they see it as a matter of putting old wine into new bottles. In such schools, one student reported:
There is a belief that if the school is producing good citizens then they are doing citizenship.
This is borne out in my work with experienced teachers on one-day training courses. When asked to describe a good citizen, teachers tend to provide responses which describe good-neighbourliness or aspects of being a good person. Specific issues related to aspects of the curriculum are rarely mentioned. This reflects the contested nature of the term citizenship which holds many different instinctive meanings for teachers, which in turn often skews their understanding of citizenship in the curriculum. In this regard Kerr et al. (2004) confirm that teachers often say they are confident about teaching citizenship even though they are unfamiliar with the key documents that define the subject.
I have saved the last word in this section for the student who pulls together several of these strands. The confidence of a new subject specialist, the critical interpretation of the informed observer and the commitment that things can be improved are all evident in the following extract:
For some active citizenship means campaigning for fundamental community or global change, for others it involves singing carols at an old people’s home. It is obvious that only one of these choices prepares pupils to ‘become more effective in public life’ yet still schools continue with the charade that they are fulfilling the criteria of the national curriculum with tokenistic efforts. 
Conclusions - educating teachers as agents of change
I set out to describe a small project which formed part of a one-year teacher training course. Despite the small scale of the project it is, I believe, important in providing student teachers with the opportunity to develop as critical practitioners. The foregoing discussion of the evidence in the students’ assignments has illustrated that the project has been successful in several regards. Firstly, although the depth of understanding varies, this project does seem to have helped students develop a better appreciation of the nature of active citizenship, and provided most with an insight into how to go about planning such opportunities with pupils (the list of projects in appendix 2 illustrates the range of activities students have been involved with). In their questionnaires at the end of the project all student teachers agreed that they had benefited in some way from the assignment and the most commonly mentioned benefits were that students felt better able to discuss the nature of active citizenship in schools after the project; several thought this was because they had engaged with relevant literature, whilst many more felt they had benefited from considering and experiencing practical strategies and evaluating them afterwards. 
Secondly the project has encouraged student teachers to engage with their schools in a different way. When asked to comment on the specific ways in which the project had been useful to students in developing their role as a teacher the most frequently mentioned impact was that they had experienced a very different kind of relationship with young people, one which was much more “hands on”, and which encouraged mutual respect. Most have gained an insight into wider aspects of the school and whilst for some this insight has revealed scepticism, intransigence and resistance, many have also experienced collegiality and a shared sense of the potential of young people, which has helped them retain an interest and optimism in citizenship education. Through encouraging students to take a critical look at current practice across the school the project appears to have helped develop a broader understanding of the way schools work.

Through such small scale projects the students’ work has also illustrated some effective ways to engage with the model of active citizenship embodied in the national curriculum. These students’ reflections are important because they illustrate the value of citizenship education which starts with the young people themselves, or at least provides them with the freedom to choose to participate. They also illustrate how even small projects take on a political dimension that can present difficulties which in turn need to be resolved at a whole-school level. Exploring such territory in a national curriculum which is often described as restrictive and stultifying (Griffith, 2000) is a necessary contribution to clarifying the possibilities in English citizenship.

Whilst the vast majority of our student teachers go on to take jobs as history teachers, several have already agreed to contribute to their new schools’ programmes of citizenship education. For those who do not have the opportunity to get involved in citizenship immediately, my hope is that the seeds have been planted and will be ready to flower if the conditions change. Already students from the first year of the project are being appointed to the role of citizenship coordinator or head of year, and such experiences have helped to clarify what needs to be done in their schools, and just as importantly, how they might go about it. 
Appendix 1
Standards for qualifying to teach

S1: Professional values and practice 

S1.1 They have high expectations of all pupils; respect their social, cultural, linguistic, religious and ethnic backgrounds; and are committed to raising their educational achievement.

S1.2 They treat pupils consistently, with respect and consideration, and are concerned for their development as learners.

S1.3 They demonstrate and promote the positive values, attitudes and behaviour that they expect from their pupils.

S1.4 They can communicate sensitively and effectively with parents and carers, recognising their roles in pupils’ learning, and their rights, responsibilities and interests in this.

S1.5 They can contribute to, and share responsibly in, the corporate life of schools*.

S1.6 They understand the contribution that support staff and other professionals make to teaching and learning.

S1.7 They are able to improve their own teaching, by evaluating it, learning from the effective practice of others and from evidence. They are motivated and able to take increasing responsibility for their own professional development.

S1.8 They are aware of, and work within, the statutory frameworks relating to teachers’ responsibilities.

S2: Knowledge and understanding 

S2.1 They have a secure knowledge and understanding of the subject(s)* they are trained to teach. For those qualifying to teach secondary pupils this knowledge and understanding should be at a standard equivalent to degree level.

In relation to specific phases, this includes:

c. For Key Stage 3, they know and understand the relevant National Curriculum Programme(s) of Study, and for those qualifying to teach one or more of the core subjects, the relevant frameworks, methods and expectations set out in the National Strategy for Key Stage 3. All those qualifying to teach a subject at Key Stage 3 know and understand the cross-curricular expectations of the National Curriculum and are familiar with the guidance set out in the National Strategy for Key Stage 3.

d. For Key Stage 4 and post-16, they are aware of the pathways for progression through the 14-19 phase in school, college and work-based settings. They are familiar with the Key Skills as specified by QCA and the National Qualifications Framework, and they know the progression within and from their own subject and the range of qualifications to which their subject contributes. They understand how courses are combined in students’ curricula.

S2.2 They know and understand the values, aims and purposes and the general teaching requirements set out in the National Curriculum Handbook. As relevant to the age range they are trained to teach, they are familiar with the Programme of Study for citizenship and the National Curriculum Framework for personal, social and health education*.

S2.3 They are aware of expectations, typical curricula and teaching arrangements in the Key Stages or phases before and after the ones they are trained to teach.

S2.4 They understand how pupils’ learning can be affected by their physical, intellectual, linguistic, social, cultural and emotional development.

S2.5 They know how to use ICT effectively, both to teach their subject and to support their wider professional role.

S2.6 They understand their responsibilities under the SEN Code of Practice, and know how to seek advice from specialists on less common types of special educational needs.

S2.7 They know a range of strategies to promote good behaviour and establish a purposeful learning environment.

S2.8 They have passed the Qualified Teacher Status skills tests in numeracy, literacy and ICT.

S3: Teaching 

S3.1 Planning, expectations and targets

S3.1.1 They set challenging teaching and learning objectives which are relevant to all pupils in their classes. They base these on their knowledge of:

– the pupils

– evidence of their past and current achievement

– the expected standards for pupils of the relevant age range

– the range and content of work relevant to pupils in that age range.

S3.1.2 They use these teaching and learning objectives to plan lessons, and sequences of lessons, showing how they will assess pupils’ learning. They take account of and support pupils’ varying needs so that girls and boys, from all ethnic groups, can make good progress.

S3.1.3 They select and prepare resources, and plan for their safe and effective organisation, taking account of pupils’ interests and their language and cultural backgrounds, with the help of support staff where appropriate.

S3.1.4 They take part in, and contribute to, teaching teams, as appropriate to the school. Where applicable, they plan for the deployment of additional adults who support pupils’ learning.

S3.1.5 As relevant to the age range they are trained to teach, they are able to plan opportunities for pupils to learn in out-of-school contexts, such as school visits, museums, theatres, field-work and employment-based settings, with the help of other staff where appropriate.

S3.2 Monitoring and assessment

S3.2.1 They make appropriate use of a range of monitoring and assessment strategies to evaluate pupils’ progress towards planned learning objectives,

and use this information to improve their own planning and teaching.

S3.2.2 They monitor and assess as they teach, giving immediate and constructive feedback to support pupils as they learn. They involve pupils in reflecting on, evaluating and improving their own performance.

S3.2.3 They are able to assess pupils’ progress accurately using, as relevant, the early learning goals, National Curriculum level descriptions, criteria from national qualifications, the requirements of Awarding Bodies, National Curriculum and Foundation Stage assessment frameworks or objectives from the national strategies. They may have guidance from an experienced teacher where appropriate.

S3.2.4 They identify and support more able pupils, those who are working below age-related expectations, those who are failing to achieve their potential in learning, and those who experience behavioural, emotional and social difficulties. They may have guidance from an experienced teacher where appropriate.

S3.2.5 With the help of an experienced teacher, they can identify the levels of attainment of pupils learning English as an additional language. They begin to analyse the language demands and learning activities in order to provide cognitive challenge as well as language support.

S3.2.6 They record pupils’ progress and achievements systematically to provide evidence of the range of their work, progress and attainment over time. They use this to help pupils review their own progress and to inform planning.

S3.2.7 They are able to use records as a basis for reporting on pupils’ attainment and progress orally and in writing, concisely, informatively and accurately for parents, carers, other professionals and pupils.

S3.3 Teaching and class management

S3.3.1 They have high expectations of pupils and build successful relationships, centred on teaching and learning. They establish a purposeful learning environment where diversity is valued and where pupils feel secure and confident.

S3.3.2 They can teach the required or expected knowledge, understanding and skills relevant to the curriculum for pupils in the age range for which they are trained. In relation to specific phases:

c. those qualifying to teach Key Stage 3 pupils teach their specialist subject(s) competently and independently using the National Curriculum Programmes of Study for Key Stage 3 and the relevant National Frameworks and schemes of work. Those qualifying to teach the core subjects or ICT at Key Stage 3 use the relevant frameworks, methods and expectations set out in the National Strategy for Key Stage 3. All those qualifying to teach a subject at Key Stage 3 must be able to use the cross-curricular elements, such as literacy and numeracy, set out in the National Strategy for Key Stage 3, in their teaching, as appropriate to their specialist subject;

d. those qualifying to teach Key Stage 4 and post-16 pupils teach their specialist subject(s) competently and independently using, as relevant to the subject and age range, the National Curriculum Programmes of Study and related schemes of work, or programmes specified for national qualifications. They also provide opportunities for pupils to develop the Key Skills specified by QCA.

S3.3.3 They teach clearly structured lessons or sequences of work which interest and motivate pupils and which:

– make learning objectives clear to pupils

– employ interactive teaching methods and collaborative group work

– promote active and independent learning that enables pupils to think for themselves, and to plan and manage their own learning.

S3.3.4 They differentiate their teaching to meet the needs of pupils, including the more able and those with special educational needs. They may have guidance from an experienced teacher where appropriate.

S3.3.5 They are able to support those who are learning English as an additional language, with the help of an experienced teacher where appropriate.

S3.3.6 They take account of the varying interests, experiences and achievements of boys and girls, and pupils from different cultural and ethnic groups, to help pupils make good progress.

S3.3.7 They organise and manage teaching and learning time effectively.

S3.3.8 They organise and manage the physical teaching space, tools, materials, texts and other resources safely and effectively with the help of support staff where appropriate.

S3.3.9 They set high expectations for pupils’ behaviour and establish a clear framework for classroom discipline to anticipate and manage pupils’ behaviour constructively, and promote self-control and independence.

S3.3.10 They use ICT effectively in their teaching.

S3.3.11 They can take responsibility for teaching a class or classes over a sustained and substantial period of time. They are able to teach across the age and ability range for which they are trained.

S3.3.12 They can provide homework and other out-of class work which consolidates and extends work carried out in the class and encourages pupils to learn independently.

S3.3.13 They work collaboratively with specialist teachers and other colleagues and, with the help of an experienced teacher as appropriate, manage the work of teaching assistants or other adults to enhance pupils’ learning.

S3.3.14 They recognise and respond effectively to equal opportunities issues as they arise in the classroom, including by challenging stereotyped views, and by challenging bullying or harassment, following relevant policies and procedures.

(Source: www.tta.gov.uk)

Appendix 2
List of projects undertaken

· Started, supported or interviewed members of school council / pupil governor.

· Linking history work on the franchise to a citizenship campaign to boost turnout in school council elections. 

· Local campaign to erect statue to Thomas Clarkson.

· Undertook fund-raising project with class, e.g. selling bottled water to raise money for Water Aid.
· Peer support groups for year 7 pupils with families involved in the Iraq invasion in a school near a barracks.

· Sports project – based on peer coaching.

· Environmental project – steered by pupils.

· Started newsletter with small group of volunteers.

· Tried, but failed to lead the re-launch of the school council and abandoned an environmental clean up project.

· Participated in curriculum delivery of active citizenship skills, through tutor period.

· Development issues (active learning adopted in citizenship rather than active citizenship).

· Whole school mock elections.

· Drugs peer education project.

· Peer mentoring.

· Facilitating pupil selected activities.

· Role plays e.g. Model UN General Assembly, Mock Magistrates’ Court
· Liaison with local Member of Parliament.

· Working with a student committee for fundraising.

· Litter and recycling project.

· A mock ‘Everest’ climb.

· Prince’s trust within the school.

· G8 campaign lessons.

· School grounds improvement project.

· ‘Pupil Voice’ research and development groups.

· Healthy Schools initiatives.
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