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assessment; and the ways in which pupils and teachers value the subject with reference to the 

assessments. The theory of curriculum development is also discussed in order to review the 

reasons for the introduction, in 2002, of citizenship as a National Curriculum foundation subject. 

A discussion of some of the contentious issues related to the citizenship curriculum concludes the 

chapter.  

 

2.1.1. The concept of citizenship 

Significant changes are taking place in Britain in the relationship between citizen and the state 

(Pattie et al, 2004:1). There is concern about changes in society which are perceived as a threat to 

democracy and which have negatively influenced the public understanding of citizenship:  

Precisely because symbolic and material resources and social position are 
unevenly distributed, citizenship is one of the most contested ideas in social policy 
(Lewis, 2004:10).  

 

Citizenship is not only a contested concept; it is also a contested subject in state-maintained 

secondary schools (Gearon, 2003a; Andrews and Mycock, 2007; Kerr et al, 2007). Research by 

Davies (1999) found some 300 definitions of citizenship within educational contexts and, as 

much of the wide-ranging literature of citizenship demonstrates, the notion of citizenship is 

influenced by social, political and environmental factors and consequently, its meaning is debated 

and disputed (Rowe, 1996; Sears and Hughes, 1996; Heater, 1999, 2004, 2005; Lawson, 2001; 

Gearon, 2003b; Kerr, 2003c, 2005; Deakin Crick, 2004, 2005). However, the only consensus 

regarding an actual definition of citizenship appears to be the difficulty inherent in defining its 

meaning (McLaughlin, 1992, 2000; Turner, 1994; Low, 1997; Gearon, 2003a; Kerr, 2003a; 

Calogiannakis, 2004; Osler and Starkey, 2006). 

 

Carr (1991) argues that rather than attempting to pin down a singular definition of citizenship, 

perhaps it is more realistic to accept that it is a metamorphic concept and its definition must be 













































44 

 

experience is enriched. However, a significant aspect of the process-based model relates to 

assessment: 

A process model is essentially a critical model, not a marking model. It can never 
be directed towards an examination as an objective without a loss of quality. This 
does not mean pupils should not be examined; rather an appropriate method of 
examination is required (ibid: 95). 

 

Whilst it could be argued that a process-based model might be the most appropriate for 

citizenship, there is still a need, within the remit of the National Curriculum and our education 

system as a whole, for an appropriate assessment framework. The current curriculum structure for 

citizenship is sited within an objectives model, yet the underlying structure of the subject is one 

which is more suited to a process approach. Citizenship, the subject, has been misunderstood 

claims Leighton (2004:168):  

Citizenship education appears to be understood by many outside classrooms and 
staffrooms as a fact or a skill, rather than as a concept, a process or an ideological 
artefact. 

 

The introduction of citizenship has been controversial and concern has been expressed that the 

curriculum might encourage teachers to influence pupils with a heavily politicised curriculum 

(Myers, 2007). Curriculum development for citizenship has been overshadowed by an 

educational history which views any education which includes elements of a political nature with 

suspicion. The concern seems to be timeless as Stradling (1981) notes: 

A modern day Rip van Winkle, waking up after a fifty year sleep would find 
people in Britain rehearsing the same kind of arguments for and against a political 
education which we would have heard in 1930 (Stradling, 1981:83). 

 

As McKernan (2008) argues, our concept of curriculum, and particularly the National 

Curriculum, is tainted by an increasingly market-driven theory of education which includes 

consumers (pupils) and products (learning, qualifications). Kelly (2004) proposes that the 

structure of an educational curriculum within a democratic society should provide pupils with 

(a) liberating experience by focusing on such things as freedom and independence 
of thought, of social and political empowerment, respect for the freedom of others, 
of an acceptance of variety of opinion, and of the enrichment of the life of every 
individual in that society, regardless of class, race or creed (ibid, 3). 
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Figure 4.1: A combination of complementary approaches 

 

 
 

Gorard and Taylor (2004:47) 

 

Their argument is persuasive. Some results are hidden in A and B and they are relevant only 

within the contexts of those approaches, but once we add C the combination of all data is more 

powerful and the range of evidence increases. I considered using a mixed approach to this 

research with the goal of creating a range of opportunities to verify the consistency of answers 

between pupils and teachers and also to ensure that the richness of the data was not diluted by 

ignoring or sidelining potentially valuable findings. I expected that schools might each interpret 

the delivery of the curriculum in a different way and therefore, an appropriate method of 

collecting data would make allowances for these differences. Indeed, the results of a 

questionnaire survey might lack the personal, storytelling content of an interview, but they 

provide a coherent picture of different issues. The results of the univariate statistical analyses 

together with a linear regression can be used in tandem with the results of the interview data to 

build a framework for developing knowledge about the research topics. Methods can be 

combined to provide a mutually supportive framework for data collection and Denscombe (2003) 

sums this up well: 

They [methods] are different and they are suited to some situations better than 
others, yet in another way, they can come to complement each other (ibid:132). 
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the participants, but also for the schools involved (BERA, 2004). Previous interviewing 

experience has taught me that some teachers are reluctant to participate in research for fear of 

being named. I decided to address this from the outset and ensured that the initial contact (by 

letter) stressed the anonymity of the school. This was reiterated during the follow-up telephone 

call. Only in the circumstances where one teacher had recommended a colleague at a different 

school to participate in the study was it not possible to keep the identity of participating schools 

secret from one another.  

 

For data recording and writing up, each participating school was assigned a numeric code so that 

centres and individuals could not be identified when data was discussed with my supervisory 

staff. Confidential data has been stored securely and will be destroyed on publication of the 

thesis. All schools that participated in interviews will be sent a summary of the results of the 

study; it will not be possible to do the same for survey respondents due to the anonymous return 

of the questionnaires.  

 

The previous sections have discussed the decisions for choosing interviews and a survey as viable 

means of data collection for this research. There are particular issues which need to be addressed 

when researching in schools, and in particular, when working with young people. Every step was 

taken to ensure that ethical procedures were followed so that the research was conducted fairly 

and caused no discernible harm to the participants. The way in which interviews were conducted 

was designed to help pupils and teachers speak freely and honestly about their experience of 

citizenship in their schools. In addition, the questionnaires were designed in such a way as to 

encourage response rates and afford respondents an opportunity to make suggestions, state 

opinions and discuss their experiences whilst remaining anonymous. Once the methods had been 

agreed and draft questionnaires drawn up, a timescale was set for pre-piloting of the research 

instrument, to be followed by a fuller pilot study. These processes are described in the next 

section. 
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the main research study. The resulting data took nine months to collate and analyse. In the next 

chapter we will see how the results emerged from the different data sets and how these contribute 

to further understanding of the research topics. It is presented in three sections: one covers the 

questionnaire survey for both teachers and pupils; the second presents the interview data from 

teachers; the third presents interview data from pupils. 
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Table 5.1: Questionnaires sent and received (by area) 

Sample (mailed questionnaires) Responses (from all teachers) 

Area Count Percent Area Count Percent 
South East and London 104 26.0 South East and London 37 31.6 
Yorkshire and North East 64 16.0 Yorkshire and North East 20 17.1 
North West 59 14.8 North West 15 12.8 
West Midlands 50 12.5 South West 14 12.0 
East England 49 12.3 East England 12 10.3 
South West 38 9.5 West Midlands 9 7.7 
East Midlands 36 9.0 East Midlands 7 6.0 
   Unknown respondents 3 2.6 
Total 400 100.0 Total 117 100.0 

 

The majority of responses (n=37) came from schools in the South Eastern regions of England and 

London and the fewest responses (n=7) were received from schools in the East Midlands. There 

are some notable differences in the responses compared to the sample; more schools in the South 

West (n=14) returned questionnaires than those in the West Midlands (n=9). Three respondents 

had obscured the region code on their questionnaires and it was not possible to assign them an 

area in this part of the analysis.  

5.1.1. Section A: Your role in the school 

1.   How long have you been teaching? 

Each respondent was asked how many years they had been teaching. The results ranged from one 

year (a Newly Qualified Teacher) to the longest: 38 years.  

Table 5.2: Length of teaching (years) 

Years Teaching Count Percent Cum. % 
1-5 16 13.7 13.7 
6-10 26 22.2 35.9 
11-15 17 14.5 50.4 
16-20 13 11.1 61.5 
21-25 15 12.8 74.3 
26-30 14 12.0 86.3 
31-35 12 10.3 96.6 
36-38 3 2.6 99.1 
No answer 1 0.9 100.0 
Total 117 100.0 100.0 

 

Teachers with six to 10 years experience are most commonly represented in this survey making 

up almost one quarter of all respondents.  
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2.   Which subject(s) other than citizenship do you teach?  

It is not uncommon for teachers in secondary schools to teach more than one subject. Research by 

Warwick et al (2004) found that in a sample of 29 teachers of citizenship, the majority had a 

teaching background in Humanities subjects, usually English, History, Media Studies or 

Religious Education. In this research, respondents taught a range of subjects alongside 

citizenship. The most common were PSHE, History and RE. Table 5.3 shows that teachers who 

teach citizenship are also more likely to be teachers of Humanities subjects. 

Table 5.3: Subjects taught in addition to citizenship (by subject) 

Subject Count Percent 
PSHE 37 22.7 
History 35 21.5 
RE 32 19.6 
English, Geography 12 7.4 
PE 11 6.7 
Careers, Health and Social Care 8 4.9 
D&T, Science 7 4.3 
Politics 6 3.7 
Drama, Music 5 3.1 
Humanities, ICT, Leisure 4 2.5 
Business, Key Skills, Maths, Sociology 3 1.8 
Chemistry, Economics, French, General Studies, MFL, Outdoor Ed, Philosophy, 
Textiles 

2 1.2 

Biology, Child Development, Critical Thinking, Dance, German, Literacy, 
Spanish 

1 0.6 

   
Total (NB. some respondents teach more than one subject) 163 100.0 

 

Table 5.4 below shows the number of subjects taught in addition to citizenship. Almost three 

quarters of respondents (71.0%) taught one or two subjects as well as citizenship and the 

remaining 35 teachers (29.0%) taught an additional three to six subjects. 

Table 5.4: Subjects taught in addition to citizenship (number) 

Number of subjects taught Count Percent Cum. % 
0 2 1.7 1.7 
1 45 38.5 40.2 
2 36 30.8 71.0 
3 20 17.1 88.1 
4 11 9.4 97.5 
5 2 1.7 99.1 
6 1 0.9 100.0 
    
Total 117 100.0 100.0 
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respondents would actually teach the subject. However, given that the question asked about 

responsibility, perhaps the teachers did not feel their teaching role was in fact a responsibility, 

rather it was just something they did anyway. 

4.   Please describe your school type (e.g. Comprehensive, Community)  

A summary of school types is presented in Table 5.6.  

Table 5.6: Respondents grouped by school type 

School Type Number Percent 
Comprehensive/Secondary/Community 63 53.8 
Specialist status 17 14.5 
Religiously affiliated 8 6.8 
Voluntary aided 7 6.0 
High school 6 5.1 
Grammar 5 4.3 
Foundation 3 2.6 
Technology college/school 3 2.6 
Other 1 0.9 
No answer 4 3.4 
   
Total 117 100.00 

 

These data show that more than half of the respondents (53.8%) described their school type as a 

mixed comprehensive, secondary school or mixed community school. A smaller number of 

respondents (14.5%) identified their school as having a Specialist36 status, for example, an Arts, 

Sports, Language or Business College. The remaining respondents (21.7%) described their school 

in other ways, for example Grammar, Foundation etc. 

 

The profile of respondents includes a regionally representative spread of different types of state-

maintained schools with teachers that have experience ranging from one to 38 years in teaching. 

The subject background of citizenship teachers is similar (usually based in humanities) and, as 

yet, there are only a few who have come through the PGCE Citizenship training route. Like all 

teachers, the respondents in this research have a range of other responsibilities in addition to their 

teaching. With the profile of respondents complete, the following section outlines the delivery 

and structure of citizenship in their schools.  
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The results presented in this section suggest that whilst the majority of respondents had received a 

limited amount of training, almost one third had received none at all. The majority of the 

respondents had also played a significant role in introducing the citizenship curriculum to their 

schools and had felt that they received support from colleagues in other subject areas. Almost half 

of the schools in this research taught citizenship as both a discrete subject and through other 

subjects in the wider school curriculum. It is clear that some schools only offer citizenship within 

a limited time frame; just one hour a week was the average teaching time allocated to the subject.  

 

5.1.3. Section C: Assessment of citizenship  

This section of the questionnaire was divided into three parts:  

1. Types of assessment used in school;  

2. Number of pieces of work submitted for assessment; and  

3. Perceptions of the citizenship curriculum in school.  

 

10.   How do you record progress in citizenship at key stages 3 and 4? 

Respondents were presented with a table suggesting five types of assessment that they might use 

to record progress of pupils at each key stage. Teachers were asked to tick any methods that they 

already used and they were also asked to describe any additional methods of assessment used in 

their school. Table 5.12 (i) below shows the initial responses and Table 5.13 (ii) compares the 

responses with the offering of a GCSE specification.  

Table 5.12 (i): Assessment methods in use (by key stage) 

Method Key stage 3 Key stage 4 
 Count Percent Count Percent 
Portfolios and/or diaries 83 31.4 56 24.6 
Written tests or examinations 36 13.6 45 19.7 
Games and quizzes 32 12.1 18 7.9 
Video and/or audio tapes 12 4.6 10 4.4 
Presentations 58 22.0 42 18.4 
Other 43 16.3 25 11.0 
Don't Assess n/a n/a 32 14.0 
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Others (for example Teacher 76) commented that its status could be improved with a recognised 

qualification and more emphasis placed upon how the subject was relevant to the pupils; in short, 

teachers were concerned about the status of citizenship.  

[A qualification] ensures that students buy-in to the subject. It is important that 
work is externally validated as it gives students a sense of self-worth (Teacher 54). 

 

However, others argued against this and Teacher 63 believed that concentration upon exam 

results would be to the detriment of the subject. The teachers added comments with enthusiasm 

(n=63) and several added their contact details and offered to participate further.  

 

5.1.6.  Summary of findings from questionnaires to teachers  

A total of 117 teachers returned questionnaires. Respondents were from a geographically-wide 

range of secondary schools across England and their teaching experience ranged from one to 38 

years. Almost two thirds of the teachers taught one or two subjects in addition to citizenship, the 

most common being PSHE, History or Religious Education.  

 

Only nine respondents had a PCGE qualification in citizenship and a lack of formal training in 

citizenship was evident for many of the teachers. Respondents were usually involved in the 

implementation of the citizenship curriculum and the most common methods of curriculum 

delivery were through cross-curricular teaching or a discrete slot in the timetable. The most 

popular modes of assessment were portfolios or written assessments of coursework. However, 

just over a quarter (27%) of respondents admitted that they did not assess citizenship after key 

stage 3 and very few (n=37) offered a GCSE specification. Schools that did not offer a GCSE 

argued that pupils were over-tested or that they lacked the necessary time and training to deliver 

the specifications. Whereas, those teachers who had chosen to offer a GCSE did so because they 

felt that it enhanced the status of the subject and was a fitting reward to two years of study.  
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CHAPTER 6. RESULTS - INTERVIEWS WITH PUPILS 

6.1. Responses from pupils 

Participants 

A total of 29 interviews were conducted with 58 pupils in years 9, 10 and 11 in 14 state-

maintained secondary schools. Details of the respondents are shown in Table 6.1 below: 

Table 6.1: Pupil interviewees (by year group) 

 Year 9 Year 10 Year 11 Total 
Boy 6 11 5 22 
Girl 8 13 15 36 
     
Total 14 24 20 58 

 

Interviews generally lasted about 30 minutes with pairs of pupils being interviewed together. In 

just one school the interviews were conducted in the presence of a teacher (who sat at a nearby 

table) because the school policy did not allow visitors to be left alone with pupils. Pupils were 

informed that all interview data was confidential and I explained that they could withdraw from 

the interview or ask for their contributions to be excluded if they wished. The pupils were usually 

interviewed in a classroom or office and the discussions were audio-recorded. Pupils seemed to 

speak freely and all participated in the interview process without excessive prompting. 

 

An interview schedule (Appendix D) was used to elicit discussion and questions were used as 

prompts to draw ideas and opinions from the pupils. The paired technique of interviewing worked 

well. There was just one interview (with two male, year 10 pupils) which resulted in very little 

data due to the reluctance of the pupils to respond to questioning. However, most pupils seemed 

interested in the research, enjoyed having the time out of lessons and the majority asked questions 

about the purpose of the research.  
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presented in the same order as the final concepts (column 4) with each category discussed and 

exemplified using quotations from the interviews. 

 

The results are presented in the same order as the final concepts (column 4) with each category 

discussed and exemplified using quotations from the interviews. Quotations are followed by a 

code, e.g. A/10/A, which refers to the interviewees:  

A letter code for their school: A, B, C etc. 

Year group: 9, 10 or 11 

Interview pair A or B: in three schools two or more pairs of year 9 pupils was interviewed, so to 

differentiate between the pairs, an additional letter code was used. 

 



193 

 

 

Figure 6.2: Development of interview concepts and categories 
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