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Executive Summary 
Deliverable D3.1 constitutes the analytical foundation of Work Package 3 (WP3) within the YOUROPE 

project. Its primary objective is to systematically identify, examine, and contextualise dominant notions 

of European citizenship and democracy as they are articulated in academic research, education 

policies, and national curricula across Europe. By doing so, the deliverable establishes the conceptual 

and empirical baseline necessary for subsequent WP3 and YOUROPE tasks, including the 

development of a comparative analytical framework, a bottom-up survey instrument, and the EU 

Citizenship Toolkit.  

In line with YOUROPE’s overarching objective to strengthen youth agency and democratic 

engagement, WP3 focuses on clarifying how participatory citizenship and democratic spaces are 

conceptualised, regulated, and operationalised across member states, and how these conditions 

shape the design of subsequent empirical and intervention-oriented activities. Methodologically, D3.1 

combines a PRISMA-guided systematic literature review conducted by the University of Kassel with a 

concept-driven, law-based governance analysis carried out by UNIR. The literature review 

reconstructs dominant theoretical perspectives, methodological approaches, and empirical patterns 

in research on civic and citizenship education, while the governance analysis examines how legal, 

curricular, and regulatory frameworks structure, often restrictively, the scope for participatory and 

community-led practices. Both strands are explicitly anchored in the WP3 conceptualisation of 

citizenship as a participatory, relational, and practice-based process, and of democratic spaces as 

simultaneously enabling and regulated contexts. The analytical synthesis developed in D3.1 directly 

informs the next stages of WP3. It provides a conceptual and governance-sensitive basis for the 

development of the WP3 survey instrument, ensuring that empirical data collection captures not only 

individual dispositions but also structural and institutional conditions of participation. At the same time, 

it feeds into the elaboration of the WP3 framework and theoretical model by articulating the tensions 

between participatory aspirations and regulatory realities. Finally, these insights underpin the design 

of the WP3 CLRA toolkit, which translates the integrated framework into context-sensitive 

methodological guidance for implementation, experimentation, and reflexive evaluation within 

YOUROPE.  
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1 Introduction 

1.1  Positioning of deliverable D3.1 within WP3 
Deliverable D3.1 serves as the analytical foundation for the empirical field of research and tool 

development phases to be conducted under Work Package 3 (WP3). Rather than being a mere 

summary of existing data, this report provides a conceptual roadmap for the comparative analytical 

framework, the bottom-up survey instruments, and the "EU Citizenship Toolkit" that will be developed 

in subsequent stages. 

The primary function of D3.1 is to examine the prevailing academic discourse and policy documents 

concerning European citizenship and democracy. By synthesizing these bibliometric and systematic 

findings, the deliverable identifies the critical gaps between "institutional assumptions" and "lived 

realities". This process ensures that the project's later empirical tests and interventions are rooted in 

a clear understanding of the current intellectual and regulatory landscape. 

 

1.2  Scope and objectives of Task 3.1 
Task 3.1 is dedicated to a multi-layered bibliometric and systematic literature review, reconstructively 

mapping knowledge based on European democracy and citizenship (EDC). 

Thematic Context and Rationale 

The resilience of European democracy is currently challenged by a convergence of critical threats, 

including the rise of both overt and covert authoritarian tendencies, increasing political extremism and 

polarization, as well as the rapid spread of misinformation (Giusti & Piras 2020; Kriesi 2020; Pausch, 

2021; Reinl & Braun 2023). Each of these factors, both individually and in combination, undermines 

the democratic fabric of the European Union (EU). A further concern is the decreasing political 

engagement of young people, particularly those from underrepresented backgrounds (Müller, 2023). 

Ensuring the inclusive participation of youth is essential for developing political responses that reflect 

the diversity of European societies. Consequently, strategies that encourage youth involvement in 

political processes—through educational initiatives, outreach measures, and policy reforms—are 

indispensable for strengthening the EU’s democratic foundations and enhancing its capacity to 

respond to complex societal challenges (European Union, 2025). 

Against this backdrop, youth participation occupies a central place in European youth policy. It is 

simultaneously a normative principle and a field of action. Both the European Union and the Council 

of Europe emphasize that young people have the right to be actively involved in the design and 

implementation of policies affecting them (Council of Europe 2020). Such participation must be 

meaningful to contribute to democratic inclusion, participatory governance, and political 

accountability. In this regard, instruments such as the co-management system of the Council of 

Europe and the EU Youth Dialogue have been established to institutionalize youth participation within 
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decision-making processes. Moreover, participation is not merely a governance mechanism but also 

a pedagogical practice, nurturing democratic values and cultivating a stronger identification of young 

people with democratic culture. Considering the increasing political disenchantment and the growing 

visibility of anti-democratic tendencies across Europe (Kitanova 2020; IDEA 2021; Merkel 2021), the 

strategic emphasis placed on youth participation is both timely and necessary. 

Within the European Commission’s 2024–2029 strategic priorities, democracy and values stand out 

as a core commitment to safeguard and strengthen the EU’s democratic foundations. The Commission 

emphasizes the need to protect democratic systems against both internal and external threats, while 

enhancing citizens’ trust and participation. Key initiatives include: 

• European Democracy Shield: a comprehensive mechanism to prevent, detect, and respond to 

foreign disinformation and interference. 

• Improving digital and media literacy: equipping citizens with the skills to critically evaluate 

information and build democratic resilience. 

• Establishing a European-wide fact-checking hub: covering all EU languages to identify and 

counter disinformation more effectively. 

• Strengthening regulation of digital platforms: enforcing the Digital Services Act and AI Act to 

tackle misinformation, deepfakes, and threats to electoral integrity. 

• Safeguarding electoral integrity: increasing transparency in political advertising and regulating 

the use of AI in election campaigns (European Commission, 2024). 

 

The Commission also seeks to put citizens at the heart of democracy, with measures such as: 

Integrating European Citizens’ Panels into policymaking, ensuring citizen recommendations shape EU 

initiatives. Expanding cooperation with civil society organisations to support participation, 

inclusiveness, and human rights advocacy. Strengthening networks of local democracy actors, 

including over 3,000 local councillors, to bridge the gap between EU-level policies and everyday 

citizens’ lives. Together, these initiatives highlight that democracy in Europe is not only a legal and 

institutional framework but also a lived social practice. By reinforcing resilience, participation, and 

open communication, the EU envisions a citizen-centred, inclusive, and democratic Europe that is 

prepared to address the challenges of a complex and rapidly changing global environment. 

European Citizenship 

Being an EU citizen means holding the nationality of one of the member states of the European Union 

(EU). It grants a set of rights and privileges established by EU law, such as freedom of movement, 

voting rights in European and local elections, access to consular protection, and consumer and social 

benefits. Importantly, EU citizenship does not replace national citizenship but rather complements it, 

offering additional opportunities that strengthen the sense of belonging to a shared European 

community (European Union, 2024). However, citizenship entails more than a catalogue of rights. 

Alongside rights come from responsibilities: EU citizens are expected to respect EU laws and values, 

to participate actively in democratic processes, and to contribute to the common good of society. In 

this sense, EU citizenship embodies not only legal entitlements, but also broader principles linked to 

identity, solidarity, and civic engagement (Golob, Rek, & Makarovič, 2024). 
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Closely connected to this is the idea of a European public sphere—a space in which citizens engage 

in debate, exchange information, and form public opinion on EU-related matters. Effective 

communication within this sphere fosters democratic participation, enhances transparency, and 

strengthens shared values such as democracy, human rights, equality, and respect for diversity. Thus, 

EU citizenship is not only a legal status but also a dynamic process of identity-building, belonging, and 

collective participation in the European project, which is related to national and international identity 

politics. 

Within this broader discussion, the concepts of European Democracy and European Citizenship 

emerge as crucial lenses for understanding the political and social integration of the EU. The notion 

of EU citizenship, in particular, challenges traditional conceptions of belonging and participation, 

highlighting the need for further scholarly inquiry into how these categories are conceptualized and 

debated. Yet the academic field addressing European democracy and citizenship remains at a 

relatively early stage of consolidation. This underscores the importance of systematically mapping its 

thematic developments, authorship dynamics, and cross-national research collaborations. Such an 

endeavour can clarify the place of democracy and citizenship in European studies, illuminate their 

relationship to wider debates on integration and participation, and contribute to assessing their 

potential in fostering democratic resilience. 

Considering these considerations, we provide a bibliometric review and a systematic review of the 

literature on European democracy and citizenship. More specifically, it is guided by the following 

research questions: 

Analytical Objectives and Research Questions 

The academic field addressing EDC is still in a stage of consolidation. Task 3.1 aims to systematically 

map this field to clarify the relationship between democracy, citizenship, and integration. The task is 

guided by the following Research Questions (RQ): 

• RQ1: What is the volume, growth trajectory, and geographic distribution of publications on 

European democracy and citizenship? 

• RQ2: What documents within this literature have exerted the greatest influence on scholarly 

discourse? 

• RQ3: What is the intellectual structure of the European democracy and citizenship knowledge 

base? 

• RQ4: What is the conceptual structure of the European democracy and citizenship knowledge 

base? 

The review analyses documents identified through the Web of Science database published between 

1992 and 2025. 
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1.3  Scope and objectives of Task 3.2 

1.3.1 Thematic context and rationale 

The governance of citizenship education in Europe is shaped by a complex interplay between 

supranational regulation, national legislation, and local curricular practice. While international and 

European bodies (including the Council of Europe, the European Commission, and UNESCO) have 

produced normative frameworks articulating shared principles of democratic citizenship, human 

rights, and youth participation, the translation of these principles into legally binding national 

frameworks and operational curricula remains highly variable across European contexts. This 

variability is not merely technical but reflects substantive differences in how citizenship, democracy, 

and the role of education in civic formation are conceptually understood and institutionally embedded 

across member and associated states. 

Task 3.2 proceeds from the recognition that the governance of citizenship education constitutes a 

distinct analytical object: one that cannot be adequately understood through academic discourse 

alone (as mapped by Task 3.1) nor through empirical studies of lived practice (as pursued through 

WP2 CLRA cycles), but requires a systematic examination of the formal normative frameworks that 

establish the institutional conditions within which citizenship education takes place. These 

frameworks, such as education laws, national curricula, ministerial regulations, and associated official 

documents, simultaneously constrain and enable the scope for participatory, community-led, and 

transformative approaches to civic learning. They determine, formally and often implicitly, what 

citizenship means in educational practice, who is addressed by citizenship education, and with what 

degree of institutional support and accountability. 

The rationale for a comparative multi-country analysis rests on two considerations.  

First, cross-national comparison enables the identification of both shared structural patterns and 

significant variation in how democratic citizenship values are institutionally embedded following 

patterns that are not visible from within any single national framework. Second, the YOUROPE project 

operates across national contexts and targets underrepresented youth whose civic experiences are 

shaped in significant part by the national regulatory frameworks that govern their educational 

institutions. Understanding the governance landscape across these contexts is therefore a 

methodological precondition for the design of interventions (Toolkit, CLRA cycles) and measurement 

instruments (Survey) that are both analytically grounded and contextually sensitive. 

1.3.2 Analytical objectives and research questions 

Task 3.2 aims to produce a systematic, comparable, and critically interpretive mapping of how 

democratic citizenship, youth participation, inclusion, and the European dimension are formally 

articulated within current education legislation and curricular frameworks in ten European countries. 

The task is guided by the following research questions: 
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• RQ1: How is citizenship and citizenship education formally defined and positioned within 

national education legislation and official curricula across the ten countries analysed? 

• RQ2: To what extent and in what terms are democratic participation, human rights, and 

European values embedded in national regulatory frameworks governing education? 

• RQ3: How is youth participation, particularly the participation of underrepresented groups,  

conceptualised and operationalised within formal educational frameworks? 

• RQ4: What structural similarities, differences, and recurring gaps or silences can be identified 

across national frameworks regarding the institutional conditions for citizenship education? 

• RQ5: In what ways do formal frameworks align with, diverge from, or remain silent on the 

normative commitments articulated in European reference frameworks, including the EU 

Council Recommendation on Common Values (2018) and the Council of Europe's Reference 

Framework of Competences for Democratic Culture? 
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2 Methodological framework 

2.1  Bibliometric and systematic literature review 

(Task 3.1) 
In the bibliometric part of the research, we employed the science mapping method to investigate the 

knowledge-base on European democracy and citizenship. Science mapping is an innovative method 

used to examine the connections between disciplines, fields, subjects, and individual papers through 

visualization techniques (Zupic & Čater, 2015). For science mapping, we conducted a bibliometric 

analysis. Bibliometric analysis refers to the use of quantitative methods for the systematic exploration 

of scientific publications (Pritchard, 1969). The data for this study were retrieved from the Web of 

Science database, which is widely recognized as a reliable and comprehensive source for bibliometric 

research. Using a set of carefully selected keywords related to European democracy and citizenship, 

we identified documents published between 1992 and 2025. The initial search yielded a total of 1,209 

documents (Please see, Dataset 1 & 2 for full list of papers). We used VOSviewer software to perform 

bibliometric analysis and explore visualization of the results, as shown in Figures (Van Eck & Waltman, 

2010). Please see the study selection flow in the following figure.  

 

Figure 1: Selection of Articles within PRISMA flow. 



 

12  

In the systematic review of the literature, we further analysed the most relevant articles in depth, with 

the aim of examining their findings from multiple perspectives. These included the conceptual focus 

of the papers (e.g. how European citizenship or democracy is defined), educational and policy linkages 

(e.g. whether education is discussed in terms of curricula, pedagogies, or institutions), and publication 

characteristics (e.g. country, year, and type of research). The inclusion and exclusion process was 

conducted in several stages. First, the bibliometric phase of the research identified 1,209 documents. 

From this initial pool, we manually screened the documents for relevance and retained 161 

publications for the systematic review. In the final stage, members of the WP3 group worked in pairs 

to re-read each selected paper for further data refinement. This process resulted in a final corpus of 

93 documents available for data analysis, on which the subsequent analyses were based. 

All in all, we excluded resources that were not relevant to the topic. The exclusion in the bibliometric 

study was mainly done through several trials of keyword combinations. 

2.2  Comparative analysis of education policies 

and curricula (Task 3.2) 
Task 3.2 was implemented through a structured documentary analysis of the current educational, 

legislative and policy frameworks in force in ten European countries. The objective was to identify how 

democratic citizenship values are reflected in national regulatory texts, in coherence with the guiding 

principles of the YOUROPE project. 

The analysis focused exclusively on legislation and official policy documents legally valid at the time 

of the study. By concentrating on the normative framework currently in force, this task provides a 

systematic overview of how democratic values are formally embedded within national education 

systems. 

The methodological process followed in Task 3.2 is summarised in Figure ‘x’ below. The analysis 

progressed through a structured sequence of stages, from the definition of the general analytical 

framework to the comparative assessment and the formulation of conclusions. 

 

Figure 2: Methodological process followed in Task 3.2 
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Education laws and policy documents are particularly relevant in this context, as they establish not 

only the legal organisation of education systems but also articulate institutional visions of citizenship, 

democratic participation, rights, youth and inclusion. Examining how these dimensions are expressed, 

explicitly or implicitly, enables the identification of prevailing normative approaches and structural 

orientations across countries. 

Analytical framework 

To ensure coherence and comparability, a common analytical template was developed and applied 

to all countries. The template examined whether selected documents (education laws, national 

curricula and other relevant official texts) incorporated a predefined set of values grouped into three 

thematic clusters: 

1. Democracy and citizen participation 

2. Human Rights and European values 

3. Youth participation and equity in education 

 

These clusters reflect both the normative foundations of the YOUROPE project and shared European 

reference frameworks, including the EU Council Recommendation on Common Values (2018) and the 

Council of Europe’s Reference Framework of Competences for Democratic Culture. 

Coding procedure 

A binary coding system was applied to each value identified in the template: 

• 1 = value present (explicitly or implicitly) 

• 0 = value absent 

 

The coding aimed to map the formal recognition of democratic citizenship values within national 

regulatory texts. It did not assess the depth of implementation, pedagogical quality, or policy priority 

assigned to each value. 

This approach enabled systematic cross-national comparison while avoiding normative ranking or 

hierarchical evaluation of countries. The inclusion of implicit references was considered 

methodologically relevant, given that democratic principles are often embedded in broader legal 

formulations rather than expressed as isolated concepts. 

The analysis was conducted by a single research team using shared interpretative criteria and a 

common template, ensuring internal coherence and methodological consistency across all cases. 

Qualitative observations 

In addition to the binary coding, each country template included open-ended analytical questions 

designed to capture contextual and interpretative dimensions. These explored the conceptualisation 

of citizenship, the representation of youth, the articulation of participatory approaches and the 

treatment of inclusion, diversity and equity. 
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These qualitative observations provided interpretative depth and allowed the coding results to be 

contextualised and nuanced. The completed country templates are included as annexes to this report 

and constitute the empirical basis for the comparative analysis presented in the following sections. 

Scope of educational stages 

Although the YOUROPE project primarily focuses on young people aged 16–25, the analysis included 

relevant references to earlier educational stages where citizenship education is formally embedded 

in national systems. This decision reflects the recognition that democratic competences are often 

introduced progressively and form part of a broader civic learning trajectory. 

Methodological limitations 

Several limitations should be acknowledged. 

First, the analysis is restricted to formal normative texts and does not assess implementation practices, 

pedagogical approaches or classroom realities. As such, it captures the institutional positioning of 

democratic values rather than their practical enactment. 

Second, the binary coding system identifies the presence or absence of values but does not measure 

their intensity, depth of development, or policy prioritisation within national frameworks. 

Third, variations in legal language and drafting traditions across countries may influence how values 

are articulated or embedded in official texts. 

Despite these limitations, the methodology provides a consistent, transparent and comparable 

mapping of how democratic citizenship values are formally positioned within current European 

education frameworks. 
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3 Analytical Findings: academic 

discourses (Task 3.1) 

3.1  Descriptive characteristics of the corpus: 

Bibliometric findings 

Findings 

Landscape of the literature on European Democracy and Citizenship 

In addressing the first research question, we examined the growth trajectory, volume, and 

geographical distribution of the literature. The dataset of 1,209 documents indicates a steadily 

expanding body of research, with notable growth after 2008 and 2013. As illustrated in Fig. 2, the 

historical development of the field remained relatively limited until the late 2000s. However, during the 

last two decades -particularly after 2020- scholarly interest in the topic has increased exponentially. 

 

Figure 3: Number of Documents published by Year 

  

Furthermore, as the number of studies focusing on European Democracy and Citizenship (EDC) has 

increased, the Web of Science categorisation shows that publications on EDC are distributed across 

more than 100 research fields (see Figure 3). More than half of the documents (~52%) fall under 

Education and Educational Research, while other leading fields include Political Science (10%), Social 

Sciences Interdisciplinary (8%), and Sociology (5%). Each of these fields addresses different 

dimensions of EDC. 
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Figure 4: Number of Documents published by Field 

 

Regarding the distribution of document types, journal articles (1,030) constitute the majority, followed 

by proceeding papers (150), book chapters (52), early access publications (50), review articles (33), 

and book reviews (3). In this area of research, the data gathered from the Web of Science revealed 

that more than 150 authors have contributed between 2 and 22 publications. The leading authors 

include ten Dam, Geert (22), Dijkstra, Anne Bert (17), Menezes, Isabel (13), Geijsel, F. P. (11), Hooghe, 

Marc (10), and Abs, Hermann J. (10). Using VOSviewer, we visualized the network of authors 

publishing in the field of European Democracy and Citizenship. This network illustrates how authors 

with similar research interests are grouped into clusters, thereby forming distinct areas of research. 

As shown in Figure 4, five main clusters were identified. The leading authors mentioned above serve 

as the key connectors within their respective clusters. The proximity of the clusters indicates the 

degree of similarity or relatedness between research areas, whereas a greater distance reflects 

weaker connections or divergence between them. 
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Figure 5: Cluster of Authors with Publication in European Democracy and Citizenship 

Another part of the result is the network of countries having publications in the field of European 

Democracy and Citizenship. For the visualisation of countries, we focused on those with at least three 

publications. Overall, six clusters of countries were identified, as illustrated in Figure 4. Each cluster 

represents groups of countries that collaborate and share similar research interests, though with 

varying frequencies. 

In the yellow cluster, Germany emerges as the main connector, particularly linked with Poland, Chile, 

Türkiye, and Russia. In the green cluster, Spain acts as the central hub, connecting with Sweden, the 

USA, and the Czech Republic. In the blue cluster, the Netherlands serves as the main connector, 

linked with Italy, Ireland, and Finland. In the red cluster, Portugal plays the leading role, establishing 

connections with France, Austria, Bulgaria, Romania, and Serbia. The turquoise cluster is led by 

England, which occupies a central position among all clusters, indicating its centrality in the overall 

network. However, in terms of publication volume, Spain appears relatively stronger, as reflected in 

the larger size of its circle. Finally, in the purple cluster, Belgium serves as the main connector, linked 

with Norway, Denmark, and Switzerland. This map only shows the number of publications and co-

authors by the countries, in that sense, any overgeneralization about concept of citizenship is not 

possible with this data.  
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Figure 6: Map of Countries Having Connections 

Finally, we examined the thematic research clusters on European Democracy and Citizenship (EDC) 

through a co-occurrence analysis of keywords, also known as co-word analysis. This method identifies 

conceptual patterns in a body of literature by analysing the frequency and co-occurrence of keywords 

across titles, abstracts, and author keywords (Hallinger et al., 2020). Our analysis covered the EDC 

literature published between 1992 and 2022, encompassing a total of 1,209 documents. From these, 

4,000+ keywords were identified; however, not all appeared frequently enough to indicate meaningful 

patterns. To address this, a minimum threshold of 10 keyword co-occurrences was applied, ensuring 

that only the most consistently used terms were included in the mapping process (Hallinger et al., 

2020). The resulting co-occurrence map, presented in Figure 6, highlights five thematic clusters, each 

representing a distinct research strand within the EDC literature 

Cluster 1: Civic and Political Engagement  

In this red cluster, the prominent terms that emerge include young people, active citizenship, civic 

knowledge, political engagement, political participation, the European Union, migration, textbooks, 

and secondary education. This cluster highlights the central role of young people in research on 

European democracy and citizenship, reflecting their position not only as future citizens but also as 

active participants in present democratic cultures. The inclusion of terms such as textbooks and 

secondary education underscores the institutional significance of schools as key sites where 

democratic knowledge and values are transmitted, particularly through formal curricula. The strong 

connection between civic knowledge and active citizenship further illustrates that scholarship in this 

area goes beyond the transmission of knowledge to investigate how such knowledge is transformed 
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into democratic practices and political participation. Also, the ICCS (International Civic and Citizenship 

Education Study) appears as a body of literature in this part of the research. 

At the same time, the presence of keywords such as the European Union and migration indicates that 

citizenship and democracy are not confined to national boundaries but are increasingly framed within 

transnational and pluralistic contexts. This points to an important strand of research that examines 

how European integration and migration dynamics reshape notions of belonging, inclusion, and 

participation. Taken together, the cluster reveals a literature that situates young people as both 

carriers and shapers of democratic culture, emphasising the interplay between education, knowledge 

acquisition, and the lived practices of political engagement in a changing European context. 

Cluster 2: Promoting Critical Thinking and Global Citizenship  

In this green cluster, the ethical and normative aspects of education for democratic citizenship are 

emphasised. Keywords such as are; critical thinking, diversity, human rights, sustainable development, 

SDGs, international civic and citizenship, and curriculum highlight the focus on fostering critical, 

globally aware, and rights-respecting learners. This cluster connects civic education with intercultural 

dialogue and universal values, underlining its relevance to educational policy and human rights 

discourse. From this cluster, it can be inferred that fostering EU citizenship and democratic 

competencies involves not only understanding legal and institutional frameworks but also cultivating 

ethical awareness, critical thinking, and respect for diversity. This highlights the role of education in 

preparing learners to engage as responsible and rights-conscious citizens within both European and 

global contexts. 

Cluster 3: Political Socialisation and Experiential Practices in Fostering Democratic and 

European Citizenship 

This turquoise cluster highlights how civic knowledge, attitudes, and democratic orientations are 

shaped through both formal and informal processes of political socialisation, including family, peers, 

media, and participatory initiatives such as citizen science projects. It underscores the role of 

experiential and collective practices—ranging from open classroom climates to deliberative 

democratic activities—in fostering long-term civic engagement and political education. From this 

perspective, EU citizenship and democracy can be strengthened by integrating participatory and 

experiential approaches that cultivate citizens’ democratic orientations and active involvement across 

both national and European contexts. 

Cluster 4: Fostering Civic and Global Citizenship Competences in European Education 

This yellow cluster focuses on the conceptualisation and development of citizenship and civic 

competences. It emphasises how democratic values and key competences are fostered across 

different educational settings, including social studies, vocational education, and history education. 

The presence of global citizenship highlights the link between national civic learning and broader 

international perspectives, underscoring the relevance of equipping learners with competencies that 

extend beyond the nation-state. From this cluster, it can be inferred that strengthening EU citizenship 

requires promoting civic and citizenship competences as core educational outcomes across diverse 

subjects and learning environments. By integrating global and European dimensions into civic 
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education, the EU can cultivate citizens who are both democratically competent and internationally 

oriented. 

Cluster 5: Digital Skills and Active European Citizenship 

This purple cluster highlights the increasing significance of the digital dimension in democracy and 

citizenship education (EDC). The presence of keywords such as digital citizenship, digital citizenship 

education, digital skills, digital literacy, pedagogy, and citizen participation indicates a growing 

scholarly focus on how digital platforms, social media, and online tools shape civic engagement, 

democratic participation, and critical information processing. The cluster reflects a shift in EDC 

research toward addressing contemporary challenges, including misinformation, online activism, and 

safe, responsible participation in digital environments. From this cluster, it can be inferred that digital 

citizenship plays a crucial role in fostering EU citizenship. Developing digital skills and literacy enables 

European citizens to engage responsibly in democratic processes, access information critically, and 

participate actively in civic life within both national and European contexts. 

Cluster 6: Schools as Spaces for Democratic and Ecological Engagement 

This blue cluster highlights the central role of youth and schools in fostering democratic engagement 

and civic identity. It emphasises how education provides spaces for participation, voice, and agency, 

enabling young people to develop democratic competences during adolescence. The presence of 

environmental citizenship further reflects the growing importance of linking civic learning with 

sustainability, illustrating how schools can integrate democratic and ecological responsibilities into 

young people’s educational experiences.  

From this cluster, it can be inferred that strengthening EU citizenship requires investing in youth 

participation and school-based education that promotes both democratic competences and 

environmental citizenship. By linking civic identity formation with sustainability, the EU countries can 

cultivate a generation of citizens who are engaged, responsible, and oriented toward addressing 

common European and global challenges. 
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Figure 7: Co-occurrence map of most frequently used keywords in the literature. 

Temporal Analysis of Keyword Clusters 

Beyond mapping the conceptual structure of the EDC literature, our analysis also investigates the 

“temporal visualisation” of keyword clusters (Figure 7). Temporal analysis is a science mapping 

technique that identifies the “research forefront” of a field by highlighting the most recent themes 

emerging from ongoing scholarly contributions (Klavans & Boyack, 2017). Detecting this forefront 

provides valuable insights into the most up-to-date directions and evolving priorities within the 

research domain. The temporal analysis of EDC research reveals that current academic discourse is 

increasingly concentrated on four interrelated themes: (1) Critical thinking, which continues to be 

emphasized as a core competence necessary for democratic participation and civic engagement; (2) 

Digital citizenship education, reflecting the growing importance of equipping individuals with the skills 

and values needed to navigate and participate responsibly in digital environments; (3) Sustainable 

Development Goals (SDGs), which situate democracy and citizenship education within the broader 

global agenda of social justice, equity, and sustainable futures; and (4) Integration, a theme particularly 

tied to migration, diversity, and the challenges of fostering inclusive democratic societies. In short, the 

temporal visualisation underscores that while traditional themes such as civic competence and 

political participation remain central, the emerging frontier of EDC research is marked by issues of 

digitalisation, sustainability, and integration—indicating a shift towards addressing the challenges of 

contemporary societies. 
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Figure 8: Temporal overlay for the keyword co-occurrence map. 

 

3.2  Systematic synthesis: definitions and 

underlying concepts of European Citizenship 

and Democracy 

3.2.1 Analytical Findings of the Systematic Literature Review 

Drawing on the systematically reviewed corpus of 93 documents, this section synthesises how 

European citizenship and democracy are defined, operationalised, and empirically examined in 

literature. 
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4 Analytical findings: policy and 

curriculum frameworks (Task 3.2) 
 

Tasks 3.1 and 3.2 address a common thematic focus (democratic citizenship in Europe) from 

complementary analytical perspectives. While Task 3.1 provided a systematic review of the academic 

literature, identifying dominant conceptualisations, emerging debates and research gaps, Task 3.2 

examines how these conceptualisations are reflected in national legal and policy frameworks 

governing education. 

By shifting the focus to the institutional level, Task 3.2 analyses how democratic citizenship, 

participation, inclusion and the European dimension are articulated within current education 

legislation and curricular frameworks in ten European countries. This regulatory perspective makes it 

possible to identify not only the formal recognition of key principles but also the structural orientations 

and policy configurations that shape civic learning opportunities for young people. 

Taken together, Tasks 3.1 and 3.2 provide a coherent evidence base for WP3. The literature review 

offers a conceptual map of European citizenship debates, while the comparative policy analysis 

clarifies how these debates are translated into institutional frameworks. This combined approach 

strengthens the analytical foundation of the YOUROPE project and informs subsequent reflections on 

democratic participation and inclusive citizenship in diverse European contexts. 

4.1  Country-level analyses 
This section provides a structured overview of the ten countries analysed, based on the national 

templates developed for Task 3.2. The table below summarises the formal positioning of citizenship 

education within each country’s legal and curricular framework. 

The overview focuses on four key dimensions: (1) the broader political and constitutional context; (2) 

the legal status and curricular configuration of citizenship education; (3) the treatment of the European 

dimension; and (4) the predominant model of citizenship promoted. 

 

Table 1 

Country 
Political and legal 

framework/minorities 

Legal framework and 

curricular status of 

citizenship education 

European dimension 

of citizenship 

education 

Citizenship 

model 

promoted 

The 

Netherlands 

Constitutional 

parliamentary monarchy; 

Turkish, Moroccan, 

Surinamese, Antillean, 

Moluccan minorities; 

refugees; Roma; 

travelling communities 

Constitution; compulsory 

citizenship education since 

2006; strengthened statutory 

framework (2021); education 

acts in force (2025); 

enhanced monitoring 

European dimension 

addressed implicitly (EU 

values and institutions) 

Multi-level; 

participation, 

critical thinking, 

social justice 

and diversity; 

educational 

freedom 
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Country 
Political and legal 

framework/minorities 

Legal framework and 

curricular status of 

citizenship education 

European dimension 

of citizenship 

education 

Citizenship 

model 

promoted 

Turkey 

Presidential republic; 

minorities (Kurdish, Arab, 

Circassian, Armenian, 

Greek, Assyrian, Jewish) 

Constitution; National 

Education Basic Law No. 

1739; Article 11 (democracy 

education); ‘Türkiye Yüzyılı 

Maarif Modeli‘ 2024–25 

No explicit European 

dimension; participation 

in Erasmus+ 

Emphasis on 

national 

consciousness 

and moral 

values; digital 

citizenship; 

migration and 

climate 

challenges 

Poland 

Unitary parliamentary 

republic; German, 

Belarusian, Ukrainian, 

Silesian and Kashubian 

minorities 

Constitution 1997; Education 

Law 2016; ministerial 

regulations 2025 (378, 382, 

1035); compulsory civic 

education in secondary 

education 

Explicit and implicit 

European dimension 

(EU institutions, 

processes and shared 

values) 

Multi-level 

(local–national–

European); 

participation, 

critical thinking 

and media 

literacy 

United 

Kingdom 

Constitutional 

parliamentary monarchy; 

Citizens with African 

and/or African-Caribbean 

ancestry, Indian Britons 

Devolved education systems 

(England, Scotland, Wales 

and Northern Ireland); in 

England, citizenship 

education compulsory at 

secondary level (Education 

Act 2011; KS3–4); 

differentiated models across 

territories 

European dimension 

present mainly through 

shared values; reduced 

European cooperation 

post-Brexit 

Multi-level 

(local–national–

global); Agenda 

2030 and 

international 

cooperation 

Norway 

Constitutional 

parliamentary monarchy; 

Kven, Jewish, Forest 

Finn, Roma and 

Romani/Tater minorities; 

Indigenous Sámi people 

Constitution and Education 

Act; citizenship education 

not a standalone subject; 

compulsory cross-curricular 

theme ‘Democracy and 

Citizenship‘ (LK20) 

No explicit EU 

dimension (non-EU 

country); European 

values embedded; 

strong global citizenship 

focus (SDGs) 

Multi-level 

(local–national–

global); 

democratic 

participation, 

human rights 

and social 

responsibility 

Spain 

Parliamentary monarchy; 

decentralised territorial 

organisation; minorities 

(particularly Roma 

communities) 

Constitution 1978; LOMLOE 

2020; Royal Decrees 2022; 

VET reform 2022; higher 

education reform 2023; 

specific compulsory subject 

European values 

embedded across 

curricula (no formal 

definition of European 

citizenship) 

Multi-level 

(local–national–

global); human 

rights, equality, 

democratic 

coexistence, 

sustainability 

and critical 

thinking 

Ukraine 

Parliamentary–

presidential republic; 

Russian, Belarusian, 

Crimean Tatar, 

Hungarian, Romanian 

and Romani minorities 

Constitution 1996; Education 

Law 2017; Concept of Civic 

Education and Education for 

Democracy (2018); 

standards 2018/2020 

Strong pro-European 

orientation embedded 

(European values and 

human rights 

instruments); Erasmus+, 

eTwinning 

Multi-level 

(national–

European–

global); 

democracy, rule 

of law and 

active 

participation 

Germany 
Federal parliamentary 

republic (16 Länder); 

Basic Law 1949; Länder-

level regulation; KMK 

European dimension 

dependent on Länder 

Multi-level 

(local–national–
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Country 
Political and legal 

framework/minorities 

Legal framework and 

curricular status of 

citizenship education 

European dimension 

of citizenship 

education 

Citizenship 

model 

promoted 

Danish, Sorbian and 

Frisian minorities; Sinti 

and Roma 

coordination; Beutelsbacher 

Konsens; BBiG; HRG; 

citizenship education mainly 

cross-curricular 

curricula (EU institutions 

and policies; Erasmus+, 

eTwinning, European 

networks) 

European–

global); 

democratic 

responsibility 

and respect for 

diversity 

Finland 

Sovereign republic; 

Sami, Roma, Swedish 

speakers; migrant 

communities (Somali, 

Russian, Iraqi) 

Constitution 1999; education 

legislation; citizenship 

education integrated 

transversally; national core 

curricula; 2025 upper-

secondary curriculum 

Explicit but optional 

European dimension 

(EU governance and 

decision-making); 

Erasmus+, eTwinning, 

UNESCO; global 

citizenship (Agenda 

2030) 

Multi-level; 

active 

participation, 

critical thinking, 

social justice, 

non-violence, 

respect for 

diversity 

Czech 

Republic 

Parliamentary 

democracy; minorities 

(Moravians, Slovaks, 

Roma, Ukrainians, 

Germans, Poles) 

Constitution + Charter 1993; 

Education Act 561/2004; 

RVP ZV; Strategy 2030+; 

Plan 2023–27; citizenship 

education integrated across 

subjects 

European dimension 

addressed transversally 

(EU integration and 

institutions) 

Multi-level 

(local–national–

European–

global); 

participation 

and diversity 

 

Source: prepared by the authors 

The purpose of this comparative table is not to assess implementation, effectiveness or educational 

outcomes. Rather, it serves as a reference framework for identifying structural similarities and 

differences across national systems. By mapping how citizenship education is institutionally 

embedded, the table provides the contextual foundation for the comparative and thematic analyses 

developed in the following sections. 

The country summaries should therefore be read as descriptive reference points. A more in-depth 

examination of convergences, divergences and recurring patterns is presented in Section 5.2, while 

the complete national templates are included in the annexes. 

4.2  Comparative overview 

4.2.1 Keyword mapping across countries 

As described in the Methodology section, the national templates included a binary coding exercise 

identifying the presence (1) or absence (0) of a set of predefined concepts grouped into three thematic 

clusters: democracy and citizen participation; human rights and European values; and youth 

participation and equity in education. 

The systematisation of this coding enabled the production of a consolidated overview of how 

frequently these concepts appear across the ten countries analysed. The resulting mapping provides 

a comparative snapshot of the normative visibility of key elements associated with democratic 

citizenship in national regulatory frameworks. 
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Error! Reference source not found. below visualises the aggregated distribution of coded concepts 

across the three thematic clusters. 

 

Figure 9: Distribution of coded citizenship-related concepts across ten countries (Task 3.2) 

Source: prepared by the authors 
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Several patterns emerge from this aggregated view. 

First, there is a high density of references to general democratic principles, civic behaviour, human 

rights, diversity, inclusion and critical thinking. Concepts related to democratic training and 

participation are widely present across countries, suggesting a strong normative convergence around 

foundational democratic values. 

Second, references connected more specifically to the European dimension, such as European 

political decision-making, EU institutions, European public policies, or a sense of belonging to Europe, 

appear less consistently and are more unevenly distributed. Similarly, concepts associated with more 

politically assertive or transformative forms of citizenship, such as political activism or structured 

political communication skills, are less systematically embedded in regulatory texts. 

This quantitative mapping should not be interpreted as a measure of implementation, priority or depth. 

The presence of a concept in legislation does not guarantee its pedagogical centrality, and its absence 

does not necessarily imply complete exclusion in practice. Rather, the mapping functions as an 

analytical entry point, highlighting which dimensions of citizenship are more explicitly codified within 

institutional discourse. 

The following section builds on this overview by examining how these patterns are reflected in broader 

conceptual framings, policy orientations and structural configurations across countries. 

4.2.2  Comparative analysis of similarities and differences in 

Citizenship Education 

Building on the keyword mapping presented in Section 5.2.1, this section provides a qualitative 

comparative analysis of how citizenship education is conceptualised and structured across the ten 

countries examined. 

Rather than offering a descriptive account of national systems, the analysis focuses on recurrent 

patterns, structural differences and interpretative variations in the way democratic citizenship, 

participation and the European dimension are framed within policy and curricular frameworks. 

The analysis is organised around eight interrelated dimensions that emerged from the coding exercise 

and qualitative review: (1) conceptualisation of European citizenship; (2) conceptualisation of 

democracy; (3) normative values and principles; (4) the role attributed to education and schools; (5) 

youth participation; (6) inclusion and underrepresented groups; (7) pedagogical approaches and 

curriculum implementation; and (8) policy instruments and implementation ecosystems. 

For each dimension, the section identifies areas of convergence and divergence, highlighting both 

shared orientations and contextual variations. The purpose is not to rank or evaluate national 

performance, but to clarify how different institutional configurations shape the normative and 

operational landscape of citizenship education in Europe. 
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I. Conceptualisation of European Citizenship 

Across the countries analysed, European citizenship is predominantly conceptualised through a 

normative and competence-based framework, combining references to rights, duties and shared 

values. In most national policy documents and curricula, European citizenship is not framed as a 

contested or problematic concept, but rather as a complementary extension of national citizenship, 

aligned with democratic principles, human rights and social cohesion. This framing tends to present 

European and national citizenship as mutually reinforcing rather than as competing or tension-laden 

reference points. 1 

A shared characteristic is the emphasis on citizenship as a set of competences and dispositions rather 

than primarily as a legal status or formal political membership. European citizenship is commonly 

associated with knowledge of rights and institutions, respect for shared values, civic responsibility and 

active participation, often embedded within broader frameworks of democratic or global citizenship. 

This approach is clearly visible in countries such as Spain and Poland, where European citizenship is 

articulated through curricular objectives linked to democratic values, participation and rights, rather 

than through an explicit focus on legal status or identity formation. 2 

At the same time, important differences emerge in the explicitness and depth of European references. 

Countries such as Germany, the Netherlands, the Czech Republic and Spain clearly incorporate 

references to the European Union, its institutions, decision-making processes and public policies. In 

these cases, European citizenship is presented as a natural extension of national citizenship, 

embedded within civic, social and democratic education. This is also relevant in Poland and Ukraine, 

where European citizenship is connected to broader narratives of European integration. 3 Other 

countries, such as Finland and Norway, make references to European citizenship more implicit, 

embedding them within transversal competence frameworks or broader discussions of democracy, 

human rights and global citizenship. By contrast, in the United Kingdom and Turkey, European 

citizenship is not defined as an educational objective. In the UK, post-Brexit values remain aligned 

with European ones but are framed within a national and global perspective, while in Turkey the 

European dimension is subordinated to a nationally grounded citizenship model, with a largely 

instrumental relationship with the EU (e.g. Erasmus+ programmes). 4 

 

1 Finland: Finnish National Agency for Education, National Core Curriculum for Basic Education (2014, revised 
2016); Norway: Norwegian Directorate for Education and Training, Core Curriculum – Values and Principles for 
Primary and Secondary Education (2020); Spain: Organic Law 3/2020 (LOMLOE), amending Organic Law 2/2006 on 
Education; United Kingdom: National Curriculum in England: Citizenship Programmes of Study (Key Stages 3–4). 
2 Spain: Organic Law 3/2020 (LOMLOE); Royal Decree 217/2022 establishing the organisation and minimum 
teaching requirements for Compulsory Secondary Education; Poland: Act of 14 December 2016 – Law on School 
Education; Core Curriculum for General Education (2017, as amended). 
3  Poland: Core Curriculum for General Education (2017); Ukraine: Law of Ukraine ’On Education’ (2017); Concept 
of Civic Education and Education for Democracy (Cabinet of Ministers, 2018). 
4 Finland: Finnish National Agency for Education, National Core Curriculum for Basic Education (2014/2016); 
Norway: Norwegian Directorate for Education and Training, Core Curriculum – Values and Principles for Primary 
and Secondary Education (2020); United Kingdom: Education Act 2011; National Curriculum in England: 
Citizenship Programmes of Study. 
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Differences also appear in the understanding of citizenship as identity and belonging. While most 

countries avoid strong identity-based narratives of European citizenship, some policy documents 

implicitly frame Europe as a community of shared values and historical experiences, thereby 

suggesting a form of civic belonging beyond the nation-state. In other contexts, European citizenship 

remains primarily functional and instrumental, linked to participation, mobility or rights, with limited 

attention to affective or identity-related dimensions. These variations reflect differing national 

sensitivities regarding identity, sovereignty and the role of supranational frameworks in education. 5 

Overall, European citizenship does not represent a uniform concept; rather, from an analytical 

perspective, it can range from an explicitly institutionalised European citizenship to multi-level 

citizenship models, globally oriented citizenship aligned with European values, and nationally framed 

citizenship with limited external references. EU membership alone does not automatically determine 

the degree of alignment with European citizenship values; instead, the main differences lie in the level 

of explicit articulation and political framing adopted within national education policies, rather than in 

the underlying democratic principles promoted. 

II. Conceptualisation of democracy 

Across the countries analysed, democracy is most commonly conceptualised in citizenship education 

through a normative and institutional framing, strongly associated with representative structures, the 

rule of law, social cohesion and good governance. National policy documents and curricula tend to 

present democracy as a stable constitutional order, emphasising respect for institutions, legality and 

civic responsibility, rather than as an inherently contested, participatory or conflictual social practice. 
6 

A shared pattern is the prioritisation of representative democracy and formal political processes, such 

as elections, public institutions and legal frameworks. Democratic participation is frequently framed in 

terms of understanding institutional roles, rights and duties, and the functioning of democratic 

systems. This approach is clearly visible in countries such as Spain, Poland and Turkey, where 

curricular frameworks link democracy education primarily to constitutional principles, institutional 

stability and responsible civic behaviour. 7 While these elements provide an essential foundation, they 

often leave limited space for engaging with democracy as an ongoing process shaped by debate, 

dissent and power relations. 

At the same time, notable differences emerge in the extent to which participatory and deliberative 

dimensions of democracy are emphasised. In countries such as Finland, Norway, the Netherlands and 

 

5 Netherlands: Ministry of Education, Culture and Science, Citizenship Education Act (2021); Finland: Finnish 
National Agency for Education, National Core Curriculum for Basic Education (2014/2016); Poland: Core 
Curriculum for General Education (2017). 
6 Spain: Organic Law 3/2020 (LOMLOE); Royal Decree 217/2022 (Compulsory Secondary Education Curriculum); 
Poland: Act of 14 December 2016 – Law on School Education; Core Curriculum for General Education (2017); 
United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
7 Spain: Royal Decree 217/2022; Royal Decree 243/2022 (Upper Secondary Education Curriculum); Poland: Core 
Curriculum for General Education (2017); Turkey: National Education Basic Law No. 1739, Art. 11 (Democracy 
education). 
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some parts of Germany, democracy is more explicitly linked to active participation, dialogue and 

democratic school culture, with policy documents highlighting students’ involvement in decision-

making processes and everyday democratic practices within educational settings. 8 By contrast, in 

several other countries analysed, democracy education remains more strongly knowledge-oriented, 

focusing primarily on institutional literacy, including knowledge of public institutions, legal frameworks, 

the separation of powers and electoral processes. 

Another area of divergence concerns the treatment of pluralism, conflict and dissent. Across most 

countries, democratic disagreement is addressed cautiously, and policy narratives tend to stress 

consensus, tolerance and social cohesion. Open conflict, political disagreement and structural 

inequalities are rarely foregrounded as constitutive elements of democratic life. However, some 

systems, particularly those with strong traditions of deliberative pedagogy, provide more explicit space 

for debate, critical discussion and the examination of controversial issues, framing disagreement as a 

legitimate and educationally valuable component of democratic engagement. 9 On the other side, in 

countries such as Turkey disagreement is recognized, but must not challenge foundational 

constitutional principles or national ideology. Disagreement is also encouraged in the United Kingdom 

through debate and participation, but it is framed within the statutory framework of ‘British values‘ as 

defined in the 2014 Department for Education guidance, as well as expectations of political neutrality 

in schools. 

Differences are also evident in the integration of media literacy, digital citizenship and democratic 

resilience within democracy education. While all countries acknowledge the importance of critical 

thinking, only some explicitly connect democracy education to challenges such as misinformation, 

digital participation and the impact of media on democratic processes. This linkage is more visible in 

countries such as Finland and Norway, where media literacy and critical digital competence are 

embedded within broader democratic education frameworks, than in systems where democracy 

education remains more narrowly institutional in scope. 10 

Despite these variations, a common characteristic across countries is the largely depoliticised 

presentation of democracy within citizenship education. Democracy is generally portrayed as a set of 

shared values and stable arrangements rather than as a dynamic field shaped by competing interests, 

power asymmetries and social struggles. As a result, opportunities to engage learners with democracy 

as a lived, contested and evolving practice remain uneven and, in many cases, limited. 

 

Overall, the comparative analysis shows that while countries differ in the depth and breadth with which 

 

8 Finland: Finnish National Agency for Education, National Core Curriculum for Basic Education (2014/2016); 
Norway: Norwegian Directorate for Education and Training, Core Curriculum – Values and Principles for Primary 
and Secondary Education (2020). 
9 Finland: National Core Curriculum for Basic Education (2014/2016); Norway: Core Curriculum – Values and 
Principles for Primary and Secondary Education (2020); United Kingdom: National Curriculum in England: 
Citizenship Programmes of Study (critical discussion and debate). 
10 Finland: Finnish National Agency for Education, National Core Curriculum for Basic Education (2014/2016) 
(media literacy and multiliteracy); Norway: Norwegian Directorate for Education and Training, Core Curriculum – 
Values and Principles for Primary and Secondary Education (2020). 
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participatory, deliberative and critical dimensions are integrated, democracy in citizenship education 

is predominantly framed as an institutional and normative model. This shared orientation supports 

social cohesion and institutional trust but may constrain learners’ opportunities to develop a more 

critical, engagement based and practice-oriented understanding of democratic life. 

III.  Normative values and principles promoted 

Across the countries analysed, citizenship education promotes a largely convergent bunch of 

normative values and principles, centred on human rights, equality, tolerance, respect for diversity 

and democratic coexistence. These values are consistently presented as foundational to democratic 

citizenship and social cohesion, and they feature prominently in education laws, curriculum 

frameworks and policy strategies. 11 This convergence reflects a shared normative horizon aligned 

with European and international human rights frameworks. 

A key similarity lies in the predominantly declarative formulation of values. In most countries, values 

such as equality, non-discrimination, respect, dignity and solidarity are articulated as guiding 

principles or educational aims, rather than as operationalised learning outcomes linked to concrete 

practices or institutional arrangements. Citizenship education frameworks tend to affirm what learners 

should value, while offering more limited guidance on how these values are to be enacted, negotiated 

or contested in real-life contexts. This pattern is visible across diverse systems, including Spain, 

Poland and the United Kingdom. 12 

At the same time, important differences emerge in the prioritisation and framing of specific values. 

Some countries place stronger emphasis on social justice, equity and redistribution, linking citizenship 

education to broader concerns about inclusion and social cohesion. This orientation is particularly 

visible in Nordic countries such as Finland and Norway, where values related to equality, solidarity 

and wellbeing are closely connected to democratic participation and collective responsibility. 13 In 

contrast, Germany, Spain and the Czech Republic articulate normative values more explicitly through 

constitutional principles, stressing the rule of law, pluralism, responsibility, and limits to 

anti-democratic positions. 

Differences are also evident in the treatment of sustainability, interculturality and global responsibility. 

While sustainability and environmental responsibility are increasingly referenced across all countries, 

their integration into citizenship education varies significantly. In some contexts, these values are 

embedded within comprehensive frameworks linking democracy, citizenship and sustainable 

 

11 Spain: Organic Law 3/2020 (LOMLOE), Art. 1 (principles and values); Finland: Finnish National Agency for 
Education, National Core Curriculum for Basic Education (2014/2016); Norway: Norwegian Directorate for 
Education and Training, Core Curriculum – Values and Principles for Primary and Secondary Education (2020); 
United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
12 Spain: Royal Decree 217/2022 (values and civic competences); Poland: Core Curriculum for General Education 
(2017); United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
13 Finland: National Core Curriculum for Basic Education (2014/2016) (equity, equality and social justice); Norway: 
Core Curriculum – Values and Principles for Primary and Secondary Education (2020). 
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development, whereas in others they appear as add-on themes or cross-cutting priorities with limited 

curricular depth. 14 

Another area of divergence concerns the balance between prescriptive and value-neutral 

approaches. In several countries, citizenship education adopts an explicitly normative stance, clearly 

articulating the values to be promoted and the behaviours expected of democratic citizens. In other 

contexts, policy documents emphasise openness, critical reflection and pluralism, seeking to avoid 

the perception of ideological prescription. These differences reflect varying national sensitivities 

regarding value education, neutrality and the role of the state in shaping citizens’ moral and political 

orientations.15 

Despite these variations, a common limitation across countries is the weak operationalisation of 

normative values within policy frameworks. Values are frequently presented as universal and 

consensual, with limited engagement with the tensions, trade-offs and conflicts that may arise between 

them in practice. Issues such as competing rights, social inequalities or value-based disagreement 

are rarely addressed explicitly, resulting in a normative discourse that privileges consensus over 

critical engagement. 

Overall, the comparative analysis shows that while countries share a broadly similar normative 

vocabulary in citizenship education, they differ in how values are prioritised, contextualised and 

translated into educational practice. The widespread reliance on declarative value frameworks 

underscores a shared commitment to democratic principles but also points to a need for stronger 

articulation between values, pedagogy and lived civic experience. 

IV. Role attributed to education and schools 

Across the countries analysed, education and schools in particular are consistently framed as key 

institutions for civic socialisation and competence acquisition. Citizenship education policies 

commonly assign schools the role of transmitting democratic values, fostering social cohesion and 

equipping learners with the knowledge, skills and attitudes required for responsible citizenship. In this 

dominant framing, schools are primarily conceived as preparatory spaces for citizenship, rather than 

as institutional arenas in which democratic agency is actively exercised.16 

A strong similarity lies in the emphasis on schools as sites where learners acquire civic knowledge, 

ethical orientations and behavioural dispositions aligned with democratic norms. Policy documents 

across countries underline the responsibility of schools to promote respect for human rights, equality, 

tolerance and civic responsibility, often linking these aims to the broader mission of education in 

sustaining democratic societies. This perspective is evident in countries such as Spain, Poland and 

 

14 Spain: Organic Law 3/2020 (LOMLOE) (sustainable development and global citizenship); Finland: National Core 
Curriculum for Basic Education (2014/2016); United Kingdom: Curriculum for Wales (2022) (sustainability and 
ethical citizenship). 
15 Poland: Core Curriculum for General Education (2017); United Kingdom: National Curriculum in England: 
Citizenship Programmes of Study (balance between values and critical reflection). 
16 Spain: Organic Law 3/2020 (LOMLOE), Preamble and Art. 1; Poland: Act of 14 December 2016 – Law on School 
Education; United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
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Turkey, where education laws explicitly connect schooling to the formation of responsible, law-abiding 

and socially cohesive citizens.17 

At the same time, significant differences emerge in how far schools are recognised as democratic 

institutions in their own right. In some countries, particularly Finland and Norway, policy frameworks 

more explicitly conceptualise schools as communities of practice where democracy is lived on a daily 

basis. In these contexts, democratic participation, dialogue and shared responsibility are presented 

not only as learning outcomes, but also as organisational principles shaping school culture, 

governance and interpersonal relations.18 

In contrast, in other systems the role of schools remains more institutionally constrained and 

pedagogically oriented, with limited attention to participatory governance or shared decision-making 

within schools. While student councils or representative bodies may exist, they are often framed as 

educational tools rather than as mechanisms with substantive influence over school life. This approach 

is visible, for example, in Spain, Poland and the Czech Republic, where citizenship education is 

primarily associated with curriculum delivery rather than with institutional democracy.19 

Another area of divergence concerns the degree of neutrality attributed to schools. In some systems, 

explicit references to political neutrality and balanced presentation of viewpoints are embedded in 

legal or curricular guidance. This is particularly visible in Germany, through the Beutelsbacher 

Konsens and related Land-level regulations, and in the United Kingdom,20 where statutory guidance 

emphasises political impartiality alongside the promotion of ‘British values‘. In these contexts, schools 

are framed as spaces that must avoid partisan positioning while fostering informed civic 

understanding. 

In other countries, such as Finland and Norway, policy frameworks place stronger emphasis on the 

proactive promotion of democratic values, participation and inclusive school cultures, acknowledging 

that education operates within normative contexts and therefore carries an explicit responsibility to 

sustain democratic principles. 

These differences reflect broader national traditions and debates concerning the role of education in 

shaping political and moral orientations, rather than fundamentally divergent commitments to 

democracy itself. 

 

Despite these variations, a common limitation across countries is the restricted conceptualisation of 

 

17 Spain: Royal Decree 217/2022 (civic and ethical values); Poland: Core Curriculum for General Education (2017); 
Turkey: National Education Basic Law No. 1739 (general aims of education). 
18 Finland: Finnish National Agency for Education, National Core Curriculum for Basic Education (2014/2016) 
(democratic school culture); Norway: Norwegian Directorate for Education and Training, Core Curriculum – Values 
and Principles for Primary and Secondary Education (2020). 
19 United Kingdom: National Curriculum in England: Citizenship Programmes of Study; Spain: Royal Decree 
217/2022 (student participation as educational objective). 
20 Poland: Core Curriculum for General Education (2017); United Kingdom: Education Act 2011; policy guidance on 
political impartiality in schools. 
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schools as spaces for democratic agency. Even where participatory elements are formally 

recognised, policy documents rarely articulate how schools might function as environments for 

meaningful collective decision-making, negotiation of interests or democratic conflict resolution. As 

a result, citizenship education often remains oriented towards future civic engagement, rather than 

enabling learners to experience democracy as a present and institutionalised practice within their 

educational communities. 

Overall, the key difference lies in whether schools are primarily understood as arenas for lived 

democratic practice or as institutions for transmitting and protecting established democratic norms 

and identities. 

V. Youth participation 

Across the countries analysed, youth participation in citizenship education is predominantly framed 

as a formal, school-based and representative process, closely linked to preparation for future 

citizenship rather than to the recognition of young people as present political actors. Policy documents 

and curricula commonly emphasise participation through institutionalised mechanisms such as 

student councils, class representatives or consultative bodies, positioning these structures as learning 

tools for democratic engagement. 21 

A key similarity lies in the instrumental and educational framing of participation. Youth participation is 

widely presented as a means to develop civic competences, such as responsibility, dialogue and 

respect for rules, rather than as an avenue for substantive influence over decision-making processes. 

Across countries, participation is often described in terms of learning about democracy or practising 

democratic procedures in controlled settings, with limited attention to outcomes, power relations or 

the scope of influence afforded to students. This pattern is visible in countries such as Spain, Poland 

and the United Kingdom. 22 

At the same time, important differences emerge in the extent to which youth participation is 

recognised as meaningful and supported. In some countries, particularly Finland and Norway, policy 

frameworks place stronger emphasis on students’ active involvement in school life, encouraging 

dialogue, shared responsibility and participatory school cultures. In these contexts, participation is 

more closely linked to everyday educational practices and school governance, even if formal decision-

making power remains limited. 23 

In contrast, in other systems youth participation remains more symbolic and procedural, with 

participatory structures operating primarily as consultative or representative bodies without clearly 

defined mandates, resources or protected time (i.e. Spain, the Czech Republic and Poland). Policy 

 

21 Spain: Organic Law 3/2020 (LOMLOE), Art. 38 (student participation); Poland: Act of 14 December 2016 – Law on 
School Education; United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
22 Spain: Royal Decree 217/2022 (participation as educational objective); Poland: Core Curriculum for General 
Education (2017); United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
23 Finland: Finnish National Agency for Education, National Core Curriculum for Basic Education (2014/2016) 
(student participation and agency); Norway: Norwegian Directorate for Education and Training, Core Curriculum – 
Values and Principles for Primary and Secondary Education (2020). 
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documents in these contexts rarely specify how student input should influence decisions, or how 

participation should be supported and sustained over time. As a result, participation risks being 

uneven, dependent on local initiative and institutional goodwill rather than on stable policy 

commitments. 24 

Differences are also evident in the connection between school-based participation and wider 

community or civic contexts. While some countries encourage links between youth participation in 

schools and engagement at local or municipal level, through projects, volunteering or community 

initiatives, others maintain a clearer separation between educational participation and public civic life. 

The latter approach reinforces a view of youth participation as preparatory and contained within the 

educational sphere. 25 

Despite these variations, a common limitation across countries is the absence of a robust policy 

framework defining the scope, influence and support structures of youth participation. References to 

participation are often general and aspirational, with limited guidance on resources, adult facilitation, 

training or evaluation. Consequently, youth participation remains unevenly implemented and weakly 

institutionalised, even where it is strongly endorsed at the rhetorical level. 

Overall, the comparative analysis shows that while youth participation is widely recognised as a core 

component of citizenship education, it is predominantly framed as a learning experience for future 

citizenship rather than as a present form of democratic agency. Differences between countries relate 

mainly to the degree of institutional support, the integration of participation into school culture, and 

the extent to which participation is connected to broader civic contexts. 

VI. Underrepresented groups 

Across the countries analysed, underrepresented groups are most commonly addressed in 

citizenship education through generalised discourses of inclusion, diversity and equality, rather than 

through differentiated or context-sensitive approaches. Policy documents and curricula typically 

frame diversity as a normative value and a positive social fact, emphasising respect, tolerance and 

non-discrimination as core principles of democratic citizenship. 26 This framing reflects a shared 

commitment to inclusive education but often remains abstract and weakly connected to the lived 

experiences of inequality. 

A key similarity lies in the broad and non-specific treatment of underrepresentation. Most countries 

refer to diversity in expansive terms such as cultural, social or individual diversity, without 

systematically identifying specific groups or forms of disadvantage. As a result, categories such as 

 

24 United Kingdom: National Curriculum in England: Citizenship Programmes of Study; Spain: Royal Decree 
217/2022 (student councils and representative participation). 
25 Finland: National Core Curriculum for Basic Education (2014/2016); Norway: Core Curriculum – Values and 
Principles for Primary and Secondary Education (2020). 
26 Spain: Organic Law 3/2020 (LOMLOE), Arts. 1–2 (equity and inclusion); Finland: Finnish National Agency for 
Education, National Core Curriculum for Basic Education (2014/2016); Norway: Norwegian Directorate for 
Education and Training, Core Curriculum – Values and Principles for Primary and Secondary Education (2020); 
United Kingdom: Equality Act 2010; National Curriculum in England: Citizenship Programmes of Study. 
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migration background, ethnicity, socio-economic status, disability or gender are often mentioned 

unevenly or implicitly, rather than being addressed through targeted educational objectives or 

differentiated pedagogical strategies. This pattern is visible across countries including Spain, Poland 

and the United Kingdom. 27 

At the same time, important differences emerge in the visibility and prioritisation of particular groups. 

In some countries, migration and cultural diversity are more explicitly acknowledged, often in 

connection with intercultural education and social cohesion. In others, references to diversity focus 

more strongly on individual rights and formal equality, with limited engagement with structural 

inequalities or historical forms of exclusion. Nordic countries such as Finland and Norway tend to 

articulate inclusion within broader welfare-oriented and equity-based frameworks, linking diversity to 

social justice and equal opportunities. 28 

Differences are also apparent in the approach to inclusion, particularly between more assimilationist 

and more intercultural perspectives. In some policy frameworks, inclusion is framed primarily as 

integration into a shared set of values and norms, emphasising cohesion and common identity. In 

contrast, other systems adopt a more pluralistic approach, recognising diversity as an ongoing feature 

of democratic societies and encouraging dialogue between different perspectives and experiences. 

These variations reflect differing national histories, migration contexts and political sensitivities. 29 

Despite these differences, a shared limitation across countries is the weak contextualisation of 

underrepresentation within citizenship education. While values of inclusion and respect are strongly 

affirmed, there is often little guidance on how schools and teachers should address sensitive issues 

such as discrimination, racism, social exclusion or unequal access to rights. Consequently, the 

inclusion of underrepresented groups remains largely aspirational, dependent on local initiative and 

teacher discretion rather than on clearly articulated policy frameworks. 

Overall, the comparative analysis indicates that while countries converge in their commitment to 

inclusion and diversity as normative goals, they diverge in the extent to which underrepresented 

groups are made visible, contextualised and meaningfully integrated into citizenship education. The 

prevalence of generalised inclusion discourses highlights both a shared ethical commitment and a 

missed opportunity to address inequality in more concrete, critical and transformative ways. 

VII. Pedagogical approaches and curriculum implementation 

Across the countries analysed, citizenship education is predominantly implemented through 

competence-based and cross-curricular pedagogical approaches, rather than through rigid subject-

based models. Policy documents and curriculum frameworks consistently emphasise the 

development of transversal competences, such as critical thinking, communication, cooperation and 

 

27 Spain: Royal Decree 217/2022 (attention to diversity); Poland: Core Curriculum for General Education (2017); 
United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
28 Finland: National Core Curriculum for Basic Education (2014/2016) (equity and inclusion); Norway: Core 
Curriculum – Values and Principles for Primary and Secondary Education (2020). 
29 Poland: Core Curriculum for General Education (2017); United Kingdom: policy guidance on inclusion and 
diversity in education. 
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ethical reasoning, positioning citizenship education as a learning process embedded across subjects 

and educational stages.30 This shared orientation reflects a broad consensus on the need to move 

beyond purely content-driven civic instruction. 

A key similarity lies in the reliance on local implementation and teacher discretion. While national 

frameworks define general objectives, values and competences, schools and teachers are typically 

granted significant autonomy in deciding how citizenship education is integrated into teaching and 

learning. This approach is evident across both centralised and decentralised systems, including Spain, 

Poland and the United Kingdom, where curriculum documents provide broad guidance but limited 

prescription regarding pedagogical methods or sequencing.31 

Pedagogically, countries converge around the promotion of active and learner-centred 

methodologies, such as project-based learning, group work, discussion, debate and problem-solving. 

These methods are widely presented as particularly suitable for fostering civic competences and 

democratic attitudes. However, in many contexts these approaches are framed as recommendations 

rather than as systematically supported or required practices, leaving their implementation uneven 

and highly dependent on institutional capacity and teacher confidence. 

At the same time, important differences emerge in the extent and depth of participatory pedagogies. 

In some countries, particularly Finland and Norway, policy frameworks more explicitly promote 

experiential learning, deliberative debate and community-based projects as integral components of 

citizenship education. In these systems, pedagogical guidance is more closely aligned with democratic 

participation and student agency, and citizenship education is embedded within broader whole-school 

approaches. 32 

For example, in Finland the National Core Curriculum emphasises participatory school culture 

(osallisuus) and student involvement in school-level decision-making structures, while in Norway the 

LK20 curriculum framework integrates ‘Democracy and Citizenship‘ as a cross-curricular theme linked 

to student councils, deliberative classroom practices and collaborative school governance. 

In contrast, in other contexts participatory methodologies are acknowledged in principle but less 

consistently integrated into curricular structures. Service learning, sustained community engagement 

or structured deliberative practices are mentioned sporadically or left to optional initiatives, rather 

than being embedded within coherent pedagogical frameworks. Vertical coherence across 

 

30 Spain: Organic Law 3/2020 (LOMLOE) (competence-based approach); Finland: Finnish National Agency for 
Education, National Core Curriculum for Basic Education (2014/2016); Norway: Norwegian Directorate for 
Education and Training, Core Curriculum – Values and Principles for Primary and Secondary Education (2020); 
United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
31 Spain: Royal Decree 217/2022 (curricular autonomy and learning situations);  
Poland: Core Curriculum for General Education (2017); United Kingdom: National Curriculum in England: 
Citizenship Programmes of Study. 
32 Finland: National Core Curriculum for Basic Education (2014/2016) (experiential and participatory learning); 
Norway: Core Curriculum – Values and Principles for Primary and Secondary Education (2020). 
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educational stages is also uneven, with citizenship-related competences sometimes articulated 

differently or discontinuously between primary, secondary and post-compulsory education. 33 

Another area of divergence concerns the balance between teacher autonomy and curricular clarity. 

While autonomy allows flexibility and contextual adaptation, the absence of clear pedagogical 

expectations and support structures can result in variability in quality and emphasis. In systems where 

citizenship education lacks a clear curricular status or dedicated instructional time, pedagogical 

implementation risks becoming fragmented or marginalised. 

Despite these differences, the comparative review of regulatory frameworks suggests a recurrent 

challenge concerning the alignment between curricular ambition and the pedagogical support 

explicitly described in policy documents. References to innovative, participatory and competence-

based approaches are not always accompanied by detailed provisions on teaching materials, 

structured guidance or sustained professional development within the analysed legal texts. As a result, 

the extent to which such pedagogical approaches are systematically supported at institutional level 

appears to vary and may depend significantly on school-level initiative and local implementation 

contexts. 

Overall, the comparative analysis indicates that while countries share a commitment to competence-

based and participatory pedagogies in citizenship education, they differ significantly in how these 

approaches are operationalised and supported. The widespread reliance on cross-curricular 

implementation and teacher discretion highlights both a common pedagogical vision and a structural 

vulnerability in ensuring coherence, consistency and equity in practice. 

VIII. Policy instruments and implementation ecosystem 

Across the countries analysed, citizenship education policies display recurrent similarities in the 

structure and limitations of their implementation ecosystems. While curricular frameworks articulate 

ambitious objectives related to democracy, participation and civic competences, these aspirations are 

often weakly supported by explicit policy instruments and enabling conditions. A common feature is 

the limited alignment between curricular ambition and the material, human and institutional resources 

required for effective implementation. 34 

A key similarity lies in the scarcity of explicit references to resources within policy documents. 

Education laws and curricula frequently define values, competences and learning outcomes, but 

provide little guidance on funding, specialised staffing or time allocation dedicated to citizenship 

education. In many systems, citizenship education relies on existing teaching staff without specific 

training or dedicated roles and is integrated into broader curricular responsibilities rather than 

 

33 Poland: Core Curriculum for General Education (2017); Spain: Royal Decree 217/2022; Royal Decree 243/2022 
(vertical articulation across stages). 
34 Spain: Organic Law 3/2020 (LOMLOE); Poland: Act of 14 December 2016 – Law on School Education; United 
Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
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supported through targeted investment. This pattern is evident across countries such as Spain, Poland 

and the United Kingdom. 35 

Another shared characteristic is the limited provision of structured support mechanisms, including 

teaching materials, pedagogical guidance and professional development. While general references to 

teacher competence and training appear in policy frameworks, specific pathways for developing 

expertise in citizenship education are often underdeveloped or fragmented. In most countries, 

professional development related to citizenship education remains optional, project-based or 

externally driven, rather than embedded within systematic national strategies. 36 

At the same time, important differences emerge in the degree of institutionalisation and support 

provided. In some countries, particularly Finland and Norway, citizenship education is embedded 

within broader policy ecosystems that include curriculum guidance, digital resources and alignment 

with teacher education frameworks. Although these systems still face challenges, they tend to offer 

more coherent support structures linking curriculum, pedagogy and professional development. 37 In 

contrast, in other contexts support for citizenship education is more dispersed, relying on school-level 

initiative, civil society partnerships or externally funded projects. 

Differences are also evident in the presence or absence of monitoring, evaluation and accountability 

mechanisms. Across most countries, citizenship education is weakly monitored at system level, and 

evaluation focuses primarily on general educational outcomes rather than on specific civic 

competences or participatory practices. Where assessment exists, it tends to prioritise knowledge-

based components over experiential or participatory dimensions. Only in a limited number of cases 

are there explicit mechanisms to assess the quality, consistency or impact of citizenship education 

across schools. 38 

Finally, variation exists in the extent to which external partnerships with civil society organisations, 

youth organisations or local authorities are formally integrated into policy frameworks. While such 

partnerships play a significant role in supporting citizenship education in practice, they are often 

mentioned only implicitly or remain peripheral to formal implementation strategies. This contributes 

to uneven access and sustainability, particularly where external support depends on short-term 

funding or local networks. 

Overall, the comparative analysis highlights that across countries, the main challenges in the policy 

instruments and implementation ecosystem are structural rather than conceptual. While there is broad 

 

35 Spain: Royal Decree 217/2022; Royal Decree 243/2022; Poland: Core Curriculum for General Education (2017); 
United Kingdom: National Curriculum in England: Citizenship Programmes of Study. 
36 Spain: Organic Law 3/2020 (teacher competences and training); Poland: Act of 14 December 2016 – Law on 
School Education; United Kingdom: policy guidance on teacher training and professional development. 
37 Finland: Finnish National Agency for Education, National Core Curriculum for Basic Education (2014/2016); 
Norway: Norwegian Directorate for Education and Training, Core Curriculum – Values and Principles for Primary 
and Secondary Education (2020). 

38 United Kingdom: GCSE Citizenship Studies assessment framework; Spain: evaluation provisions in Royal Decree 
217/2022. 
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agreement on the importance of citizenship education, the limited articulation of resources, support 

structures, monitoring and accountability mechanisms constrains its effective and equitable 

implementation. Differences between countries lie primarily in the degree of coherence and 

institutional support within these ecosystems, rather than in the underlying policy objectives 

themselves. 

4.2.3  Identified gaps and silences 

Methodological note 

To prepare this part of task 3.2, a list of gaps, omissions and silences that may arise in education 

systems regarding citizenship education was compiled. Given the material limitations of this report, 

the most relevant items were selected from that list. These are listed below as section headings. The 

analysis is thus structured into a series of thematic blocks that address, in a differentiated manner, the 

conceptual definitions of citizenship, its curricular and evaluative status, the conditions for 

implementation, the forms of participation promoted, the approaches to inclusion and equity, the 

European dimension, the models of governance, the place given to youth, and digital skills. This allows 

us to avoid repetition and place each gap or omission at the appropriate analytical level. 

As in the qualitative and quantitative analysis of the ten countries, we rely on the regulatory and 

educational policy sources collected in the national templates developed by the consortium. Although 

the templates include complementary evaluative elements, such as EU documents, the main focus is 

on primary regulations and policies. 

Gaps and omissions are understood here as mismatches, limitations, or insufficient developments that 

become apparent when comparing the objectives set out in legal frameworks with their curricular, 

organisational, and practical translations. This will enable us to identify recurring patterns beyond the 

specifics of each scenario and analyse how certain dimensions of citizenship education are 

underdeveloped, disjointed, or displaced within the education systems analysed. 

The previous section focused on identifying similarities and differences in how citizenship education 

is framed and implemented. In this second section, we will adopt a complementary approach, 

concentrating on gaps: what is missing, what has been displaced, or what has not been sufficiently 

developed in the systems of the States analysed. The aim is to reinforce both sections, as this allows 

us to place the comparative analysis of existing practices alongside a critical examination of structural 

silences and omissions, offering a more complete view of both the scope and limitations of current 

approaches to citizenship education in Europe. 

I. Concept of European Citizenship 

As noted in the previous section, in the ten countries analysed, citizenship education occupies a 

clearly recognised place in the regulatory and curricular frameworks of national education systems, 

either as a specific subject or as a cross-cutting objective. Education laws and official curricula 
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recognise the importance of educating students in democratic values, human rights, and civic 

coexistence. 39 

There is, therefore, broad policy consensus on the relevance of citizenship education. However, when 

examining in greater detail how citizenship is defined and conceptualised, the comparison highlights 

a significant conceptual difference. In all ten contexts, citizenship education is framed mainly in 

normative and pedagogical terms, associated with learning democratic values, respect for human 

rights, ethical behaviour, social cohesion, and responsible participation in the community. 

Of course, this approach has undeniable value, but it tends to overshadow one of citizenship’s 

constituent dimensions: politics. This is most evident in Ukraine, Turkey, Poland, and the Czech 

Republic, and less so in Spain, Germany, the United Kingdom, Finland, Norway, and the Netherlands. 

In general, educational frameworks prioritise behavioural and moral dimensions, respect for rules, 

individual responsibility, peaceful coexistence, and the fulfilment of civic duties over political 

engagement, democratic disagreement, and the legitimate confrontation of interests.  

This situation does not imply a lack of citizenship education. We have already highlighted that 

citizenship is present in all ten countries and occupies a prominent place in educational discourse. 

However, there is a lack of conceptual clarity, as different ways of understanding citizenship (such as 

civic behaviour, democratic participation, political agency, or legal-political status) tend to be mixed 

together without a clear distinction between them. In other words, diverse objectives and approaches 

that are not always consistent with each other are grouped under the same heading.  

This lack of conceptual differentiation has direct practical consequences. It hinders the consistent 

implementation of citizenship education, leaving ample room for divergent interpretations by schools 

and teachers; it complicates its evaluation, as it is unclear what ‘learning to be a citizen’ means beyond 

the acquisition of values or general knowledge; and it limits comparability between countries, since, 

under the same label, different conceptions of what it means to exercise citizenship are promoted in 

practice. 

As a result, European citizenship may be weakly articulated as a lived experience: values and 

institutional frameworks are recognized, but young people are not clearly positioned as political actors, 

nor is there systematic exploration of how to participate, influence, or respond at the supranational 

level. The weakness of this political dimension does not stem from a European regulatory vacuum. 

The Council Recommendation (2018) specifically calls for active participation, critical thinking, and 

real shared decision-making structures. The problem is resistance (or a disconnect) in its national 

implementation: Brussels has set the tone, but education systems continue to operate elsewhere. 

Europe therefore appears mainly as a cultural and regulatory horizon and rarely as a democratic space 

in which young people can recognise themselves as active political subjects. This gap is key to 

understanding the difficulties of moving towards meaningful European citizenship across diverse 

 

39 Cfr. Annexes. Templates, section V. 

https://eur-lex.europa.eu/legal-content/EN/TXT/PDF/?uri=CELEX:32018H0607(01)
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educational contexts, a citizenship that, according to the EU's own discourse, should be based on 

respect for human rights, democracy, and the rule of law. 

II. Curricular status, real weight, and evaluation 

Another gap we want to highlight is that formal recognition of citizenship education within national 

educational frameworks does not necessarily translate into a solid curricular status or a weight 

comparable to that of other subjects considered central. 

The first key issue is the form of curricular integration. In several countries, citizenship education is 

fundamentally articulated as a cross-curricular approach, distributed among different subjects and 

without a clearly defined curricular space. This cross-curricular approach, while allowing for flexibility, 

can hinder the visibility of citizenship in the curriculum and dilute responsibility for its effective 

development.  

We also note that, even in those systems where citizenship is a specific subject at certain stages of 

education, its presence is often limited in terms of teaching hours or discontinuous throughout the 

educational pathway, concentrated at specific moments during schooling. This discontinuity contrasts 

with the stability and cumulative progression of other subjects with greater curricular weight. The 

exact number of hours devoted to citizenship education is difficult to determine, given the 

fragmentation of the curriculum and the autonomy of schools. There is no European standard of 

measurement, which prevents full or accurate technical comparability. However, based on national 

frameworks, the following figures have been extracted: in Finland (approx. 85.5), Spain (90 hours), 

Poland (90 hours), and the Netherlands, with 7% of the total workload, this can be established. Outside 

the EU, in Ukraine the weight is 70 hours and in Turkey, 35 hours. In other states, it is not possible to 

make an estimate.  

The actual weight given to citizenship education is reinforced or weakened by its link to assessment 

systems. In the ten countries analyzed, regulatory references to the assessment of civic, social, or 

democratic skills are uneven and, in many cases, vague. In some countries, it is taken into account in 

the course average, but with different assessment criteria than other subjects such as mathematics 

or history. In Germany, Poland, Spain, and the Czech Republic, it carries more weight; in Germany, in 

particular, elements of civic and political education are assessed within the Abitur, which is required 

for access to higher education. This weakness in assessment contrasts with the Council 

Recommendation of May 22, 2018, which explicitly links the promotion of active citizenship with the 

need for mechanisms to monitor and evaluate educational policies. 

The weakness of the subject's status in the curriculum is also compounded by political controversies, 

especially in contexts where the dilemma between neutrality and indoctrination arises, as has been 

the case in Spain and other settings where politics directly influences the education system. 

Overall, the gap identified does not refer to the absence of citizenship education in education systems, 

but rather to the weakness of its curricular and evaluative status. This weakness directly affects its 

visibility, continuity, and institutional priority, and helps explain why, despite its normative recognition, 

citizenship education struggles to establish itself as a central and sustained area of school learning. 

https://www.kmk.org/themen/allgemeinbildende-schulen/bildungswege-und-abschluesse/sekundarstufe-ii-gymnasiale-oberstufe-und-abitur.html
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III. Conditions for implementation 

Although education laws and curricula establish general objectives and content for citizenship 

education, they are rarely accompanied by clear and systematic provisions on the organizational 

means necessary to ensure its effective implementation in the daily practice of schools. 

A first recurring element is the absence of a clear definition of the teaching profile responsible for 

citizenship education. In the ten countries analyzed, the regulations define objectives and content, but 

do not usually specify specialization requirements or specific training pathways for the teachers 

responsible for delivering it. In practice, citizenship education usually falls to teachers from different 

areas, without uniform or necessarily specialized training.  

Likewise, references to initial and continuing teacher training in citizenship are scarce or generic. 

Although some documents mention the importance of developing teachers' cross-curricular skills, no 

systematic strategies or clear obligations are identified in relation to specific training for civic and 

democratic education. 

The analysis also reveals unequal availability of specific teaching materials. While some countries have 

general guidelines or resources developed by education authorities, in general there is no provision 

of structured official materials that consistently support citizenship education. In many cases, the 

development of resources depends on specific initiatives or the capacity of the school itself (Finland, 

guidelines of the National Agency for Education; Germany, state-level materials; Spain, regional 

curriculum development; Netherlands, school-based implementation). And on this issue of content, 

there are differences, sometimes substantial ones. 

As a result of the above, the implementation of citizenship education is heavily dependent on the 

initiative and capacity of schools and teachers. In the absence of clear institutional support, stable 

support mechanisms, or specific monitoring mechanisms, the priority given to citizenship varies 

considerably between schools, regions, and even classrooms. 

In short, the analysis of the ten countries shows that citizenship education is supported by broad 

regulatory frameworks but often lacks sufficiently defined and sustained conditions for 

implementation. This gap, which lies at the organizational and operational level, contributes to 

fragmented and irregular implementation and helps explain why formal recognition does not always 

translate into consistent educational experiences for all students. 

IV. European citizenship: learning to participate without deciding 

In the ten countries analyzed, student participation is included in education laws and official curricula 

as a fundamental principle of citizenship education and an essential component of democratic 

learning. 

However, the comparative analysis reveals a persistent mismatch between the discursive centrality of 

participation and its actual scope in terms of power. In different contexts, student participation is 

mainly articulated through consultative mechanisms, such as school councils or representative 

bodies, with limited capacity to influence substantive decisions. 
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This discrepancy is particularly significant when one considers that the aforementioned Council 

Recommendation urges States to promote real opportunities for democratic participation by students, 

in line with its emphasis on active, critical, and responsible participation, beyond merely consultative 

mechanisms. 40 

In general, participation is conceived primarily as an educational tool aimed at teaching civic skills 

such as deliberation, cooperation, and responsibility, rather than as the exercise of a democratic right 

with real consequences. The regulations emphasize the educational value of ’learning to participate’ 

but do not systematically develop mechanisms that allow students to participate in decision-making 

processes with binding effects. 

This limited conception of participation is reinforced by the absence of explicit links between school 

participation and other forms of democratic participation, both at the local and national levels and at 

the European level. In most cases, students' participatory experience is confined to the school 

environment, without any clear connection to broader decision-making processes. 

In the section on European citizenship and youth, we will refer to this issue, which is directly related 

to the lack of awareness of existing mechanisms in the EU, which are unknown to most young people.  

This deficit is reinforced by the way in which educational frameworks conceptualize the role of youth. 

Young people are mainly seen as recipients of citizenship education, prepared for future participation, 

rather than recognized as present political subjects with the capacity to influence democratic life. 

As a result, citizenship, and particularly European citizenship, remains weakly articulated as a lived 

experience. Although common values and institutional frameworks are recognized, young people do 

not see themselves as political actors with the capacity to influence, negotiate, or challenge at 

different levels of governance. 

 

Overall, the analysis reveals that, although participation occupies a prominent place in the normative 

discourse of citizenship education, its practical configuration tends to systematically limit its power 

dimension, especially when the scale is expanded to the European level. 

V. Inclusion, equity, and intersectionality: strong principles, weak implementation 

In the ten countries analyzed, inclusion, equality, and non-discrimination are explicitly recognized as 

fundamental principles of education systems and as core values of citizenship education. 

Constitutions, framework laws on education, and official curricula incorporate repeated references to 

human rights, equal opportunities, and respect for diversity. 

However, here too, comparative analysis reveals a persistent gap between the normative recognition 

of inclusion and its operational translation in the field of citizenship education. Although educational 

frameworks affirm the principle of equality, they rarely develop specific guidelines on how to address, 

 

40 Cfr., ad ex. ‘Promotion of common values’, 2 and 3. 
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through civic education, the social, legal, and political inequalities that affect effective access to rights 

and participation. 

This gap is not merely theoretical. In various European contexts, persistent gaps can be observed 

between proclaimed constitutional rights and actual administrative and educational practices affecting 

minorities and historically vulnerable groups. Good evidence of this can be found in the ad hoc 

programs that some countries, such as Norway, have implemented to address the reality of certain 

vulnerable groups, such as the ’Handlingsplan mot rasisme og diskriminering 2024-2027’ or the 

Dembra program and ’Anti-racism. Tolerance and non-discrimination’ in the United Kingdom (Ethnic 

Minority People: discrimination 2025, with an emphasis on ’instilling values of tolerance and anti-

racism’). These good practices do not compensate for the widespread absence of systematic 

frameworks in most countries, which perpetuates fragmentation. 

At this point, the gap between declared rights and institutional practice is not abstract. The Finnish 

case illustrates this starkly: the Sámi Truth and Reconciliation Commission delivered its final report in 

December 2025, documenting historical injustices, including state assimilation policies, and making 

recommendations that directly affect language, identity, and education. 41 At the same time, the 

segregation of Roma children in schools is still a persistent mechanism in several EU countries, as 

shown by recent data from the FRA in its Roma Survey 2024. 42 Similarly, the linguistic sphere 

continues to function as a barrier to citizenship in contexts where the use of minority languages, such 

as Kurdish, is still restricted or relegated, with direct effects on equality and participation.  

These contradictions are not unique to any one country. The segregation of Roma children in schools 

continues to be a documented reality in several EU member states, such as the Czech Republic and 

Spain despite legal frameworks that proclaim equality and inclusion (ECHR, 2007; European Union 

Agency for Fundamental Rights. (2025a). FRA, Fundamental Rights Report (2025 a); FRA, 

Fundamental Rights Report (2025b). FRA opinions 2025; FRA (2025 c) AADA (Germany); OECD. STIP 

Compass Norway).43 In other contexts, education continues to function as a mechanism for formal 

 

41 In consequence, measures affecting both teachers and students are being prepared, stemming from the 2025 
Report. Cfr.:https://valtioneuvosto.fi/en/-/sami-truth-and-reconciliation-commission-to-submit-final-report; 
https://www.justiceinfo.net/en/154052-finlands-promise-to-the-
sami.html#:~:text=The%20report%20recommends%20that%20S%C3%A1mi%20content%20be,in%20the%20ch
anging%20cultural%20and%20environmental%20landscape. 
42  Cfr. https://fra.europa.eu/en/publication/2025/roma-survey-2024. 
43 School segregation of Roma children persists in several EU countries, with 46% of Roma children educated in 
predominantly Roma schools (according to the FRA Roma Survey 2024, published in 2025). In the Czech 
Republic, there are historical cases of non-compliance with the ECHR (case D.H. and Others v. the Czech 
Republic), and in Spain compliance with the LOMLOE is being monitored, although there have been advances in 
access to preschool education (78%): cfr.: https://fra.europa.eu/en/publication/2025/roma-survey-2024; In 
Germany and the Netherlands, the Federal Anti-Discrimination Agency (ADS) and the FRA document 
discrimination in education based on ethnic/migrant origin, including biases in academic tracking. Cfr.: 
https://www.antidiskriminierungsstelle.de/EN/about-discrimination/areas-of-life/area-of-education/area-of-
education-node.html y https://fra.europa.eu/en/publication/2025/fundamental-rights-report-2025. In Turkey, 
restrictions on the use of Kurdish in formal education persist (as a limited optional subject), contravening 
recommendations of the Council of Europe and ECRI:https://www.ecoi.net/en/file/local/2127493/TUR-CbC-VI-
2025-16-ENG.pdf; In Norway, the Sámediggi and curriculum reforms highlight the need to continue strengthening 

https://valtioneuvosto.fi/en/-/sami-truth-and-reconciliation-commission-to-submit-final-report
https://www.justiceinfo.net/en/:~:text=The%20report%20recommends%20that%20Sámi%20content%20be,in%20the%20changing%20cultural%20and%20environmental%20land
https://www.justiceinfo.net/en/:~:text=The%20report%20recommends%20that%20Sámi%20content%20be,in%20the%20changing%20cultural%20and%20environmental%20land
https://www.justiceinfo.net/en/:~:text=The%20report%20recommends%20that%20Sámi%20content%20be,in%20the%20changing%20cultural%20and%20environmental%20land
https://fra.europa.eu/en/publication/2025/roma-survey-2024
https://fra.europa.eu/en/publication/2025/roma-survey-2024
https://fra.europa.eu/en/publication/2025/fundamental-rights-report-2025
https://www.ecoi.net/en/file/local/2127493/TUR-CbC-VI-2025-16-ENG.pdf
https://www.ecoi.net/en/file/local/2127493/TUR-CbC-VI-2025-16-ENG.pdf
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integration that does not challenge the structural inequalities that shape the real experience of 

citizenship. 

Citizenship education is mostly approached from a perspective that presupposes a homogeneous 

student body and leaves little room for adapting content, methodologies, or objectives to diverse 

social, cultural, and legal realities. This is particularly evident in the treatment of minority languages 

and identities, where unequal access to education in one's own language or the purely optional nature 

of such education limits the effective recognition of certain groups as full citizens. 

A good example of this limited approach is the recurring use of ad hoc programs or specific measures 

that attempt to compensate for specific inequalities without structurally transforming citizenship 

frameworks or ordinary educational mechanisms.  

In addition to the above, the frameworks analyzed show an almost total absence of intersectional 

approaches in citizenship education. Educational policies rarely consider how the combination of 

factors such as gender, social background, immigration status, language, territory, or disability 

generates specific forms of exclusion in educational and civic experiences. 

In several national contexts, inclusion is understood primarily as integration into pre-existing norms 

and values, rather than as a process of transforming educational institutions and citizenship 

frameworks themselves. This approach tends to shift responsibility to the individual: to adapt, 

integrate, and comply, rather than to question the structural barriers that limit participation and 

recognition. 

Overall, the analysis of the ten countries shows that inclusion occupies a central place in the normative 

discourse on citizenship education yet has seen limited development in operational and pedagogical 

terms. The gap does not reflect the absence of inclusive principles, but rather the lack of practical 

tools, clear guidelines, and monitoring mechanisms that would enable the real inequalities that affect 

the experience of citizenship to be addressed. 

Without reforms that make equality obligations in the classroom enforceable and punishable, the 

citizenship promoted through education remains necessarily partial. This limitation is particularly 

relevant to the goals of YOUROPE, insofar as it highlights the need for approaches to citizenship 

education that are not only universalist in their principles, but also sensitive to the inequalities and 

asymmetries that condition the real possibility of exercising active and meaningful citizenship. 

VI. European citizenship and youth: a poorly articulated political space 

Another relevant issue, which we noted earlier, is that references to Europe and the European Union 

appear unevenly in the regulatory and curricular frameworks for citizenship education. In EU Member 

States, curricula and education policy documents include references to European values, cooperation 

between states, mobility and, in some cases, knowledge of European institutions. In this context, 

 
education in Indigenous languages. Cfr.: https://stip.oecd.org/stip/country-printings/Norway.; Finally, in Poland 
and Ukraine, the FRA and other monitoring bodies point to an erosion of minority rights (Jewish and linguistic) in 
contexts of national security and confessional education. 
https://fra.europa.eu/en/publication/2025/fundamental-rights-report-2025-fra-opinions. 

https://stip.oecd.org/stip/country-printings/Norway
https://fra.europa.eu/en/publication/2025/fundamental-rights-report-2025-fra-opinions
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European citizenship appears to be a particularly poorly articulated space. References to Europe and 

the European Union in regulatory and curricular frameworks are uneven and, when they do exist, 

focus mainly on values, cooperation, or institutional knowledge. Even in European Union member 

countries, European citizenship is predominantly approached from a descriptive and cultural 

perspective, rather than as a political and democratic space for participation. People know what the 

European Union is, but not its political meaning or the practical implications of being part of a 

supranational democratic system.44 

European institutions are primarily presented as objects of knowledge and the European Union as a 

framework of values or cooperation, without any systematic development of European citizenship as 

a political practice or as a decision-making arena in which young people can exercise agency beyond 

the nation state. What's more, people know what the EU is, but not its essence, its meaning.  

In non-EU countries, Europe appears in a more limited way or as an external reference, when it is not 

completely absent from citizenship education frameworks, as they tend to promote a type of global 

(or local) citizenship. (Norway: ’think local, act global’; Education Act; United Kingdom: British values; 

National Curriculum; Turkey: Law No. 1739; Ukraine: Law on Education). 

Another gap can be seen in the way educational frameworks conceptualize the role of youth. In the 

ten countries analyzed, young people appear mainly as recipients or beneficiaries of citizenship 

education, who must be prepared for future participation, rather than as present political subjects with 

the capacity to influence democratic life at different levels of governance, including the European 

level. Educational regulations tend to place the political agency of young people in a later time frame, 

once they have reached adulthood, reinforcing a gradual and supervised conception of citizenship 

(e.g., Finland, National Core Curriculum; Germany, Schulgesetze der Länder; Spain, LOMLOE; United 

Kingdom, Citizenship Programme of Study). 

As a result, European citizenship is poorly articulated as a lived experience in citizenship education. 

Although common values and institutional frameworks are recognized, young people are not clearly 

positioned as political actors in the European space, nor are the possibilities for participation, 

influence, or democratic response at the supranational level systematically explored. In non-EU 

countries, this disconnect is even more pronounced, as there is no explicit framework for working on 

European citizenship as a relevant political dimension, although Norwegian legislation mentions the 

European Higher Education Area (EHEA), the European Credit Transfer System (ECTS), the 

Erasmus+ program, etc. in the Universitets- og høyskoleloven of 2024. or the United Kingdom, which 

remains part of the EHEA.  

Overall, the analysis reveals a mismatch between the stated ambition to promote European citizenship 

and the way in which this is addressed in education systems. Europe appears as a normative, cultural, 

or institutional reference point, but rarely as a democratic space in which young people can recognize 

 

44 In the analysis carried out, this appears explicitly in some German Länder (such as Baden-Württemberg in 
Gemeinschaftskunde, 3.1.4.2 ‘Die Europäische Union’); in Poland (Dział VI, Polska w Europie); in Spain (integrated 
into civic and historical content); in Ukraine; and in the Czech Republic (Výchova k myšlení v evropských a 
globálních souvislostech). 
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themselves as active political subjects. This mismatch is particularly relevant for understanding the 

difficulties of promoting meaningful European citizenship among young people in diverse educational 

contexts, a citizenship based on respect for human rights, democracy, and the rule of law, in line with 

EU policies such as the Council Recommendation of May 22, 2018, on promoting common values, 

inclusive education, and the European dimension of education (mentioned above), 45 and the EU Youth 

Strategy 2019-2027, 46  which emphasizes active participation and equal access. 

VII. Digital skills 

One final point we would like to make concerns digital skills, which, although recognized in education 

laws and national curricula, appear in a separate section from the objectives of citizenship education. 

Although in several countries it is formally presented as a cross-cutting skill, this cross-cutting nature 

does not translate into explicit integration with civic content. It can therefore be concluded that digital 

literacy is not normatively linked to central dimensions of democratic citizenship, such as online 

political participation, the management of disinformation, digital security, algorithmic ethics, or the 

construction of citizenship in digital environments. This conclusion is supported by the fact that none 

of the standards or curricula reviewed include, within the subject or curriculum block on citizenship, 

explicit references to digital democratic participation, disinformation as a civic threat, media literacy 

linked to democratic rights and duties, digital security as a condition of citizenship, or data and 

algorithm ethics as civic content. 

When these topics do appear, they are covered in separate sections devoted to digital skills, ICT, or 

media literacy, rather than within the objectives, content, or assessment criteria of citizenship 

education. 47 

This gap is particularly significant in a context where much of youth political participation, public 

debate, and the construction of European citizenship takes place in digital and transnational 

environments.  

 

45  See footnote 2. 
46  Resolution of the Council of the European Union and the Representatives of the Governments of the Member 
States meeting within the Council on a framework for European cooperation in the youth field: The European Union 
Youth Strategy 2019-2027. ST/14944/2018/INIT. OJ C 456, 18.12.2018. Available at EU youth strategy (2019–2027) 
| EUR-Lex. See also: Work Plan 2025-2027: Council resolution on the EU Youth Strategy Work Plan 2025-2027 (OJ 
C 185, 26.5.2023) ; Work Plan 2022-2024: Council resolution on the revision of the EU Youth Strategy Work Plan 
2022-2024 2023/C 185/05; Work Plan 2019-2021: Council resolution on a framework for European cooperation in 
the youth field: The European Union Youth Strategy 2019-2027 (Annex 4); European Commission, European 
Democracy Action Plan, COM(2020) 790 final (ep. 2.4). 
47 Finland (National Core Curriculum for Basic Education 2014/2020; Basic Education Act 628/1998), Norway (Core 
Curriculum LK20), the Netherlands (Wet op het primair onderwijs and Wet verduidelijking burgerschapsopdracht 
2021), Germany (Länder Schulgesetze and curricula such as the Bildungsplan Baden-Württemberg 2016 or the 
Lehrpläne of North Rhine-Westphalia), Poland (Regulation of the Minister of Education on Core Curricula, amended 
2025), Spain (Organic Law 3/2020 and Royal Decrees on minimum teaching requirements), the Czech Republic 
(Framework Educational Programme- RVP), the United Kingdom (Education Act 2002/2011 and National 
Curriculum Citizenship KS3–KS4), Turkey (National Education Basic Law No. 1739 and MEB curricula), and Ukraine 
(Law on Education No. 2145-VIII and the State Standard of Basic Secondary Education). In all of them, digital 
competence is formulated in specific sections and is not integrated into the objectives of civic education. 

https://eur-lex.europa.eu/EN/legal-content/summary/eu-youth-strategy-2019-2027.html
https://eur-lex.europa.eu/EN/legal-content/summary/eu-youth-strategy-2019-2027.html
https://eur-lex.europa.eu/legal-content/EN/TXT/?uri=OJ:C_202407438
https://eur-lex.europa.eu/legal-content/EN/TXT/?uri=uriserv%3AOJ.C_.2023.185.01.0014.01.ENG&toc=OJ%3AC%3A2023%3A185%3AFULL
https://eur-lex.europa.eu/legal-content/EN/TXT/?uri=uriserv%3AOJ.C_.2023.185.01.0014.01.ENG&toc=OJ%3AC%3A2023%3A185%3AFULL
https://eur-lex.europa.eu/legal-content/EN/TXT/?uri=OJ:C:2018:456:FULL
https://eur-lex.europa.eu/legal-content/EN/TXT/?uri=OJ:C:2018:456:FULL
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Implications for YOUROPE  

The gaps and silences identified throughout this analysis reveal a tension shared by all ten countries 

between the normative recognition of citizenship education and the limited development of its political, 

participatory and transformative dimensions. Although education systems consistently promote 

democratic values, human rights and inclusion, citizenship is defined, implemented and evaluated in 

ways that tend to prioritise civic behaviour and democratic socialisation over the effective exercise of 

political agency, especially in relation to young people and the European space, which is understood 

more as a normative or cultural reference than as a concrete sphere of democratic participation. 

This approach could be better aligned with the principles of the EU Youth Strategy 2019-2027, which 

treats young people as active democratic actors and promotes their participation and engagement in 

European and transnational spaces, including those that extend beyond the EU framework. The 

analysis highlights that current regulatory frameworks insufficiently translate this vision into 

educational approaches that enable young people to relate to Europe as a lived political space with 

real opportunities for deliberation, influence and collective action. 

These findings provide a solid basis for YOUROPE's work, highlighting the need for approaches that 

reconceptualise citizenship as a political practice, reinforce the European dimension as a democratic 

space, deepen youth participation beyond merely consultative mechanisms, and explicitly address 

the structural inequalities that condition access to and experience of citizenship. In this regard, the 

analysis shows that, although inclusion is a recurring principle in education policy discourses, 

references to underrepresented groups tend to be generic and scarcely operational, limiting their 

ability to challenge persistent patterns of exclusion in civic and political participation. 

Key findings 

 

Figure 10: Key Findings 

Source: prepared by the authors 
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Limitations of this study 

In carrying out this study, we are fully aware that the analysis of practice was necessarily limited. While 

legislation and policy documents can affirm certain well-known aspects, there are, however, others 

that needed to be empirically contrasted, as they do not appear sufficiently documented in regulatory 

frameworks. To this end, a survey was designed and sent to more than 600 schools in the ten countries 

analysed, located in large and small cities, in areas distant from major urban centres, and in both 

socioeconomically well-positioned and disadvantaged contexts. The response rate was low 

(approximately 10%), which could lead to the conclusion that the data are not representative. 

However, this low level of participation by schools is in itself significant. The difficulty in engaging 

schools in a questionnaire specifically focused on citizenship education can be interpreted as a 

reflection of the secondary and weakly institutionalised position that this field occupies within the 

everyday priorities of many schools, particularly in contexts of curricular overload and scarce 

resources. From this perspective, the low response rate can be read as an indirect indicator of the 

limited visibility and low structural weight of citizenship education in school practice. In this sense, it 

cannot be ruled out that citizenship education is perceived in many educational contexts as a ’low-

status subject’ or ‘asignatura María’, an expression used in the Spanish context to refer to subjects 

with low institutional status, in comparison with disciplines considered central within the curriculum, 

such as history or mathematics. The convergence of certain results and statements has also made it 

possible to validate some of the gaps and silences identified in the previous analysis. 

Overall, although the empirical component of the study is limited in scope and representativeness, it 

provides a relevant qualitative confirmation of the patterns identified in the comparative analysis. Data 

help to illustrate how normative frameworks are translated unevenly at school level and reinforce the 

idea that citizenship education, despite its broad discursive recognition, remains weakly 

institutionalised and applied in an irregular manner. 

Regarding the results obtained, the responses received show a notable convergence around several 

key elements. First, debate appears recurrently as the main, and in many cases almost the only, 

methodology used to work on citizenship education, especially in the initial stages. Debate 

undoubtedly develops important competences such as critical thinking and the acceptance of 

opposing views, and contributes to the promotion of democratic values, but its predominance also 

reveals a conception of citizenship centred on the expression of opinions rather than on effective 

participation or decision-making. 

Likewise, the responses confirm that citizenship education is predominantly conceived as a 

compulsory or transversal curricular area, rather than as a subject with a clearly defined and stable 

status. Transversality, although positively valued in terms of flexibility, reinforces the dispersion of 

responsibilities and the dependence on individual teacher initiative, which contributes to uneven 

implementation across schools. 

The limited weight attributed to the digital dimension of citizenship is also noteworthy. Although digital 

competences are mentioned in general terms, explicit links to democratic participation, disinformation, 

digital security or the exercise of rights in digital environments are scarcely established. This absence 
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confirms one of the silences identified in the normative analysis and highlights a relevant gap between 

citizenship discourses and the current forms of civic participation of young people. 

The responses also reveal a lack of definition regarding who is responsible for delivering citizenship 

education in schools. In most cases, this responsibility falls to teachers from different subject areas, 

without a specific profile or clearly identified specialised training, which reinforces its transversal 

character but also contributes to heterogeneous implementation dependent on individual professional 

trajectories. 

In addition, schools report a limited availability of specific materials for working on citizenship 

education. Although general guidelines and some ad hoc resources exist, there is no systematic 

identification of structured or commonly shared materials to guide its development. This shortcoming 

reinforces dependence on individual initiatives or specific projects and hinders the consolidation of 

coherent and sustainable approaches over time.  

Finally, the survey responses indicate that, among students, a lack of motivation is perceived, while, 

among teachers, there appears to be a significant amount of additional and unpaid work that remains 

largely invisible and is not sufficiently supported by educational institutions. 

Table 2 

Gap / Identified silence Type of gap Analysis heading 

Citizenship defined mainly in normative and 

pedagogical terms, with little explanation of its political 

dimension (conflict, power, agency). 
Structural gap 

Heading I. Conceptual gaps in 

the definition of citizenship 

Student participation conceived as controlled civic 

learning, with little real capacity for influence and 

power 
Structural gap 

Heading IV. Participation and 

power 

European citizenship treated as a cultural or 

institutional framework rather than as a political space 

for youth participation. 
Structural gap 

Heading VI. European 

citizenship and youth 

Youth conceptualised as future recipients rather than 

as present political subjects, especially at the 

European level. 
Structural gap 

Heading VI. European 

citizenship and youth (in 

dialogue with Section V) 

Lack of conceptual clarity about what is meant by 

citizenship, as different approaches overlap without 

operational distinction. 
Design gap 

Heading I. Conceptual gaps in 

the definition of citizenship 

Weakness of the curricular and evaluative status of 

citizenship education, which limits its visibility, 

continuity, and institutional priority.  

Design/evaluation 

gap 

Heading II. Curricular status and 

evaluation 

Insufficient organizational conditions for effective 

implementation, with heavy reliance on schools and 

teachers 

Implementation 

gap 

Heading III. Implementation 

conditions 

Inclusion widely recognized at the regulatory level, but 

poorly developed in operational terms, with little 

attention to structural and intersectional inequalities. 

Cross-cutting 

gap 

Heading V. Inclusion, equity, 

and intersectionality 
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Gap / Identified silence Type of gap Analysis heading 

Digital skills 
Cross-cutting 

gap 
Heading VII. Digital skills 

Source: prepared by the authors 

 

Table 3 

Country 

Status and 

curricular weight 

of EC 

Treatment of 

European 

citizenship 

Youth 

participation (real 

scope) 

Gap or main silence 

identified 

The 

Netherlands 

Compulsory 

transversal subject; 

hours not quantifiable 

EU not explicitly 

prescribed 
School-dependent 

Regulatory silence on the 

EU; high variability 

Turkey 
Specific subject + 

transversal (35 h) 
UE absent Tutored participation 

EU silence: citizenship 

focused on duties 

Poland Specific subject (90 h) EU as an identity axis Limited participation 
EU treated normatively, not 

as practice 

United 

Kingdom 

Specific (ENG) / 

transversal; variable 

by territory 

Peripheral Europe 

(post-Brexit) 
Consultative 

Europe displaced by national 

framework 

Norway 

Compulsory 

interdisciplinary-

transversal 

No EU; global 

approach 

Pedagogical 

participation 

European dimension 

displaced 

Spain Specific subject (90 h) UE integrated Consultive 
EU present without political 

agency 

Ukraine Mixed (70 h) 
Explicit pro-European 

orientation 
Limited participation 

European discourse. real 

agency 

Germany 
Variable depending on 

the Länder 

EU dependent on 

regional curriculum 
Consultive 

Territorial fragmentation; low 

comparability 

Finland 

Cross-disciplinary + 

specific module (85.5 

hours) 

EU: explicit but 

optional 
Formative 

participation 

EU and participation not 

guaranteed as a common 

experience 

Czech 

Republic 

Transversal; hours not 

quantifiable 

EU as a transversal 

theme 
Limited participation 

Diffuse EU; lack of political 

concreteness 

Source: prepared by the authors 

‘Better prepared youth in the values of education for citizenship in Europe (better legislation). It will 

serve for CLRAs to better perform their D's.’  

This statement, presented as a starting hypothesis in the development of the work, is confirmed by 

the analysis of the ’gaps and silences’. 

The regulatory, curricular and conceptual limitations we have identified not only affect the formal 

design of civic education, but also have a direct impact on the quality of young people's democratic 

participation, on the way they understand their role as citizens and on their ability to participate in an 

informed and responsible manner in spaces for debate. 

The fact that European citizenship is not clearly addressed as a real political experience, together with 

the weak integration of the digital dimension and limited training in deliberative processes, creates a 
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context in which many participants do not have the necessary tools to engage in informed, critical and 

well-founded debates. As a result, discussions are often based on poorly developed opinions or 

insufficiently justified statements, linked more to individual perceptions than to a reflective 

understanding of the political and social frameworks in which they are embedded. Discussions are 

based on poorly developed opinions or insufficiently justified statements, linked more to individual 

perceptions than to a thoughtful understanding of the political and social frameworks in which they 

are embedded. 

4.2.4 Analytical synthesis and interfaces with subsequent WP3 Tasks 

Transversal patterns across Tasks 3.1 and 3.2 

The findings generated by Tasks 3.1 and 3.2 illuminate citizenship education in Europe from 

complementary vantage points: the former through a systematic review of the academic literature, the 

latter through a comparative analysis of national policy and curricular frameworks. Read together, 

these analyses reveal a series of transversal patterns that transcend the distinction between academic 

discourse and institutional practice. Seven such patterns merit particular attention. 

The first and most persistent pattern is the depoliticisation of citizenship. Across both academic 

literature and policy frameworks, citizenship education is predominantly framed in terms of civic 

competences, democratic values, and behavioural dispositions rather than in terms of political agency, 

power relations, or democratic conflict. Both domains privilege consensus, social cohesion, and 

institutional trust over an understanding of democracy as a contested, participatory, and at times 

conflictual practice. This convergence is analytically significant: it suggests that the depoliticisation of 

citizenship is not merely a policy choice but a structural feature of the field. 

A second transversal pattern concerns the systematic positioning of young people as future citizens 

rather than as present political actors. The academic literature tends to access youth through 

outcomes such as competences, attitudes, and participation rates rather than through co-produced 

meanings. Also, the analysed policy frameworks frame young people as beneficiaries prepared for 

participation in their civic futures. In both domains, youth appear predominantly in a preparatory mode, 

with their capacity as epistemic agents or present democratic subjects largely unrecognised. 

Third, European citizenship functions across both domains as a normative and cultural reference 

rather than a lived political space. In academic literature, European identity is theorised as affective 

attachment or juridical status, with limited attention to the practice of supranational democratic 

participation. In policy frameworks, Europe appears as a values-based institutional horizon, rarely as 

an arena in which young people might exercise political agency. European citizenship, in short, is 

widely invoked but weakly articulated as an experiential practice, particularly for underrepresented 

and marginalised youth. 

Fourth, inclusion operates as a declarative principle that is insufficiently operationalised in either 

domain. The academic literature contains a growing body of justice-oriented scholarship on equality, 

solidarity, and recognition, but these perspectives remain unevenly integrated and limited in their 

intersectional reach. Policy frameworks similarly affirm diversity and inclusion as normative 
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commitments while providing limited guidance on differentiated, context-sensitive, or structurally 

transformative approaches. The ethical commitment to inclusion is strong, but the genuine 

translational mechanisms are weak. 

Fifth, competence-based frameworks dominate both academic and policy landscapes, while 

participation remains largely consultative or simulative. Civic competence models in the literature tend 

to align citizenship with measurable indicators amenable to governance logics. Policy frameworks 

articulate participation primarily through institutionalised mechanisms, e.g. student councils, 

representative bodies, but framed more as learning tools rather than as exercises of intrinsic 

democratic rights. The underlying logic in both domains is instrumental: competences are acquired, 

participation is practised, but the scope for genuine influence on outcomes remains limited. 

Sixth, the digital dimension of citizenship is emerging but remains under-integrated in both domains. 

Academic research has begun to map digital citizenship as a significant cluster of concerns, but this 

work is largely descriptive and theoretically fragmented. Policy frameworks recognise digital skills as 

educationally relevant but typically treat them as separate from broader citizenship objectives, without 

normatively connecting them to online political participation, disinformation literacy, or algorithmic 

ethics. 

Seventh, a persistent implementation gap separates normative aspiration from operational reality. In 

the academic literature, the disjuncture between policy ideals and lived practice is a recurring finding, 

particularly for youth and underrepresented groups. The comparative policy analysis confirms this 

structurally: across countries, citizenship education is broadly recognised in regulatory frameworks 

but poorly supported by resources, teacher training, materials, and monitoring mechanisms. The gap 

is not conceptual but operational,and it is structural. 

Shared analytical dimensions 

Taken together, these seven patterns point to a set of shared analytical dimensions that cut across 

both tasks and provide the conceptual architecture for subsequent WP3 work. Three dimensions are 

of salience. 

The first is the conceptualisation of citizenship and democracy: Both tasks reveal a persistent tension 

between legal-institutional, competence-based, and participatory-deliberative understandings of 

citizenship, with the latter systematically underrepresented. Both tasks also confirm that the dominant 

framings tend to conflate distinct conceptions of citizenship, civic behaviour, democratic participation, 

political agency, legal-political status, without adequate differentiation. This dimension requires explicit 

theoretical attention in Task 3.3, which must develop an integrative framework capable of holding 

these conceptualisations in productive tension rather than reducing citizenship to a single dominant 

logic. 

The second shared dimension is the positioning of youth: Both tasks demonstrate that young people 

are consistently framed as objects of civic socialisation rather than as subjects of democratic life. This 

positioning is not merely conceptual: it has direct consequences for how participation is designed, 

how inclusion is operationalised, and how education systems respond to underrepresentation. 

Reversing this positioning through a re-centring youth as epistemic agents and present democratic 
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actors is a constitutive challenge for Tasks 3.3, 3.4, and 3.5 alike (also an important dimension with 

respect to WP 5 roadmap). 

The third shared dimension is the tensions between aspiration and implementation. Results confirm 

that the primary challenge facing citizenship education in Europe is not the absence of normative 

commitments, but the absence of conditions necessary to translate those commitments into policies 

and educational practice. This gap is structural and rooted in the concrete allocation of resources, 

professional preparation, curricular coherence, and monitoring mechanisms. It must be addressed at 

the operational level as well as the conceptual level. An adequate theoretical framework will be 

necessary but not sufficient; effective educational and social politics and tools as well as a fiscal 

commitment and validated instruments are equally indispensable. 

Interfaces with subsequent WP3 Tasks 

The synthesis generated by Tasks 3.1 and 3.2 directly informs the design of Tasks 3.3, 3.4, and 3.5. 

Task 3.3 will develop a new theoretical framework on European citizenship and democracy education. 

The conceptual plurality identified across Tasks 3.1 and 3.2 provides both the raw material and the 

critical impetus for this work. Rather than resolving this plurality by selecting a single dominant 

framework, Task 3.3 is called upon to develop an integrative model that preserves the six conceptual 

clusters identified in the literature, legal-institutional, competence-based, identity-oriented, 

participatory, justice-oriented, and digital, while critically addressing their current limitations. In 

particular, the framework must foreground participatory and deliberative dimensions that are often 

marginalised:  

• actively re-position youth as epistemic agents and present democratic subjects;  

• conceptualise European citizenship as lived political practice rather than normative reference; 

• and operationalise inclusion through structurally differentiated and intersectionally sensitive 

approaches.  

 

Crucially, Task 3.3 must ground this framework not only in the academic and policy evidence 

generated by Tasks 3.1 and 3.2, but in the experiential knowledge produced through the Community-

Led Research and Action (CLRA) cycles of WP2. The participatory democratic spaces developed 

through WP2 provide the empirical and epistemological basis for a framework that challenges top-

down constructions of European citizenship and incorporates the perspectives of underrepresented 

youth. Conceptual development and bottom-up validation are thus constitutive features of Task 3.3, 

not sequential steps. 

Task 3.4 will develop a European Citizenship Toolkit, translating the theoretical framework into 

context-sensitive methodological guidance usable by educators, facilitators, and youth workers across 

diverse institutional settings. The gaps identified by Tasks 3.1 and 3.2 have direct implications for the 

toolkit’s design. The dominance of transmission-oriented and competence-based pedagogies signals 

the need for practical tools that support dialogic, experiential, and participatory approaches to 

citizenship learning. The consultative character of participation mechanisms calls for materials that 

help young people and particularly educators move from procedural engagement towards inquiry, 
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substantive deliberation and finally influence. The generality of inclusion approaches indicates that 

the toolkit must provide specific, differentiated guidance for addressing discrimination, structural 

inequalities, and under-recognition in educational settings. The weak integration of digital citizenship 

requires resources that normatively and practically connect digital skills to political participation, civic 

agency, and critical engagement with digital environments. Scenarios and tools within the toolkit must 

be grounded in the lived tensions and contextual diversity surfaced through WP2 CLRA projects, and 

iterative testing through WP4 cross-country consolidation will ensure validity and relevance across 

national contexts. 

Task 3.5 will develop and validate a large-scale survey instrument capable of operationalising the 

theoretical framework developed in Task 3.3 into reliable, contextually sensitive indicators. The 

findings of Tasks 3.1 and 3.2 carry important methodological implications in this regard. The 

bibliometric review confirms that existing survey instruments tend to draw on EU-wide comparative 

datasets that privilege statistical coherence at the cost of contextual specificity and lived experience. 

The comparative policy analysis identifies systematic weaknesses in the operationalisation of 

inclusion, the political dimension of citizenship, and the European dimension as participatory practice. 

These are weaknesses that current measurement instruments largely reproduce. Task 3.5 must 

therefore develop an instrument that captures not only individual competences and dispositions but 

also the structural and institutional conditions under which citizenship education takes place: civic 

knowledge and political engagement; forms and experiences of participation; identity, belonging, and 

European citizenship as practice; inclusion, solidarity, and recognition; digital citizenship and critical 

digital engagement; and the educational conditions shaping citizenship learning. Items will be co-

designed with young researchers and communities participating in WP2 democratic spaces, and 

cognitive testing must ensure that survey questions capture lived experiences rather than reproducing 

institutional assumptions.  

Across all three subsequent tasks, the synthesis provided by Tasks 3.1 and 3.2 performs a 

foundational function: it establishes the conceptual landscape within which WP3’s theoretical, 

methodological, and empirical contributions are positioned. It also makes legible the core challenge 

that unifies WP3’s work, the gap between the normative ambitions of European citizenship education 

and the structural conditions of its realisation, and identifies the analytical dimensions along which that 

gap must be addressed. Tasks 3.3, 3.4, and 3.5 do not merely build on this foundation: they collectively 

constitute WP3’s contribution to closing it in close cooperation with the other WPs. 
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5 Conclusions and use of results 
In relation to the findings of the bibliometric study, we concluded that this study mapped the 

knowledge base on European democracy and citizenship between 1992 and 2025. The results show 

a steadily growing and increasingly multidisciplinary field that brings together education, political 

science, sociology, and related disciplines. While Western Europe has so far dominated scholarly 

output, contributions from Central and Eastern Europe are becoming more visible, reflecting a 

diversification of perspectives. 

The conceptual analysis identified six thematic clusters, highlighting both long-standing issues such 

as civic competences and political participation, and emerging concerns such as digital citizenship, 

sustainability, and youth engagement. Temporal analysis suggests that the field is shifting towards 

contemporary challenges, particularly critical thinking, digitalization, sustainable development, and 

integration. Taken together, these findings underscore that European democracy and citizenship are 

dynamic and policy-relevant research domains. Future work should further connect academic 

inquiries with policy debates, expand cross-country collaborations, and pay closer attention to 

underexplored contexts. By doing so, scholarship can make an important contribution to 

strengthening democratic resilience, inclusive participation, and the broader project of European 

integration. 

Regarding the systematic review, the gathered findings reveal a field of European citizenship research 

that is geographically skewed, temporally crisis-reactive, methodologically narrow, epistemically top-

down, and theoretically fragmented. Although European citizenship is framed through diverse 

lenses—legal-institutional, competence-based, identity-oriented, participatory, inclusion and justice-

oriented, and digital—these perspectives are rarely consolidated into an integrative framework, 

limiting cumulative knowledge development (Keating, 2009; Hoskins & Mascherini, 2009; Schröder et 

al., 2025; Ortensi & Riniolo, 2020; Galan-Cubillo et al., 2025). While indicator-driven research and EU-

wide datasets enable comparability and modelling of participation and civic outcomes, they also flatten 

lived democratic practice and marginalise community-embedded participation and youth voice 

(Hoskins & Mascherini, 2009; Quaranta, 2020). Citizenship education is widely positioned as a central 

mechanism but is often treated instrumentally, emphasising competence transmission and curriculum 

delivery with limited theorisation of dialogic and justice-oriented pedagogies (Joris et al., 2022). 

Finally, inclusion, migration, unequal citizenship experiences, and hybrid digital participation patterns 

emerge as constitutive yet inconsistently theorised and weakly integrated dimensions of European 

citizenship, pointing to the need for stronger theoretical and measurement integration across these 

domains (Ortensi & Riniolo, 2020; Galan-Cubillo et al., 2025). 

Last, in relation to the literature review and bibliometric review’s actionable implications, we identified 

the following issues to be considered in the subsequent development of project, the toolkit and the 

survey.  
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9.2  Annex-1.3. Dataset-1_Web of 

Science_Bibliometric Analysis 
Due to the length of the annex, we provide a link (see below) to the database and the relevant article 

dataset; in case the link is not accessible, an extended annex is provided. 

https://www.webofscience.com/wos/woscc/summary/e094c628-d087-408b-a801-c928da2963b4-

01a94f306d/relevance/1 

9.3  Annex-1.4. Dataset-2_Web of 

Science_Bibliometric Analysis 
Due to the length of the annex, we provide a link (see below) to the database and the relevant article 

dataset; in case the link is not accessible, an extended annex is provided. 

https://www.webofscience.com/wos/woscc/summary/e094c628-d087-408b-a801-c928da2963b4-

01a94f306d/relevance/1 

9.4  Annex-1.5. Complete Dataset – YOUROPE 

Repository 
Due to the length of the annex, as well as the accessibility limitations of Web of Science, we 

additionally provide a link (see below) to the complete database and the relevant article dataset for 

this report in our YOUROPE Repository.  

 

YOUROPE Repository: WP 3: Civic Engagement Research 

 

  

https://www.webofscience.com/wos/woscc/summary/e094c628-d087-408b-a801-c928da2963b4-01a94f306d/relevance/1
https://www.webofscience.com/wos/woscc/summary/e094c628-d087-408b-a801-c928da2963b4-01a94f306d/relevance/1
https://www.webofscience.com/wos/woscc/summary/e094c628-d087-408b-a801-c928da2963b4-01a94f306d/relevance/1
https://www.webofscience.com/wos/woscc/summary/e094c628-d087-408b-a801-c928da2963b4-01a94f306d/relevance/1
https://repozytorium.uni.lodz.pl/handle/11089/57218
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10 Annex 2. Legal and Educational 

Framework of Citizenship in 10 

European countries 
THE KINGDOM OF THE NETHERLANDS 

GENERAL INFORMATION 

Ranking democracy 9 

Population (<25 years) 4.916.199 (data of 2024) 

Population distribution 

 
Pub. expenditure on education 4.90% GDP (data of 2023) 

MAIN EDUCATIONAL LEGISLATION 

Basic Law The Constitution of the Kingdom of the Netherlands 2018 

Main Educational Law Primary and Secondary Education | Basic Education | National Education Program 

Vocational Training Law Primary and Secondary Education | Basic Education | National Education Program 

Higher Education Law Secondary vocational training and higher vocational training | National Education Progr. 

KEYWORDS 

Democracy and citizen participation 

Democratic Training 1 
EU governance and 

EU institutions 
1 

European public 

policies 
1 

European political 

decision-making 
1 

EU educational policies 1 Political activism 1 
Political communication 

skills 
1 

Public assemblies and 

consultations 
1 

Citizen empowerment 1 Youth participation 1 Active participation 1 Civic behavior 1 

 

Human Rights and European Values 

•   

Access to justice 1 
Tolerance and non-

discrimination 
1 

Protection of 

fundamental rights 
1 Education in social justice 1 

Equality of rights 1 
Ethical and moral 

values 
1 Experiential learning 1 Freedom of Expression 1 

https://www.government.nl/topics/constitution/documents/reports/2019/02/28/the-constitution-of-the-kingdom-of-the-netherlands
https://www.nponderwijs.nl/po-en-vo/aan-de-slag
https://www.nponderwijs.nl/po-en-vo/aan-de-slag
https://www.nponderwijs.nl/mbo-en-ho
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Globalization and 

human rights 
1 Individual Freedoms 1 Minority Protection 1 Non-violence 1 

Respect for human 

dignity 
1 Respect for norms 1 

Rights and duties of 

European citizens 
1 Rule of law 

1 

Education, Youth Participation, and Equity 

Appreciation of 

diversity 
1 

Cultural diversity in 

Europe 
1 Critical thinking 1 Resource redistribution 1 

Inclusive policies 1 
Media 

use/consumption 
1 Mutual respect 1 

Universal access to 

education 
1 

Regional development 1 
Sense of belonging to 

Europe 
1 Academic mobility 1 

 
Digital 

Literacy/citizenship 
1 

Peaceful conflict 

resolution 
1 Equity in education 1 

 

Laws Involved 

Netherlands. (1983). The Constitution of the Kingdom of the Netherlands 2008. Government of the Netherlands. 

https://wetten.overheid.nl/BWBR0001840/ (Valid from 22-02-2023, Chapter 1)  
Netherlands. (2025). Primary Education Act (Wet op het primair onderwijs). Government of the Netherlands. 

https://wetten.overheid.nl/BWBR0003420 (Valid from 16-06-2025, Titles 1, 2 and 3) 
Netherlands. (2026). Secondary Education Act 2020 (Wet voortgezet onderwijs). Government of the Netherlands. 

https://wetten.overheid.nl/BWBR0044212/2026-01-01/0 (Valid from 01-01-2026, Chapters 1, 2, 3, 4, 5, 6, 7 and 8) 
Netherlands. (2025). Adult and Vocational Education Act (WEB). Government of the Netherlands. 

https://wetten.overheid.nl/jci1.3:c:BWBR0007625 (Valid from 22-02-2023, Chapters 1, 2, 5, 6, 7, 8) 
Netherlands. (2025). Higher Education and Research Act (WHW). Government of the Netherlands. 

https://wetten.overheid.nl/BWBR0005682/  (Valid from 01-01-2025, Chapters 1, 2, 3, 6, and 7) 

Additional comments 

Other sources consulted: 
Nationaal Programma Onderwijs. (n.d.). National Education Programme. https://www.nponderwijs.nl/  
SLO. (n.d.). Netherlands Institute for Curriculum Development. https://www.slo.nl/ 
Inspectorate of Education. (n.d.). Legal mandate for citizenship education. 

https://www.onderwijsinspectie.nl/onderwerpen/burgerschap/wettelijke-opdracht  
Statistics Netherlands. (n.d.). Official statistics of the Netherlands. https://www.cbs.nl/en-gb  
Daas, R., ten Dam, G., Dijkstra, A. B., Karkdijk, E., Naaijer, H., Nieuwelink, H., & van der Veen, I. (2023). Burgerschap in 

beeld. Burgerschapscompetenties en burgerschapsonderwijs in vergelijkend perspectief (Resultaten uit de 

ICCS 2022-studie). Amsterdam University Press. https://www.iccsnederland.nl/wp-

content/uploads/2023/11/Daas-ea-2023-Burgerschap-in-Beeld.-Burgerschapscompetenties-en-

burgerschapsonderwijs-in-vergelijkend-perspectief.pdf  
Government of the Netherlands. (2021, June 23). Amendment to clarify the statutory obligation for citizenship education in 

primary and secondary schools (Articles 8.3 WPO and 17 WVO). Official Gazette of the Kingdom of the 

Netherlands. https://zoek.officielebekendmakingen.nl/stb-2021-293.html  
Government of the Netherlands, Ministry of Education, Culture and Science. (2023, July 6). Supervision framework 2023: 

Annex to letter to the Upper House – basic framework for primary and secondary education supervision. 

https://www.rijksoverheid.nl/binaries/rijksoverheid/documenten/rapporten/2023/07/06/bijlage-stc-basiskader-v-

so-2023/bijlage-stc-basiskader-v-so-2023.pdf  
Government of the Netherlands. (2021, August 1). Act on Expertise Centres (WEC Act), Article 11. wetten.overheid.nl. 

https://wetten.overheid.nl/BWBR0003549/2021-08-01/#Hoofdstuk%E2%80%91Artikel11  
Versnellingsplan. (2021, December 2). Framework for digital competences of lecturers. 

https://www.versnellingsplan.nl/en/Kennisbank/framework-for-digital-competences-of-lecturers 

EDUCATIONAL POLICY ANALYSIS 

1. How is citizenship education defined in national policies? 

https://wetten.overheid.nl/BWBR0001840/
https://wetten.overheid.nl/BWBR0003420
https://wetten.overheid.nl/jci1.3:c:BWBR0007625
https://wetten.overheid.nl/BWBR0005682/
https://www.slo.nl/
https://www.onderwijsinspectie.nl/onderwerpen/burgerschap/wettelijke-opdracht
https://www.cbs.nl/en-gb
https://www.iccsnederland.nl/wp-content/uploads/2023/11/Daas-ea-2023-Burgerschap-in-Beeld.-Burgerschapscompetenties-en-burgerschapsonderwijs-in-vergelijkend-perspectief.pdf
https://www.iccsnederland.nl/wp-content/uploads/2023/11/Daas-ea-2023-Burgerschap-in-Beeld.-Burgerschapscompetenties-en-burgerschapsonderwijs-in-vergelijkend-perspectief.pdf
https://www.iccsnederland.nl/wp-content/uploads/2023/11/Daas-ea-2023-Burgerschap-in-Beeld.-Burgerschapscompetenties-en-burgerschapsonderwijs-in-vergelijkend-perspectief.pdf
https://zoek.officielebekendmakingen.nl/stb-2021-293.html
https://www.rijksoverheid.nl/binaries/rijksoverheid/documenten/rapporten/2023/07/06/bijlage-stc-basiskader-v-so-2023/bijlage-stc-basiskader-v-so-2023.pdf
https://www.rijksoverheid.nl/binaries/rijksoverheid/documenten/rapporten/2023/07/06/bijlage-stc-basiskader-v-so-2023/bijlage-stc-basiskader-v-so-2023.pdf
https://wetten.overheid.nl/BWBR0003549/2021-08-01/#Hoofdstuk%E2%80%91Artikel11
https://www.versnellingsplan.nl/en/Kennisbank/framework-for-digital-competences-of-lecturers
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In the Netherlands, citizenship education has been compulsory since 2006 in primary, secondary and special 

education. It focuses on active participation, social integration and cultural diversity48. In primary education, citizenship 

is mainly integrated transversally across subjects, whereas in secondary education it is also institutionalised through 

the compulsory subject Maatschappijleer, which addresses democratic institutions, the rule of law and civic 

participation. The National Curriculum Institute (SLO) provides guidelines and tools to support schools in developing 

their own citizenship education programmes within this framework. Since the 2021 amendment to the statutory 

citizenship obligation, schools are required to articulate more explicitly how they promote democratic values and the 

rule of law. 
The goals of their citizenship education include freedom, equality, solidarity, democratic participation, respect for the 

law, and tolerance. Vocational training (VET/MBO) focuses on four dimensions: political-legal, economic, social and 

vital (critical thinking, perspective and well-being). Emphasis is placed on critical competencies and awareness of 

human rights, sustainability, the culture of peace and diversity. Although citizenship education has been legally 

mandatory since 2006, its implementation has traditionally been highly decentralised, granting schools considerable 

autonomy in determining how to fulfil this statutory obligation. 
Local, national, European and global dimensions of citizenship are addressed within the Dutch framework, with 

increasing reference to international perspectives. Since 2021, the statutory citizenship obligation explicitly requires 

schools to promote democratic values and the rule of law. In addition, elements of global citizenship are incorporated 

through curriculum guidance and internationalisation policies. The Canon van de Nederlandse geschiedenis situates 

national historical narratives within broader European and global contexts, contributing to a multi-level understanding 

of citizenship.  
We find specific international programs and frameworks such as EACEA/EURYDICE 2023, European and global 

frameworks. In VET/MBO, there is a national agency (2017-21), and in 2022 an action plan is implemented with 

supervision of the educational inspection service and teacher professionalization. Nuffic49 centralizes and promotes 

Erasmus+ and the internationalization of education. At the university level, institutions such as Maastricht University 

strengthen the Global Citizenship Education (GCEd) approach.  
Cultural and sexual diversity are explicitly addressed within primary and secondary curricula as part of broader 

commitments to equality and non-discrimination. In VET/MBO, democratic values, human rights and cultural plurality 

are incorporated into competence-based modules, often linked to social participation and workplace citizenship. 

These elements reinforce the inclusive dimension of citizenship education across educational levels.  

2. Are educational actors involved in the drafting of education policy?  

Different actors are involved in policymaking at different levels. The Ministry of Education (OCW) sets the regulations 

(laws and reforms), the National Curriculum Institute (SLO) is responsible for designing the guidelines and 

implementation frameworks. The education inspectorate evaluates and supervises implementation. Education 

professionals develop and implement curricular autonomy programs within the framework of school educational 

projects. Students participate in VETMBO and at the university via Intercity Student Consulation (Interstedelijk 

Studenten Overleg, ISO). Civil society and NGOs support and advise by participating in global and European 

frameworks. Families are indirectly involved through school councils and management bodies.  
With regard to student involvement, representation mechanisms exist at different educational levels. In primary and 

secondary education, participation mainly takes place through school councils, while in VET/MBO and higher 

education national student organisations contribute to consultations and policy discussions at sectoral and ministerial 

level. 

3. How is education policy implemented in practice?  

The 2021 law reinforced its mandatory nature by requiring schools to develop a clear vision of how they promote 

democratic values. There is no legal exemption based on religious reasons, but school diversity allows for different 

approaches depending on the identity of the school (Catholic, Islamic, Protestant, secular, etc.).  

In terms of curriculum structure, there are no fixed hours determined by the government, but it is required that the 

contents be integrated in a structural, continuous and coherent way. In secondary school, the subject 

Maatschappijleer has a compulsory assessment and a specific curricular weight, whereas in Vocational Training 

 
48 Dijkstra, A. B. (n.d.). Citizenship education in the Netherlands. Federal Agency for Civic Education (bpb). 

https://www.bpb.de/die-bpb/partner/nece/329084/citizenship-education-in-the-netherlands/ 
49 Nuffic. (n.d.). eTwinning and Erasmus+ projects in Dutch schools. Retrieved from https://www.nuffic.nl 
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(VET/MBO), these contents are addressed through transversal modules of personal, social, and work skills. At the 

university level, although there is no compulsory training, specific courses in education, law, or social sciences 

address civic content, often complemented by school projects and student participation. 
 

Implementation in the classroom is carried out through active methodologies such as project-based learning, 

structured debates, democratic simulations like parliamentary models, and ethical reflection on real dilemmas50. The 

legislation requires promoting tolerance, equality, and respect for human rights, as well as teaching students to 

resolve conflicts in a democratic way while stimulating reflection on diversity, freedom of expression, and pluralism. 

Within this framework, critical thinking is promoted as one of the key objectives. 
To support this, different resources and organizations are available, such as ProDemos the national center for 

democratic education and the rule of law, which provides materials and visits to parliament, or School Leaders for 

Democracy, focused on the training of school leaders in civic issues. 
Furthermore, cooperation with municipalities on youth participation through volunteer actions ensures these initiatives 

remain aligned with digitalization, inclusive education, and sustainability policies. Regarding evaluation, in primary and 

lower secondary schools the process is mainly qualitative, focused on teacher observations. In upper secondary 

school, however, Maatschappijleer includes a compulsory examination with rubrics for social competences, 

argumentation, and critical analysis. The follow-up and monitoring of the centers is conducted by the educational 

inspection service, which evaluates how schools apply their vision of citizenship. Since 2021, all schools must 

document and justify their progress, while the Evaluatiecommissie Burgerschapsonderwijs reviews the quality of 

implementation at a national level. 

Finally, the Netherlands actively participates in European networks such as eTwinning, Erasmus+, and the Council of 

Europe Democratic Competences Framework (RFCDC). This is supported by teacher training; in initial training, there 

is mandatory content on diversity and inclusion, particularly for primary education. Teacher training universities 

(hogescholen) include specific modules in civic education, which are complemented by voluntary continuing 

education programs offered by NGOs and public entities. These trainings address fundamental rights, intercultural 

dialogue, and complex issues such as the balance between freedom of expression and hate speech. 
 

4. Are there any challenges in the implementation of education policy?  

Freedom of education, with a constitutional character, implies that schools can prioritize religious or basic training 

over citizenship, reducing a practical approach. Supervision focused on basic subjects’ limits attention to citizens, 

causing irregular implementation.  

The main challenges for the implementation of citizenship education in the Netherlands teacher training and the 

detection of fragmentation and unequal achievement between schools is detected. From 2021, monitoring is more 

demanding, and schools are required to show evidence of real implementation of democratic values. Therefore, the 

statement should be distinguished between before and after 2021. 

Religious organizations, backed by constitutional educational freedom, demand autonomy to adapt citizenship 

content, resisting a uniform imposition. On the other hand, educational fragmentation (Christians, Islamists, 

secularists) generates differences in how citizenship is taught and makes common visions difficult.  

Furthermore, there is no specific national policy for communities such as Roma, although some municipalities do 

apply adaptive approaches51. 
All this poses important challenges for the country, such as the fact that some teachers declare that they do not feel 

prepared to address ethical, religious or political dilemmas in the classroom52. There are also fears regarding 

polarization, negative reactions from families or communities, or the lack of learning materials adapted to diverse 

contexts53. 
This stratified system, especially in lower secondary school, reinforces the differentiation of citizenship between 

socioeconomic classes, limiting the effective interaction between different groups. Similarly, immigration education 

tends to focus on assimilation, rather than promoting active pluralism; A lack of awareness on issues such as sexuality 

and nationality is detected for migrant students. 

 
50 Van Driel, J. et al. (2022). Civic Learning and Teaching Practices in Dutch Schools. University of Leiden. 
51 SIRIUS Policy Network. (2020). Migrant and Inclusive Education in the Netherlands. https://www.sirius-

migrationeducation.org 
52 University of Amsterdam. (2022). Teachers and Controversial Issues in Civic Education. Faculty of Social and Behavioural 

Sciences. 
53 Curriculum.nu. (2019). Proposals for citizenship education reform. Retrieved from https://curriculum.nu  
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The following are identified as opportunities for improvement54: continuous training and a clearer curriculum line could 

improve teachers' preparation along with their confidence, as well as giving greater internal coherence to educational 

programs; regular updating of resources by ProDemos or European networks can strengthen the civic approach in 

the school; the integration of citizenship and sustainability throughout the school;  with shared objectives and 

evaluation systems aligned with European practices. However, there are risks of politicization or instrumentalization 

as a proposal to register minority cultural values or restrictions on LGBTQ content have been criticized as possible 

forms of state bias and exclusion. 

 

5. Impact and best practices  

In the Dutch educational context, several initiatives have established themselves as benchmarks for successful 

citizenship implementation, moving from theoretical knowledge to practical democratic engagement. The following 

best practices are particularly noteworthy. 

 ProDemos Programs: offers Visits to the Binnenhof (Parliament) and Klassenjustitia (court visits) where 

students participate in mock trials and debates at Secondary and VET/MBO levels55. 

 The Vreedzame School (The Peaceful School) as a program where students are trained as mediators to 

resolve their own conflicts, fostering a democratic school climate from an early age (primary education students)56. 

 Democratic Simulations, using tools like StemWijzer (VoteMatch) for mock elections (Scholierenverkiezingen) 

to practice political choice without bias. As Prodemos, for Secondary and VET/MBO students57. 

 Community Service: although no longer a national mandate, Maatschappelijke stage (Social Internships) 

remains a best practice for connecting Upper Secondary students with local NGOs58. 

 Moots (moot court): It should be mentioned that Moot Courts are a widely used tool in Dutch universities to 

foster civic and legal competence59. 

 

THE REPUBLIC OF TURKEY 

GENERAL INFORMATION 

Ranking democracy 4.26 

Population (<25 years) ~31 M., 39.4 % (data of 2023) 

Population distribution 

 

Main minorities Kurds, Circassians, Arabs, Greeks, Armenians, Assyrians, Turkish Jews 

 
54 Erden-Başaran, Ö. (2023). Challenges and Good Practices in Citizenship Education: The Case of the Netherlands. 

Educational Knowledge Union Journal, 5(1), 45–60. https://dergipark.org.tr/en/pub/eku/issue/78736/1247626 
55 ProDemos – House for Democracy and the Rule of Law. (n.d.). ProDemos. https://en.prodemos.nl/ 
56 CED-Groep. (n.d.). Vreedzaam. https://www.cedgroep.nl/merken/vreedzaam  
57 Stichting Stemtool. (n.d.). Online Stemtool. https://onlinestemtool.nl/  
58Vrijilligerswerk.nl. (n.d.). Jongeren uitgelicht. https://www.vrijwilligerswerk.nl/kennis/werven-van-

vrijwilligers/dg+jongeren+uitgelicht/2004214.aspx  
59 Leiden University. (n.d.). Moot court. Institute for the Interdisciplinary Study of the Law. 

https://www.universiteitleiden.nl/en/law/institute-for-the-interdisciplinary-study-of-the-law/moot-court  

https://worldpopulationreview.com/country-rankings/democracy-index-by-country
https://dergipark.org.tr/en/pub/eku/issue/78736/1247626
https://en.prodemos.nl/
https://www.cedgroep.nl/merken/vreedzaam
https://onlinestemtool.nl/
https://www.vrijwilligerswerk.nl/kennis/werven-van-vrijwilligers/dg+jongeren+uitgelicht/2004214.aspx
https://www.vrijwilligerswerk.nl/kennis/werven-van-vrijwilligers/dg+jongeren+uitgelicht/2004214.aspx
https://www.universiteitleiden.nl/en/law/institute-for-the-interdisciplinary-study-of-the-law/moot-court


 

77  

Pub. expenditure on education 3.6% GDP (data of 2021) 
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National Education Basic Law No. 1739, art. 11, (Democracy education)60; The National Youth and Sports Policy Document 

(Created in accordance with the below provision of Article 18 of the Legislative Decree Number 638 on the Organization 

and Duties of the Ministry of Youth and Sports 
 

National Education Basic Law No. 1739, art. 4, (Generality and equality) art. 8, 15 (Gender equality), Art. 17 (Universality). 

The National Youth and Sports Policy Document (Created in accordance with the below provision of Article 18 of the 

Legislative Decree Number 638 on the Organization and Duties of the Ministry of Youth and Sports (Human Rights. Moral 

values)                                                 

 

Additional comments 

EDUCATIONAL POLICY ANALYSIS 
 

1. How is citizenship education defined in national policies?  

The concept of Citizenship education in Türkiye is shaped by different ideological influences, from secular and 

nationalist aims to more religious-nationalist orientations, which reflects the political changes and events that the 

country has gone through the last Century (The Turkish term for citizenship vatandaşlık derivates from the word vatan 

or yurt, meaning homeland or motherland). 
This process has been researched by many authors, such as Abdulkerim Sen and Hugh Starkey61, who have stated 

the transition from what they call the old nationalist version (traditional civic education) and the contemporary liberal-

internationalist model (citizenship education). More recently Islamic nationalism has also had an impact on the final 

Citizen education curricula, since Islamic oriented parties rule the country since 2012. It is therefore evident that 

nationalism plays a key role in citizenship education. 
The first step to understand this approach must be found on the Constitution of the Republic of Türkiye (Article 42) 

which states that education must be conducted in accordance with the principles and reforms of Mustafa Kemal 

Atatürk, based on contemporary scientific and educational methods, under the supervision and control of the state. It 

even forbids the establishment of educational institutions that contradict these principles. 

Following on from the above, the concept is mainly shaped by the Education Basic Law No. 1739, which outlines the 

fundamental principles, rights, and obligations within the Turkish educational system, (from art. 4 onwards). The Law 

stablishes the basic objectives of the Turkish education system, highlighting generality and equality (art. 4, 8), society 

needs oriented (Art.5), personalization (art 6) and Gender equality (art. 8, 15).  

Democracy education is based on article 11, stating that to ensure a strong, stable, free, and democratic society, it is 

essential for citizens to be aware of democratic principles and possess the necessary knowledge, understanding, and 

proper conduct. The goal is to help students gain self-respect and grow through all types of educational activities. 

However, educational institutions must not promote political or ideological views that contradict the principles of 

Atatürk's nationalism as outlined in the Constitution.  

Accordingly, Atatürk's Revolution principles are the base of all the education principles, as stated in art. 10 (The 

Atatürk's Revolution principles, also known as Kemalism, are Republicanism, Populism, Nationalism, Laicism 

(Secularism), Statism, and Reformism) 
Therefore, there isn’t a standalone approach to “European Citizenship” like in some European countries. We can see, 

nonetheless, that some parts of the concept can be found as citizenship, democracy, human rights, and civic 

responsibilities. Nor is there an explicit promotion of European identity, as the aforementioned Turkish identity 

nationalism excludes such a concept. However, Türkiye  is associated to several EU programs, as HORIZON EUROPE, 

linked to Research and development, COSME, EU program for the competitiveness of enterprises and small and 

medium-sized enterprises, and Creative Europe, which supports cultural and creative industries. Türkiye  is also a 

member of the Erasmus+ programme since 2004, which is the main initiative to promote education in Europe. One of 

the most important objectives of this Programme is to promote the strengthening of European identity and active 

citizenship.  

The impact of this Programme is huge. As the European Commission has already stated, Türkiye  has received €740 

million between 2014 and 2020. More than 36,500 Turkish organizations have participated in the Programme and 

315,000 students, trainees, staff and teachers had a mobility experience abroad. Erasmus+ has therefore served as 

 
60

 Art 11: “In all educational activities, efforts are made to instill and develop in students the democratic consciousness, knowledge, 

understanding, and behavior regarding national governance, the sense of responsibility, and respect for moral values that citizens must 

possess for the establishment and continuation of a strong, stable, free, and democratic social order; however, political and ideological 

indoctrination contrary to Atatürk's nationalism, as expressed in the Constitution, and involvement in daily political events and discussions 

of this nature are strictly prohibited”. 
61
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a bridge between Türkiye  and the European Union, playing a role in enhancing dialogue and fostering positive 

perceptions among Turkish citizens towards the EU. 
Moreover, Türkiye  is actively engaged in the 2030 Agenda for Sustainable Development, with coordinated national 

and local efforts and initiatives aimed at achieving the SDGs, as it has been reflected by the UNDP programme. 

Continuous efforts are needed to overcome existing challenges and ensure inclusive and sustainable development 

across the country. 
 

2. Are education actors involved in the drafting of education policy?  

•  

In Türkiye, the development of education policy, including citizenship education curricula, follows a highly centralized 

model dominated by the Ministry of National Education (MoNE). The process involves varying degrees of stakeholder 

participation depending on the specific policy document or reform.  
The Ministry of National Education holds primary responsibility for curriculum development and implementation. 

According to the MoNE Strategic Plan 2024-2028, curriculum updates are designed "to meet contemporary needs 

while reflecting our traditional cultural heritage" with the Ministry maintaining centralized control over curriculum 

content, textbooks, and assessment systems. 

The "Türkiye Century Education Model" (Türkiye Yüzyılı Maarif Modeli), introduced in 2024, exemplifies this 

centralized approach. While Minister of Education Yusuf Tekin announced that "public feedback and suggestions will 

be solicited for a week regarding the newly announced curriculum," the consultation period was notably brief (one 

week) and the final decisions remained under ministerial authority. The curriculum was developed primarily by MoNE 

officials and approved by the Minister, with limited transparent involvement of external educational actors during the 

design phase.62 
While general curriculum development remains centralized, certain policy documents have incorporated more 

participatory approaches. The Vocational and Technical Education Policy Document (2024) was "developed through 

consultations with stakeholders and based on top-level policy documents," including input from industry partners, 

employers, and vocational education institutions. This document aims to "strengthen the link between vocational 

education and employment, increase collaboration with industry and promote youth and NEET participation." 

Youth policies in Turkiye are collected in policy briefing called “The National Youth and Sports Policy Document”, 

that has been prepared in accordance with the provision of the Article 18 of the Legislative Decree Number 638 on 

the Organization and Duties of the Ministry of Youth and Sports. This document has been drawn up through a 

participatory method, in accordance with the opinions and recommendations of public institutions and organizations, 

universities, non-governmental organizations, trainers and most importantly, young people. The document collects all 

the principles and values that any law applicable to the youth population may have. Among these principles and 

values, we can identify: commitment to human rights, democratic values and the Republic; to adopt, to live and to 

maintain national, historical, cultural and humanitarian values; to develop a rights-based approach; to prevent all kinds 

of discrimination and to realize equal opportunities; to consider individual and social differences as wealth and to 

consider this wealth a means of social solidarity and integration; to be importance to research and knowledge; to give 

priority to disadvantaged young people; to promote participation, accountability and transparency. Areas where laws 

should pay attention to youth are also identified, such as education laws, family, employment, entrepreneurship and 

vocational training, ethics and humanitarian values, disadvantaged young people and social inclusion, health and 

environment, democratic participation and civic consciousness, culture and art, science and technology, and youth 

in the international arena and intercultural dialogue. 
Research on Turkish education policy processes indicates that while teachers and civil society organizations may be 

consulted, their influence on final curriculum content is limited. Academic studies note that "the AKP's educational 

reforms developed within a complex, multidimensional context involving various actors with diverse and shifting 

interests," but emphasize that "power vectors" demonstrate how "community associations, religious groups, and 

economic circles penetrate and consolidate their influence in the education sector" primarily through government 

strategic targeting rather than bottom-up participation. A 2019 conference organized by the European Liberal Forum 

and Friedrich Naumann Foundation noted that education stakeholders in Turkey identified "a lack of... real 

participation of students in school governance" and emphasized that democratic participation structures remain 

underdeveloped in Turkish educational policy processes. 

 

3. How is education policy implemented in practice? 
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•  

Turkish education legislation is grounded in a set of core laws and regulations that delineate the rights and obligations 

of all stakeholders within the educational system. Among these, the National Education Basic Law No. 1739 constitutes 

the principal legal framework, designed to ensure equal access to education while upholding the national principles 

derived from Atatürk’s reforms. This law formalizes the state’s duty to provide education to all citizens, thereby 

supporting the development of a democratic and secular society. 

Complementing this framework, the Law No. 222 on Primary Education establishes compulsory schooling for children 

between the ages of 6 and 14, reaffirming the state’s commitment to universal access to basic education. Furthermore, 

the Higher Education Law No. 2547 regulates the governance and structure of higher education institutions, 

safeguarding academic autonomy while maintaining stringent standards aimed at achieving educational excellence. 

Collectively, these legislative instruments provide a comprehensive normative foundation intended to foster an 

inclusive, equitable, and coherent educational environment in Turkey. 

The Turkish education system is a structured system, encompassing various stages from non-compulsory 

kindergarten to secondary and high school. Primary education, marked by compulsory attendance, lays the 

foundation. The secondary and high school stages provide specialized tracks, including science, social sciences, 

vocational, and religiously oriented Imam Hatip schools.  

Primary education in Türkiye  lasts 8 years, covering grades 1 to 8 (12 years compulsory education system). The first 

4 years are called “primary school” (ilkokul), and the next 4 years are “middle school” (ortaokul). Together, they make 

up the full primary education cycle63. Secondary education lasts 8 years (grades 9 to 12). It’s split into two different 

pathways, high school (lise), and Vocational and Technical High Schools (Meslek Lisesi). 
Citizen education is taught in several courses. Their curriculums roots on the basis of “General Purposes of Turkish 

National Education” and the “Basic Principles of Turkish National Education” as stated in Article 2 of the Basic Law 

on National Education No. 1739, already explained.  

Among the different courses identified, two are worth mentioning: 

The so-called Social Studies subject is delivered in grades 4, 5, 6 and 7. This course was officially introduced as a 

distinct part of the primary school curriculum in the 1950s to provide students with a broader understanding of society, 

citizenship, culture, and national identity.  

However, the contents of the course have changed over the years, influenced by major international developments. 

For example, the United Nations’ Decade for Human Rights Education prompted Türkiye  to introduce Citizenship and 

Human Rights Education courses in 1995. The willingness to integrate within the European Union had also an impact 

on the contents of the curriculum. However, it has commonly been a means to promote secular nationalism in 

education. 

The curriculum of this course addresses 7 areas of learning: 
1. Individual and Society: processes of being “me” and “we”, focuses on psychology, sociology and social 

psychology from the social sciences. 

2. Culture and Heritage: It aims to create a national consciousness that will ensure the preservation and 

development of the Turkish culture. 

3. People, Places and Environments: provide the students with the spatial basic knowledge, skills and values 

necessary for human life, is mainly focused on geography 

4. Science, Technology and Society innovative, critical and scientific thinking is the basis for advances in science 

and technology 

5. Production, Distribution and Consumption, the foundation of this field of learning is the development of 

entrepreneurial and conscious consumer skills of the students. 

6. Effective citizenship focuses on the concept of effective citizenship within the framework of sociology, political 

science and law. 

7. The Global Connections, to educate effective and responsible Turkish citizens who follow the agenda of the 

developing world with global connections and to produce solutions to the problems facing them. 

The "Human Rights, Citizenship and Democracy" course (introduced  between the years 2015–2018) is taught at 4th 

grade and reinforced in later years. It covers democratic participation, explaining the importance of the rule of law 

principle, and what active citizenship means. It is structured around six main thematic units, each designed to foster 

understanding and application of democratic values, human rights, and active citizenship. 

The course is scheduled for 1 hour per week 

The curriculum consists of six units:  
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1. Being Human. Qualities of being human and their relationship with rights. It emphasizes children’s rights based on 

the differences between child and adult 

2. Right, Freedom and Responsibility. The relationship between rights, freedom and responsibility is determined 

3. Justice and Equality. It emphasizes justice and equality by addressing the consequences that arise when rights, 

freedoms and responsibilities are appropriately exercised and unused. 

4. Reconciliation. The causes and consequences of disputes are questioned whether all disputes require 

reconciliation and focus on ways of reconciliation. 

5. Rules. The rules are the essential building block and determinant of “the supremacy of law,” the indispensable 

element of democracy 

6. Living Together. How is to live in a Society, emphasizing the relationship between the state and the citizen. 

Other courses have less impact on citizenship education, but are important nonetheless: 

In 8º grade “Revolution History and Kemalist Principles” which addresses Civic education in historical context: 

establishment of the Republic, Atatürk’s reforms and principles, national sovereignty, secularism, democracy, and 

citizenship responsibilities in a republic. 

During High School different courses such as Philosophy, Social Sciences, and other electives subjects  cover 

advanced civic topics such as ethics, justice, human rights, political philosophy, democracy, social participation, 

critical thinking about society. 

Other School activities and civic projects are also designed to promote participation, volunteering, and leadership. 
Last 2024, the Turkish Ministry of Education launch the “Türkiye Yüzyılı Maarif Modeli”, or “Century of Türkiye 

Education Model”, a comprehensive, skills-based national curriculum reform aiming to modernize and reform the 

Turkish education system. 
The model aims to raise “competent and virtuous people”. As explained by the Education Ministry, while “competence 

refers to having the knowledge and skills required in a certain field, virtue includes spiritual maturity, in other words, 

morally praised virtues”. One of its main characteristics is that it gives importance to national consciousness, 

patriotism and cultural value. It integrates global challenges (climate change, migration) and digital literacy into 

citizenship education and also includes new topics such as digital citizenship in the curriculum.   

The model has started to be implemented in preschool, primary school (grade 1), secondary school (5), high school 

preparatory and 9th grades in the 2024-2025 academic year.  
The curriculum of all the courses studied curriculum contains a specific pedagogical approach. For example, in the 

course Human Rights, Citizenship and Democracy is explained that  
1. Concepts related to human rights, citizenship and democracy should be addressed in relation to each other. 

2. In the teaching learning process, the explanations should be paid to the explanations as the gain explanations 

determine the subject area limit. 

3. Terminology, examples and activities suitable for the students’ development characteristics and levels should 

be used when discussing educational contents, topics and concepts related to human rights, citizenship and 

democracy. 

4. It should be emphasised that the culture of coexistence will be liaised with the unity of the country, nation, flag 

and state. 

5. The teacher must reinforce the national, spiritual, cultural, human and universal values of the students; they 

should be role models or guide to fulfill their duties and responsibilities towards the national, unitary, modern, 

democratic, secular and social rule of law. 

6. Where necessary, basic documents such as the United Nations Convention on the Rights of the Child, the 

Universal Declaration of Human Rights, and the European Convention on Human Rights shall be used. 

7. Related topics of the Social Studies Course Teaching Program should be established. 

It specifically promotes formative and process-oriented assessment approaches rather than standard exams. It also 

encourages the use of performance-based tasks, observation, and descriptive feedback rather than memorization or 

testing64. 
Finally, Türkiye doesn’t have policies on training teachers for citizenship education65 
 

4. Are there any challenges in the implementation of education policy?  

The social context or reality of the country has an obvious impact on the concept of citizenship that, with a certain 

homogeneity, is used in Europe. 

The principles of Attaturk's revolution, or Kemalism, have a very clear impact on the criteria that defines citizenship.  

However, because of their importance, it is necessary to flag two of them: 

 
64

 YAKAR, H., “Evaluation of the Primary School 4th Grade ‘Human Rights, Citizenship and Democracy’ Curriculum According to Teachers' 

Views”, 2019 
65 European Commission: European Education and Culture Executive Agency, Sigalas, E. and De Coster, I., Citizenship education at school 

in Europe, 2017, Publications Office, 2018 
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Nationalism, pushed to its limits, can lead to the rejection of other supranational identities, such as European identity. 

Turkey's geographical location, straddling Europe and Asia, means that it is located in the middle of numerous regional 

conflicts (Israel, Syria, Caucasus, Iran…), which increases nationalist feelings, less so than recognized values such as 

equality, peace and respect for other peoples.  

However, it is fair to recognize that Turkey is the country that has taken in the most migrants in the world, in an 

exercise of generosity and humanity. 

Another relevant revolutionary principle is Secularism, or Laicism. Widely invoked in scientific literature as one of the 

values most reflected in the education system, it has become less present in recent decades. The presence of Islamic 

parties in the government for years has given rise to a religious trend in the country, which has been reflected in the 

opening of a number of religious schools, Imam Hatip schools, and in the recent educational reform presented at the 

end of 2024, acknowledged as Türkiye Yüzyılı Maarif Modeli. This reform includes new values, not included in 

Kemalism, and closer to spirituality and religiosity, that could have an impact in the concept of citizenship in the 

Country. 
This is not a peaceful fact, and numerous authors have identified this trend in the literature, calling for a return to the  

Attaturk's revolutionary value. 

 

5. Impact and best practices  

 

Türkiye has strengthened its framework for youth participation and citizenship education through a combination of 

international engagement and national reforms. Participation in Erasmus+ Youth Exchanges, such as “Active Citizens 

In Action” (Ankara, 2024), has provided workshops on active citizenship, political education, and inclusion for 

European and Turkish youth. These non-formal learning initiatives foster intercultural dialogue, critical thinking, and 

democratic engagement. With approximately 315,000 Turkish mobilities, Erasmus+ has significantly contributed to 

intercultural cohesion and mutual understanding. 
At the national level, the National Youth and Sports Policy Document promotes the prevention of discrimination, the 

protection of human rights, and the participation of disadvantaged youth. In formal education, the compulsory Human 

Rights, Citizenship and Democracy course at primary level emphasizes practical learning, while the Türkiye Yüzyılı 

Maarif Modeli (2024) integrates digital and active citizenship across the entire curriculum. 
Together, these measures reinforce both intercultural openness and national civic values. However, a key limitation 

remains the absence of a specific national programme directly addressing hate speech or youth radicalization, which 

could further strengthen the overall impact of these policies 

Overall, the combination of international mobility programmes, rights-based policy frameworks, and curricular 

innovation represents a coherent set of good practices that promote active, inclusive, and digitally aware citizenship. 

Continued alignment between policy, practice, and preventive strategies will be essential to consolidate these 

achievements and respond to emerging social challenges. 

 

THE REPUBLIC OF POLAND 

GENERAL INFORMATION 

Ranking democracy 7.4 

Population (<25 years) 9.362.455 24.7 (data of 2023) 

Population distribution 

 

Main minorities 

The population is composed of a large majority of Poles (about 98%, including the 

Silesian and Kashubian minorities), with communities of Germans, Belarusians, and 

Ukrainians (about 2%). 

Pub. expenditure on education 4.9% GDP (data of 2021) 

MAIN EDUCATIONAL LEGISLATION 

https://worldpopulationreview.com/country-rankings/democracy-index-by-country
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Laws Involved 

Constitution of the Republic of Poland  2nd APRIL, 1997 As published in Dziennik Ustaw No. 78, item 483, especially 

principles of democracy (Preamble, Arts., 2 or 11) and rule of law (Art. 2 “ruled by law”) 

Law on School Education, 2016  Ustawa z dnia 14 grudnia 2016 r. , Prawo oświatowe; Regulation of the Minister of 

Education of 6 March 2025 (Journal of Laws 2025, item 382). 
 

Additional comments 

https://www.sejm.gov.pl/prawo/konst/angielski/konse.htm
https://isap.sejm.gov.pl/isap.nsf/DocDetails.xsp?id=WDU20170000059
https://isap.sejm.gov.pl/isap.nsf/download.xsp/WDU20170000059/T/D20170059L.pdf
https://kwalifikacje.gov.pl/images/Publikacje/Publikacja_Polish_Qualifications_Framework_eng.pdf
https://isap.sejm.gov.pl/isap.nsf/DocDetails.xsp?id=WDU20170000059
https://www.gov.pl/attachment/d6975935-4b24-4be3-96f1-09c51589958a
https://www.sejm.gov.pl/prawo/konst/angielski/konse.htm
https://isap.sejm.gov.pl/isap.nsf/DocDetails.xsp?id=WDU20170000059
https://isap.sejm.gov.pl/isap.nsf/download.xsp/WDU20170000059/T/D20170059L.pdf
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The new regulation modifying the Law on Scholl education (Regulation of the Minister of Education of 6 March 2025 

(Journal of Laws 2025, item 382). places significant emphasis on civic education, integrating concepts of democracy, 

citizen engagement, and European awareness across various subjects to prepare students for responsible participation 

in society. This is evident in the core curricula for secondary schools, where themes like democratic principles and EU 

governance are explicitly and implicitly addressed to build informed, active citizens. EU Integration in Curriculum EU-

related topics are woven into geography and civic lessons, covering institutions like the European Parliament and 

decision-making processes, to foster understanding of Poland's role in Europe 
Civic Education Framework. The "edukacja obywatelska" subject directly tackles democracy and participation. For 

instance, it defines the goal as preparing students for conscious civic engagement in a democratic society, 

strengthening patriotic attitudes while promoting empathy and common good. Sections like "Demokracja i prawo" 

(Democracy and Law) explicitly explore how democracy and the Polish Constitution protect rights, distinguishing it from 

authoritarian systems and analyzing post-1989 democratization. 

EU and European Dimensions. EU governance is explicitly covered in geography curricula, naming institutions such 

as the Rada Europejska (European Council), Komisja Europejska (European Commission), and Parlament Europejski 

(European Parliament). Political decision-making is implicitly discussed through Poland's role in EU processes, including 

integration and global conflicts. Public policies are implicitly linked to economic and social topics, though specific EU 

educational policies are not detailed. 

Participation and Activism Citizen participation is explicit through mechanisms like "budżet obywatelski" (citizen 

budget), "inicjatywa lokalna" (local initiative), and youth councils ("młodzieżowych rad"). Active participation is implicit 

in requirements for students to engage in local issues and projects. Political activism is implicit in descriptions of social 

activity and volunteerism, while communication skills are implicit in group work and conflict resolution training. Youth 

participation is explicit in school governance and local councils, empowering young people to influence decisions. 

Social and Behavioral Aspects  Civic behavior is implicitly fostered through attitudes of respect, empathy, and 

responsibility. Empowerment is implicit in rights education and self-advocacy. Assemblies and consultations are implicit 

in public engagement tools, though not always termed as such. These elements are supported by the Prawo oświatowe 

(Education Law), which mandates active social participation and EU awareness in schooling. 

 

 

EDUCATIONAL POLICY ANALYSIS 

 

1. How is citizenship education defined in national policies?  

There is no definition of the concept of citizenship education in the Polish education system. However, many of the 

integrating elements of the concept are reflected in the legal system of the country, in particular in its educational 

regulations. 

The Constitution of the Republic of Poland of 2nd  April 1997 does not describe the term ‘citizenship’ but describe 

several related concepts. In this sense, Human Rights are widely stated in the constitution, for example in articles 38 

to 56, while  political freedoms are explained through articles 57 to 63.  
There is no mention to Europe or to the European citizenship in the Polish Constitution. However, it specifies the 

rights and obligations of polish citizenship, as, for example, the obligation to defend the homeland (art. 85) and the 

loyalty to the country (art.82). 

Regarding education, its article 33 states the equality of women and men in education. Article 35 collects the rights 

of minorities to establish their own educational institutions. Art.70 describes the education system, stating its 

universality. 

In short, there is no description or concept of citizenship as such in the Polish constitution. However, many of the 

concepts and values reflected in European citizenship, such as respect for human rights, respect for freedoms and 

the universality of education, are retained in the Polish constitution. 

Going down a level, it is necessary to attend to the main educational law of the country. The introduction to the Polish 

Education Law, Act of 14 December 2016 describes several noteworthy aspects: 

Education in the Republic of Poland is a common good of the whole society; is guided by the principles contained in 

the Constitution of the Republic of Poland, as well as the indications contained in the Universal Declaration of Human 

Rights, the International Covenant on Civil and Political Rights and the Convention on the Rights of the Child. Teaching 

and education, while respecting the Christian system of values, take as its basis the universal principles of ethics. 

Education and upbringing serves to develop young people's sense of responsibility, love for their homeland and 

respect for Polish cultural heritage, while being open to the values of European and world cultures. The school must 

provide each student with the necessary conditions for his or her development, prepare him or her to fulfill family and 

civic responsibilities based on the principles of solidarity, democracy, tolerance, justice and freedom. 

In summary, the Act emphasizes the need of developing students' civic awareness, responsibility, and patriotism. 

Following on, education aims to foster respect for Polish national identity and cultural heritage, and the principles of 
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democracy, freedom, and respect for human rights. The importance of European and world values and culture must 

also be mentioned. 

Article 1 of the Education Law Act acknowledges the right to education of every polish citizen, with a strong 

commitment with equality. In this regard, it’s mentioned the importance of the education delivered to students with 

disabilities, talented adolescents, and students with little resources. This article also stresses the importance of active 

participation in cultural activities, sustainable development, entrepreneurial and creative attitudes and social activities. 
However, Civic education is a mandatory part of the national core curriculum (podstawa programowa). The so-called Core 
Curriculum collects all the educational standards and learning objectives, that have been defined by the Polish Ministry of 
National Education (Ministerstwo Edukacji Narodowej). It therefore outlines what students are expected to learn at each stage 
of education in Poland.  

This curriculum is divided into stages, such as early childhood education, primary school, lower secondary (e.g. grades 7-8), and 
upper secondary school 

The 2025 regulation has come to emphasise civic engagement, democratic values, human rights, and social 

responsibility (Dz.U. 2025 poz. 382: ad. ex., see Education objectives and Specific requirements for knowledge and 

skills). It integrates social, political, legal, and international dimensions, combining patriotism with openness, empathy, 

and solidarity. 
The core curriculum of primary education states that this stage is the foundation of children’s education. Concepts as European 
Citizenship are acknowledged in the education core curriculum, specifically in the subject of Social Sciences, which is explained 
in more detail in the following section. 

The 2025 curriculum reform reduced theoretical content by 20 percent and prioritised practical competences such as critical 
thinking, information analysis, conflict resolution, and civic participation (Dz.U. 2025 poz. 378). Citizenship is promoted at local, 
national, European, and global levels, with stronger emphasis on national and European identity. NGOs have criticised the strong 
patriotic focus for limiting attention to social justice and universal human rights. 

 

2. Are education actors involved in the drafting of education policy?  

Regarding its actors, Education policy in Poland is largely centralised and led by the Ministry of Education. Draft 

regulations are subject to mandatory public consultations and impact assessments, involving experts, NGOs, 

teachers’ unions, parents, and academics. Since 2023, consultations have expanded under the current government. 
However, participation remains mainly consultative, with limited influence on final decisions. NGOs, teachers, and 

parents provide feedback, but reforms are often perceived as top down. Students have limited influence in schools, 

while in higher education they participate more actively through student self governments. 

 

3. How is education policy implemented in practice? 

•  

The education system in Poland comprises pre-school institutions as well as primary, lower-secondary, upper-

secondary and post-secondary non-tertiary schools. In the light of the existing law, institutions of higher education 

form a separate higher education system. 

Primary education lasts eight years in Poland, and is divided into two educational stages, 1-3, or early childhood 

education and then grades 4-8. 

The first objective of primary education, as stated in their core curriculum is to introduce students to the world of 

values, including generosity, cooperation, altruism, patriotism and respect for tradition, indicating patterns of conduct 

and building social relations (family, friends). It also remarks the importance of strengthening the sense of individual, 

cultural, national, regional and ethnic identity, forming in students a sense of self-esteem and respect for the dignity 

of others. 

The overall curriculum aims to build an open attitude towards the world and other people, promoting activity in social 

life and responsibility for the community. Therefore, primary school must lead to the development of civic, patriotic 

and social attitudes of students. As the own curriculum states, ‘The school's task is to strengthen the sense of national 

identity, attachment to national history and traditions, preparing and encouraging actions for the benefit of the school 

and local environment, including engaging in volunteering’. 
In early childhood education, teaching is provided in the form of integrated education, so it’s not easy to identify 

general subjects addressing the topics. 

However, and during the following grades, 4-8, we can identify several subjects: 

There is no specific subject related to the wide concept of civic education until grades 7 and 8, where the subject 

denominated ‘Wiedza o społeczeństwie’ (Civics/Social Studies) is taught (1 hour per week). In short, this subject 

addresses topics like knowledge of the political system, the constitution, democracy, the European Union, civil society, 

participation and human rights. 

https://www.infor.pl/akt-prawny/DZU.2025.085.0000382%2Cmetryka%2Crozporzadzenie-ministra-edukacji-zmieniajace-rozporzadzenie-w-sprawie-podstawy-programowej-ksztalcenia-ogolnego-dla-liceum-ogolnoksztalcacego-technikum-oraz-branzowej-szkoly-ii-stopnia.html
https://www.infor.pl/akt-prawny/DZU.2025.085.0000382%2Cmetryka%2Crozporzadzenie-ministra-edukacji-zmieniajace-rozporzadzenie-w-sprawie-podstawy-programowej-ksztalcenia-ogolnego-dla-liceum-ogolnoksztalcacego-technikum-oraz-branzowej-szkoly-ii-stopnia.html
https://www.gov.pl/web/edukacja/podstawowe-kierunki-realizacji-polityki-oswiatowej-panstwa-w-roku-szkolnym-20252026
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Social Sciences is an interdisciplinary subject mix of social sciences (sociology, political sciences and elements: 

sciences after social knowledge and communication, psychology, economics and legal sciences) and elements of the 

humanities (cultural studies and ethnology).  

Between its education objectives we can remark: 

• Knowledge about the importance of democratic procedures and apply them in the life of the school and the 

groups in which it participates. 

• How it explains the importance of active citizenship. 

• Students must acquire have a basic knowledge of human rights, Rights of the children, and the importance of 

the rule of Law.  

• They must have knowledge of their local, regional and national environment to explain what it means to be a 

Pole or a member of another national/ethnic community and what connects a person with his/her homeland. 

• It also pays attention about citizen participation in public life, civic virtues, democracy in Poland and the 

importance of participation in international institutions, including  

− Understanding Polish citizenship rights and duties 

− Knowledge of Poland’s political system and laws 

− European integration and international cooperation 

− Encouraging social engagement and democratic participation 

 

This subject (Social Sciencies) is also taught in secondary education. This subject is taught in the 1st or 2nd year of 

secondary school (ages 15–17). Like in primary education, it’s taught 1 hour per week for basic curriculum. This 

scheduled is increased to 3–4 hours during 3rd and 4th year,  (if the subject is chosen for Matura exam). 

Topics are more advanced, covering: 

• Polish Constitution and legal system 

• Democratic institutions and separation of powers 

• Elections, political parties, and public life 

• Civil rights and duties 

• Functioning of the state and local governments 

• Media literacy and disinformation 

• The European Union and international organizations 

• Civic participation (volunteering, NGOs, student councils) 

 

Another important subject is Ethics (Etyka), which  competes with ‘Religion’, so parents have to decide between the 

two. While both are voluntary, Ethics is more focused on concepts such as respect, justice, equality, social 

responsibility, and others than include the discussion of moral duties. 

The goal of this subject is to encourage students to think critically and become more aware of values and ethical 

issues, and to shape an attitude of respect, openness, cooperation and responsibility. Therefore, it deals with concepts 

such as respect for others, universal moral norms,  human rights and others. Several key words define its curriculum, 

as friendship, kindness, altruism, care, irresponsibility, volunteering, camaraderie, gratitude, compassion, empathy, 

trust, personal inviolability, tolerance, common good, nation, pluralism, cooperation, justice, rule of law, solidarity, 

patriotism, heroism,  and political freedom. 

The subject is taught in all grades, from 1 to 8. As aforementioned, its attendance is optionable. However, Schools 

are legally required to offer it if even one student requests. 

However, it’s possible to identify other concepts taught in several other subjects. For example, in History, the students 

receive information about the development of democracy in Poland and Europe. They also address the historical 

struggles for independence and civil rights, like for example, the Solidarity movement. 

Other course, as for example Polish Language (Język polski) focuses on media literacy and critical thinking, while 

Education for Safety (Edukacja dla bezpieczeństw) deals with issues as emergency response, civil defense and legal 

responsibilities and rights in crisis situations. Geography contains topics such as the EU, global institutions (UN, 

NATO), and sustainable development concepts. 

 

The core curriculum (podstawa programowa), particularly the section for WoS in liceum and technikum specifically 

outlines teaching goals and learning outcomes that indirectly reflect what competencies teachers need to deliver 

them (e.g., ability to teach critical thinking, argumentation, legal reasoning). 

There are plenty of opportunities for teachers to learn how to teach these subjects. 

Education faculties at Polish universities (e.g., Uniwersytet Warszawski, Uniwersytet Jagielloński, UMCS in Lublin) 

include syllabi and course descriptions for students training to become WoS teachers. These often include: 

• Political science or law coursework 

• Pedagogical training (including media education and citizenship) 

• Didactics of WoS (specific teaching methods) 
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Finally, the Polish Government (Poland’s Ministry of Education) is drafting a new education reform, titled Reforma 26, 

which aims to modernize the school system. The reform focuses on Introducing a new, competency-based national 

curriculum that will emphasize concepts critical thinking, student wellbeing, and practical skills. 

What is even more relevant, the reform creates two new subjects like Health Education and Civic Education. In this 

way Civic Education becomes a separate, mandatory subject, that is expected to start from September 2025. This is 

a big step because previously, civics topics were often integrated into history or social studies but not a standalone 

subject. In primary education, civic competences are integrated transversally into other subjects. In general, high 

schools, students receive three hours in total (two hours in grade II and one hour in grade III). In technical schools, 

students receive three hours in total (one hour in grades II, III, and IV). 
Active learning methods such as projects, debates, and simulations are encouraged. Monitoring combines school 

inspections, national assessments, and international surveys such as ICCS. Poland shows strong civic knowledge 

outcomes, although participation levels remain moderate. 

 

The reform brings a new curriculum that defines competences for this new subject: 

Understanding Democratic Principles and Institutions 

• Know how democracy works at local, national, and European levels 

• Understand rights, freedoms, and responsibilities of citizens 

Critical Thinking and Media Literacy 

• Analyze information critically 

• Recognize misinformation and propaganda 

• Make informed decisions based on evidence 

Active Participation and Social Engagement 

• Participate in community and school life 

• Engage in democratic processes like voting, volunteering, or civic initiatives 

• Collaborate with others to solve social problems 

Respect for Diversity and Social Inclusion 

• Recognize and respect cultural, ethnic, and social diversity 

• Understand the importance of equal rights and nondiscrimination 

• Ethical Reflection and Responsibility 

• Reflect on moral and ethical issues in social and political contexts 

• Take responsibility for one’s actions as a member of society 

Communication and Debate Skills 

• Express opinions clearly and respectfully 

• Listen actively and engage in constructive dialogue 

•  

4. Are there any challenges in the implementation of education policy?  

•  

• The main challenge facing the Polish education system is the implementation of the education reform enacted in 

2025. Initially launched in September of the same year, its full and proper implementation will take place in the coming 

years, with the uncertainty that changes of such magnitude may bring. 

Another challenge faced by the education system is the integration of migrants at risk of social exclusion, especially 

those coming from Ukraine. The current war situation does not allow for any expectation of improvement in this area. 

Other specific challenges include teacher shortages, resource disparities, rapid curriculum changes, and political 

polarization, although the regulation expressly requires worldview and political neutrality in the teaching of civic 

education (Dz.U. 2025 poz. 382). Also:  
• Health and civic education reforms have generated ideological and religious opposition, leading to public 

controversy and reduced uptake in some schools. 

• Education policy is vulnerable to politicisation, with curriculum changes often reflecting shifts in government 

priorities. This instability risks undermining continuity and trust. Political polarization has affected reforms, particularly 

since 2015, contributing to tensions between central authorities and stakeholders. 

• Opportunities for improvement include EU funding, teacher training reforms, digitalisation, and investments in 

vocational and migrant education. 

• Regional inequalities, teacher shortages, and limited resources affect uniform implementation, especially in 

rural areas. 

•  

5. Impact and best practices 

 

file:///C:/Users/lucij/Downloads/portal.librus.pl/szkola/artykuly/edukacja-obywatelska-w-szkole-od-1-wrzesnia-2025-r
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One of the key good practices identified during the project is the systematic integration of digital technologies into 

classroom teaching. By leveraging resources aligned with the national digitalization strategy and supported by 

initiatives such as the Educational Research Institute, schools implemented blended learning models that effectively 

combined traditional instruction with online platforms. This approach ensured continuity of learning and increased 

student engagement. 

Another notable good practice is the establishment of professional learning communities among teachers. Through 

regular peer-learning sessions, mentoring, and exchange of experiences, educators developed sustainable networks 

of cooperation at local and regional levels. These networks fostered reflective teaching practices and encouraged the 

sharing of innovative methodologies. 

The project also demonstrated the importance of stakeholder involvement. Active engagement of parents, school 

leadership, and local education authorities ensured that project outcomes were embedded in long-term school 

development plans. This participatory model increased ownership, sustainability, and the potential for replication in 

other regions of Poland. 

 

UNITED KINGDOM OF GREAT BRITAIN AND NORTHERN IRELAND        

• GENERAL INFORMATION 

Ranking Democracy 8.34 

Population (<25 years):  Aprox. 29%: 19,5 a 20 million people 

Population distribution:  

 

   

11.5 % 

Pub. expenditure on education: 116 billion in 2024–25 in today's prices or about 4.1% of national income  

Main minorities:  British citizens with African and/or African-Caribbean ancestry, are the largest ethnic minority 

population, at three percent of the total population. Indian Britons are one of the largest overseas 

communities of the Indian diaspora and make up 2.3 percent of the total UK population. 

 

• MAIN EDUCATIONAL LEGISLATION 

Basic Law (and others)   
Education Acts (see below), British Values Bill HL, Human Rights Act 1998 (UK) 

Equality Act 2010, 0-25: Children and Families Act 2014; Disability Discrimination Act 1995. Well 

Being of Future Generations Act-Wales 

Main Educational Law:  

England Education Act 2011 (amended.), England and Wales and Order 2000 nº 1603. National 

curriculum in England: citizenship programs of study key stages 3 and 4. 

Secondary_national_curriculum_-_Citizenship.pdf. As a Policy doc., see Handbook, Statutory 

guidance (primary and secondary). 

Policy doc. Teaching Citizenship, Impact of Citizenship Education.   

https://worldpopulationreview.com/country-rankings/democracy-index-by-country
https://www.ons.gov.uk/peoplepopulationandcommunity/populationandmigration/populationestimates
https://ifs.org.uk/publications/annual-report-education-spending-england-2024-25
https://bills.parliament.uk/bills/3719
https://www.legislation.gov.uk/ukpga/2011/21
https://www.legislation.gov.uk/uksi/2000/1603/contents/made
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study
https://assets.publishing.service.gov.uk/media/5da7291840f0b6598f806433/Secondary_national_curriculum_corrected_PDF.pdf
https://www.education-uk.org/documents/pdfs/2004-nc-secondary-handbook.pdf
https://www.education-uk.org/documents/pdfs/2004-nc-secondary-handbook.pdf
https://lordslibrary.parliament.uk/teaching-citizenship-and-life-skills-in-schools/
https://www.teachingcitizenship.org.uk/resource/the-impact-of-citizenship-education-a-review-of-evidence-for-school-leaders/
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Wales: Education Act Curriculum and Assessment (Wales) Act 2021; Curriculum and 

Assessment (Wales) Bill  Curriculum for Wales (Opens in new window) 

Scotland: Curriculum for Excellence.  

Northern Ireland Shared Education Act (Northern Ireland) 2016.  

UK Skills and Post 16. Policy document (impact of Citizenship Education: evidence for school 

leaders).  

Vocational Training Law  UK Further Education and Training Act 2007  

Wales Tertiary Education and Research (Wales) Act 2022  

Higher Education Law 
UK Parliament: (Higher Education in the UK: Systems, Policy Approaches, and Challenges); The 

Higher Education Code of Governance.  

Scotland Higher Education Governance (Scotland) Act 2016 

UK.: Higher Education and Research Act 2017 
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https://commonslibrary.parliament.uk/research-briefings/cbp-9640/
file:///C:/Users/usuario/Desktop/Task%203%202%20KW%20and%20Q%20Mehmet%20y%20nosotros/.%20https:/www.universitychairs.ac.uk/wp-content/uploads/2020/09/CUC-HE-Code-of-Governance-publication-final.pdf
https://www.legislation.gov.uk/asp/2016/15/contents
https://www.legislation.gov.uk/ukpga/2017/29/contents
https://www.legislation.gov.uk/ukpga/2011/21
https://www.legislation.gov.uk/uksi/2000/1603/contents/made
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study
https://assets.publishing.service.gov.uk/media/5da7291840f0b6598f806433/Secondary_national_curriculum_corrected_PDF.pdf
https://www.education-uk.org/documents/pdfs/2004-nc-secondary-handbook.pdf
https://lordslibrary.parliament.uk/teaching-citizenship-and-life-skills-in-schools/
https://www.teachingcitizenship.org.uk/resource/the-impact-of-citizenship-education-a-review-of-evidence-for-school-leaders/
https://www.legislation.gov.uk/asc/2021/4/section/6
https://senedd.wales/media/j5ohskvq/pri-ld13294-e.pdf
https://hwb.gov.wales/curriculum-for-wales/
https://hwb.gov.wales/curriculum-for-wales/
https://education.gov.scot/curriculum-for-excellence/
https://link.springer.com/referenceworkentry/10.1007/978-3-319-67828-3_22
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Additional comments 

Other policy documents / papers 
- Education policy I UK ” https://lordslibrary.parliament.uk/teaching-citizenship-and-life-skills-in-schools/ (still under 16 y.o.)  
- A critical study of alternative education provisions for young 

people aged 16 to 24 years in the United Kingdom: Claire Paterson-Young & Simon Denny (2022) A critical study of alternative 
education provisions for young people aged 16 to 24 years in the United Kingdom, Journal of Education and Work,  
- Moorse: https://link.springer.com/rwe/10.1007/978-3-319-67905-1_22-1?fromPaywallRec=true   

Filed: Inequality in English post-16 education  
-Inquiry https://committees.parliament.uk/committee/203/education-committee/news/204974/making-further-education-fit-for-

the-future-mps-launch-new-inquiry/; https://childlawadvice.org.uk/information-pages/participation-of-young-people-in-

education-employment-or-training. 
- Crick Report, 1998. Download (426kB). 
*Non-EU Member.  
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Laws Involved 

Education Acts; House of Commons Library. Post-16 Special Educational Needs and Disabilities in England: FAQs   

House of Lords Library Research Briefing on Education (Values of British Citizenship) Bill [HL]:  

Human Rights and British Values: The Role of the European Convention on Human Rights in the UK Today: Discusses the role of 

the European Convention on Human Rights in shaping British values.  

Human Rights Act 1998 (UK); Equality Act 2010, 0-25: Children and Families Act 2014; Disability Discrimination Act 1995. 

Additional comments 

Other Human Rights Law, national, European and International (if the UK is a party on them) 1966 Covenants, UN Conventions, 

European Convention HR) 
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https://www.tandfonline.com/doi/epdf/10.1080/13639080.2022.2126971?needAccess=true
https://academic.oup.com/ooec/article/3/Supplement_1/i828/7708078
https://committees.parliament.uk/committee/203/education-committee/news/204974/making-further-education-fit-for-the-future-mps-launch-new-inquiry/
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Laws Involved 

England Education Act 2011 (amended.), England and Wales and Order 2000 nº 1603. National curriculum in England: citizenship 

programs of study key stages 3 and 4. 

Secondary_national_curriculum_-_Citizenship.pdf. As a Policy doc., see Handbook, Statutory guidance (primary and secondary). 

Policy docs. Teaching Citizenship, Impact of Citizenship Education.   

Wales: Education Act Curriculum and Assessment (Wales) Act 2021; Curriculum and Assessment (Wales) Bill  Curriculum for 

Wales (Opens in new window) 

Scotland: Curriculum for Excellence.  

Northern Ireland Shared Education Act (Northern Ireland) 2016.  

Additional comments 

Policy documents: (Gov. UK) Participation of young people in education.  

*Europe together with other scenarios (global) 
 

• EDUCATIONAL POLICY ANALYSIS 

1. How is citizenship education defined in national policies? 66   

Citizenship education in the United Kingdom is defined through the values outlined in the different regulations and policy 

documents and the content of the subject, whether specific or cross-curricular, and also taking into account the so-called British 

values. In other words, what is the purpose of studying the subject and the values it represents. However, in the Memorandum 

submitted by the Citizenship Foundation we find the following: By citizenship we mean the effective, informed engagement of 

individuals in their communities and in broader society around issues relating to the public domain’. 67  
Values or competences that are prioritized (e.g. democracy, human rights, diversity, sustainability) The different Acts, Orders, 

Bills and policy documents highlight values according to their particular contexts, but they converge in the values of democracy 

(horizontal and vertical), respect for human rights (diversity and inclusion equality - plural coexistence and social justice) and 

individual liberties, respect for the rule of law. 68 There are other values such as respect for the environment and peaceful conflict 

resolution. It is worth noting that the Education (Values of British Citizenship) Bill [HL] 2024 (mentioned above), currently under 

parliamentary consideration, proposes to formally enshrine "respect for the environment" as an additional fundamental British 

value alongside the existing four (democracy, rule of law, individual liberty, and mutual respect and tolerance). This reflects 

growing recognition of environmental sustainability as a core citizenship competence. 
Regarding type of citizenship promoted (local, national, European, global) Local, national, global. In the UK, the type of citizenship 

promoted is either local, 69 national, 70 or global. 71 There is no explicit reference to ‘European citizenship’ or the more specific 

 
66 British values HL Bill; The Education (National Curriculum) (Attainment Targets and Programs of Study in Citizenship in respect of the 

Third and Fourth Key Stages) (England) Order 2008. https://www.legislation.gov.uk/uksi/2008/1753/contents/made (establishes the EC 

subject matter by following UK Public General Act 2002 c. 32, part 6, see, ep. 84, 85 (Citizenship) 

(https://www.legislation.gov.uk/ukpga/2002/32/section/84). 
67 See: https://publications.parliament.uk/pa/cm200607/cmselect/cmeduski/147/6042605.htm. The Citizenship Foundation is an 

independent educational charity that aims to empower individuals to engage in the wider community through education about the  law 

democracy and society (A, A.1. del Memorandum submitted by the Citizenship Foundation, disponible en 

https://publications.parliament.uk/pa/cm200607/cmselect/cmeduski/147/6042605.htm.  
68 See: Content of EC at https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-

study/national-curriculum-in-england-citizenship-programmes-of-study-for-key-stages-3-and-4; British values HL Bill at 

https://bills.parliament.uk/bills/3746/publications.  (see p. 3, among others). see 

https://assets.publishing.service.gov.uk/media/6287a835d3bf7f1f433ae19a/GCSE_subject_content_citizenship_studies_May_2022.pdf . 

Same purposes can be found in Scotland: (diversity, equality, Equality Act 2010, tolerance, Respecting rights): 

http://www.step.education.ed.ac.uk/wp-content/uploads/2015/12/Promoting_DE080313_tcm4-747988.pdf. For Wales, see: GCSE 

Citizenship https://equaleducationpartners.com/blog/curriculum-for-wales-the-four-purposes/.  
69 National Curriculum in England: Citizenship Programs of Study for Key Stages 3 and 4, 

https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study/national-curriculum-in-

england-citizenship-programmes-of-study-for-key-stages-3-and-4 National Curriculum, Handbook for secondary teachers in England, p. 10, 

11, 12, 126, etc. 
70 Department for Education, 2014: https://www.gov.uk/government/publications/promoting-fundamental-british-values-through-smsc). 

Handbook for secondary teachers in England, p. 126.  
71 See National Curriculum, Handbook for secondary teachers in England, pp. 101, 196, 206. Curriculum for Excellence 

https://www.legislation.gov.uk/asc/2021/4/section/2/enacted sec 2.1. Curriculum for Wales 2022 

https://www.legislation.gov.uk/ukpga/2011/21
https://www.legislation.gov.uk/uksi/2000/1603/contents/made
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study
https://assets.publishing.service.gov.uk/media/5da7291840f0b6598f806433/Secondary_national_curriculum_corrected_PDF.pdf
https://www.education-uk.org/documents/pdfs/2004-nc-secondary-handbook.pdf
https://lordslibrary.parliament.uk/teaching-citizenship-and-life-skills-in-schools/
https://www.teachingcitizenship.org.uk/resource/the-impact-of-citizenship-education-a-review-of-evidence-for-school-leaders/
https://www.legislation.gov.uk/asc/2021/4/section/6
https://senedd.wales/media/j5ohskvq/pri-ld13294-e.pdf
https://hwb.gov.wales/curriculum-for-wales/
https://hwb.gov.wales/curriculum-for-wales/
https://education.gov.scot/curriculum-for-excellence/
https://link.springer.com/referenceworkentry/10.1007/978-3-319-67828-3_22
https://assets.publishing.service.gov.uk/media/660e971663b7f8001fde187f/Participation_of_young_people_in_education__employment_or_training.pdf
https://www.legislation.gov.uk/uksi/2008/1753/contents/made
https://www.legislation.gov.uk/ukpga/2002/32/section/84
https://publications.parliament.uk/pa/cm200607/cmselect/cmeduski/147/6042605.htm
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study/national-curriculum-in-england-citizenship-programmes-of-study-for-key-stages-3-and-4
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study/national-curriculum-in-england-citizenship-programmes-of-study-for-key-stages-3-and-4
https://bills.parliament.uk/bills/3746/publications
https://assets.publishing.service.gov.uk/media/6287a835d3bf7f1f433ae19a/GCSE_subject_content_citizenship_studies_May_2022.pdf
http://www.step.education.ed.ac.uk/wp-content/uploads/2015/12/Promoting_DE080313_tcm4-747988.pdf
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study/national-curriculum-in-england-citizenship-programmes-of-study-for-key-stages-3-and-4
https://www.gov.uk/government/publications/national-curriculum-in-england-citizenship-programmes-of-study/national-curriculum-in-england-citizenship-programmes-of-study-for-key-stages-3-and-4
https://www.gov.uk/government/publications/promoting-fundamental-british-values-through-smsc
https://www.legislation.gov.uk/asc/2021/4/section/2/enacted
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European Union citizenship, but their values coincide, they are shared values (democracy, human rights and the rule of law). 72 

and 73 

Erasmus and the 2030 Agenda. In terms of participation in European programs, the UK was an active participant until 2020 in 

programs such as eTwinning, Europe for Citizens and Erasmus+. Following Brexit, and the resulting disruption, the UK's 

relationship with international frameworks such as Erasmus+ has been redefined, while its commitment to Agenda 2030 remains 

strong. The UK continues to engage in international cooperation on several fronts, adapting its approaches in line with its evolving 

relationship with the EU and its wider global partnerships. According to the European Commission, "the UK and the European 

Commission have also agreed that they should work towards the UK's association to the Erasmus+ program. Negotiations should 

focus on mutually agreed financial terms and benefits, ensuring a fair balance and alignment with the EU's Multiannual Financial 

Framework and the Trade and Cooperation Agreement". 74  In 2021, the UK government launched the Turing Scheme as a 

replacement for Erasmus+,75 providing funding for students in UK schools, colleges and universities to study and work abroad. 

The scheme focuses on global mobility rather than exclusively European partnerships, with increased emphasis on destinations 

beyond Europe. While negotiations for UK association to Erasmus+ were explored, they ultimately did not progress, and the 

Turing Scheme remains the UK's primary international education mobility program. Scotland has expressed its willingness to 

reconnect with Erasmus+ through bilateral agreements. 76  

2. Are education actors involved in the drafting of education policy?  

In the United Kingdom, the participation of education actors in the drafting of policy includes (albeit to varying degrees) 

governmental intervention, followed by professional and, to a lesser extent, social intervention. In England, the Department for 

Education designs the curriculum, using bodies such as Ofsted-Ofqual or, until 2010, the Qualifications and Curriculum Authority 

(QCA) and expert committees, with public consultation (schools, teachers, civil organizations and citizens, as can be found on 

the government website). 77 But as in most of the systems around us, the final decisions are the responsibility of the Minister of 

Education and Parliament (Education Acts). In Scotland, there was considerable public consultation between 2004 and 2009, 

involving ‘teachers, parents, children, local authorities, universities and community groups. 78 The Curriculum for Wales 2022 

was, according to government sources, a co-constructed curriculum, developed with the profession, by the profession’. 79  

Similarly, the Curriculum and Assessment (Wales) Act 2021, passed by the Welsh Parliament. In Northern Ireland, the CCEA 

states that it was developed ‘with input from teachers, NGOs, education boards and youth organizations’.  80 It can be seen from 

 
https://www.legislation.gov.uk/asc/2021/4/contents/enacted, section 2.1; GCSE Learning for Life and Work (2017) p. 4, 5,6; The Education 

(Curriculum Minimum Content) Order (Northern Ireland) 2007at https://www.legislation.gov.uk/nisr/2007/46/pdfs/nisr_20070046_en.pdf, p. 

3, 13, 59 et seq. 
https://ccea.org.uk/document/4189). https://www.learningforlifeandwork.co.uk/citizenship. 
72 Department for Education, 2014: https://www.gov.uk/government/publications/promoting-fundamental-british-values-through-smsc). 

(very good for all values) 
73

 Developing Global Citizens within Curriculum for Excellence, Education Scotland, 2011 

https://education.gov.scot/improvement/documents/hwb24-developing-global-citizens.pdf; a contributor to the world’s sustainability.” 

Curriculum for Wales Framework Guidance, Section 1.1, 2022 

https://hwb.gov.wales/curriculum-for-wales/framework/ “understand their role in society and develop their ability to make informed and 

responsible decisions as citizens locally and globally.”  

Northern Ireland Curriculum. Learning for Life and Work: Key Stage 3. Local and Global Citizenship 

https://ccea.org.uk/document/4189. Cfr. Art. 2 TEU-Lisbon Treaty: “The Union is founded on the values of respect for human dignity, 

freedom, democracy, equality, the rule of law and respect for human rights, including the rights of persons belonging to minorities. These 

values are common to the Member States in a society in which pluralism, non-discrimination, tolerance, justice, solidarity and equality 

between women and men prevail.” at https://eur-lex.europa.eu/resource.html?uri=cellar:2bf140bf-a3f8-4ab2-b506-

fd71826e6da6.0023.02/DOC_1&format=PDF. 
74See: https://erasmus-plus.ec.europa.eu/news/youth-at-the-heart-of-the-eu-uk-

relationship#:~:text=A%20key%20outcome%20of%20the%20summit%20is,agreed%2C%20ensuring%20a%20fair%20and%20managed%

20approach. (19 May 2025). 
75See:  https://commonslibrary.parliament.uk/research-briefings/cbp-9141/. 
76 Scottish Government, 2021: https://www.gov.scot/news/exploring-alternative-to-erasmus/. 
77 For example, in the 2013 reform of the National Curriculum, more than 17,000 people responded to the official consultation 

(https://www.gov.uk/government/consultations/national-curriculum-review-new-programmes-of-study). 
78 OECD, Review of Curriculum for Excellence in Scotland, 2021, p. 16. 
79 Curriculum for Wales Framework Guidance, section “Designing your curriculum”: https://hwb.gov.wales/curriculum-for-

wales/framework/). 
80 CCEA, N.I. Curriculum: Local and Global Citizenship, 2007: https://ccea.org.uk/document/4189)  

https://www.legislation.gov.uk/asc/2021/4/contents/enacted
https://www.legislation.gov.uk/nisr/2007/46/pdfs/nisr_20070046_en.pdf
https://ccea.org.uk/document/4189
https://www.gov.uk/government/publications/promoting-fundamental-british-values-through-smsc
https://education.gov.scot/improvement/documents/hwb24-developing-global-citizens.pdf
https://hwb.gov.wales/curriculum-for-wales/framework/
https://ccea.org.uk/document/4189
https://erasmus-plus.ec.europa.eu/news/youth-at-the-heart-of-the-eu-uk-relationship#:~:text=A%20key%20outcome%20of%20the%20summit%20is,agreed%2C%20ensuring%20a%20fair%20and%20managed%20approach
https://erasmus-plus.ec.europa.eu/news/youth-at-the-heart-of-the-eu-uk-relationship#:~:text=A%20key%20outcome%20of%20the%20summit%20is,agreed%2C%20ensuring%20a%20fair%20and%20managed%20approach
https://erasmus-plus.ec.europa.eu/news/youth-at-the-heart-of-the-eu-uk-relationship#:~:text=A%20key%20outcome%20of%20the%20summit%20is,agreed%2C%20ensuring%20a%20fair%20and%20managed%20approach
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the above that, in UK curriculum design, government and central agencies have the most influence, followed by teachers and 

schools/universities, with little involvement of citizens, parents or pupils. 

3. How is education policy implemented in practice? 

a) Curriculum and structure 

The implementation of citizenship education in the United Kingdom varies from territory to territory, both in its curriculum 

structure and in the levels of education at which it is delivered. In England, citizenship is a compulsory subject at secondary level 

(Key Stages 3 and 4) and must be taught to all pupils in maintained schools. It therefore goes up to the age of 16. 81  The content 

is outlined above. Regarding assessment, this is carried out or assessed with the GCSE in Citizenship Studies. The timetable is 

not legally stipulated. 82  
In post-16 education (vocational or baccalaureate), it is not compulsory, although it may be offered as an optional subject or as 

part of extra-curricular programs. In England, platforms such as Tes offer full semester schemes for PSHE integrating SMSC and 

Citizenship. 83 From 16 to 18, it does not exist as such (post-16 or Key Stage 5), although there are programs, such as Post-16 

Citizenship in School Sixth Forms: An Introduction to Effective Practice" 84  (see examples, below) (see examples, below).  
In Scotland, it is not a specific subject but is integrated transversally according to the Curriculum for Excellence, which states 

that: one of its aims is to form ‘ethical, informed citizens of Scotland and the world’ and therefore includes content such as 

democracy, rights, sustainability, justice, migration and diversity. 85 It is found that it is integrated into the areas of Social Studies, 

Health and Wellbeing and Religious and Moral Education. 86 Nor does it have a defined timetable. It is up to the age of 18 (unlike 

in England). 
In Wales, following the Curriculum for Wales 2022, citizenship does not appear as a subject, but as a competence integrated into 

different areas (learning objectives) such as humanities. Consequently, no fixed timetable is set at compulsory levels from primary 

to secondary. Post-16 includes Welsh Baccalaureate and optional subjects. 

For Northern Ireland, Local and Global Citizenship is a compulsory subject at KS3. 87 The content covers the study of human 

rights, diversity, political participation, social justice and sustainability. 88 At KS4 it is optional, (through LLW or CoPE). 89 In higher 

school, it is delivered through specialized electives, extra-curricular activities, voluntary programs etc. There is no Act or Order 

making it compulsory for over-16s, although there are some programs like ‘Post-16 Citizenship in School Sixth Forms’. Higher 

education legislation touches on equity and student representation. 

In general, the higher school stage is representative for the purpose of testing student participation in decision-making. As 

examples, the Higher Education and Research Act 2017 90 or the Higher Education Governance (Scotland) Act 2016 includes 

student representation. 91 

b) Methodologies and resources (some examples)  

In general, they are based on active, participatory approaches connected to contemporary issues: 

The Association for Citizenship Teaching (ACT) "is the subject association for Citizenship. It achieves its aim by providing 

membership services and education programs while representing teachers and others involved in citizenship education both 

 
81 This is a difference with Scotland, where it extends up to the age of 18 
82 However, it is usually between 0.5 and 1 hour per week depending on the centre, and in some cases, it can be as much as 3 hours per 

week. (Association for Citizenship Teaching, Parliamentary evidence: https://committees.parliament.uk/writtenevidence/103751/pdf/) o 

https://www.thenational.academy/teachers/curriculum/citizenship-secondary-core/overview (50 min.) 
83See: https://www.tes.com/en-us/teaching-resource/pshe-planning-11894274; 

https://cyps.northyorks.gov.uk/sites/default/files/Teaching/Health%20and%20Wellbeing%20PSHE/Amalgamated%20Health%20and%20we

llbeing%20PSHE/NYCC%20Key%20Stage%203-

4%20PSHE%20and%20Citizenship%20Guidance%20for%20schools%20September%202017.pdf. 

https://cyps.northyorks.gov.uk/sites/default/files/Teaching/Health%20and%20Wellbeing%20PSHE/Amalgamated%20Health%20and%20we

llbeing%20PSHE/NYCC%20Final%20Key%20Stage%203-

4%20PSHE%20and%20Citizenship%20planning%20and%20assessent%20tool%20September%202016.pdf. 
84 See also, https://files.eric.ed.gov/fulltext/ED498609.pdf. 
85 Curriculum for Wales Framework Guidance, 2022, section 1.1: https://hwb.gov.wales/curriculum-for-wales/framework/. 
86 Scottish Government, Building the Curriculum 3, 2008: https://www.gov.scot/publications/building-curriculum-3-framework-learning-

teaching-scotlands-curriculum-excellence/. 
87 On “Learning for Life and Work” subject. 
88 CCEA, Local and Global Citizenship at Key Stage 3: https://ccea.org.uk/document/4189.  
89 Oak National Academy: https://classroom.thenational.academy/subjects-by-key-stage/key-stage-3/citizenship. 
90 See: https://www.legislation.gov.uk/ukpga/2017/29/contents. 
91 See: https://www.legislation.gov.uk/asp/2016/15/contents. equidad, la participación y el interés público como principios orientadores. 

https://committees.parliament.uk/writtenevidence/103751/pdf/
https://www.thenational.academy/teachers/curriculum/citizenship-secondary-core/overview%20(50
https://www.tes.com/en-us/teaching-resource/pshe-planning-11894274
https://cyps.northyorks.gov.uk/sites/default/files/Teaching/Health%20and%20Wellbeing%20PSHE/Amalgamated%20Health%20and%20wellbeing%20PSHE/NYCC%20Key%20Stage%203-4%20PSHE%20and%20Citizenship%20Guidance%20for%20schools%20September%202017.pdf
https://cyps.northyorks.gov.uk/sites/default/files/Teaching/Health%20and%20Wellbeing%20PSHE/Amalgamated%20Health%20and%20wellbeing%20PSHE/NYCC%20Key%20Stage%203-4%20PSHE%20and%20Citizenship%20Guidance%20for%20schools%20September%202017.pdf
https://cyps.northyorks.gov.uk/sites/default/files/Teaching/Health%20and%20Wellbeing%20PSHE/Amalgamated%20Health%20and%20wellbeing%20PSHE/NYCC%20Key%20Stage%203-4%20PSHE%20and%20Citizenship%20Guidance%20for%20schools%20September%202017.pdf
https://www.legislation.gov.uk/asp/2016/15/contents
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across the UK and overseas". 92 This ACT offers examples where students carry out debate societies, active citizenship projects 

etc. (called the co-curriculum in Oakham). 93  
In Northern Ireland, there is a program ‘Local and Global Citizenship’ based on an inquiry-based approach and values clarification, 

developed in collaboration with the UNESCO project at the University of Ulster, to carry out active learning and promote ethical 

discussions. 94  Also, mock elections and campaigns are promoted as tools for real participation in the school community.  
For example, Mock Elections to Foster Democratic Engagement 95 and similar. In addition, according to CCEA's Teachers' Notes. 

Local and Global Citizenship 96  students, organized in groups, analyze experiences of minorities to discuss issues related to 

diversity, and human rights in general. (racism, prejudice, discrimination) offering ethical responses to these problems. 

Importantly, there is an annual Northern Ireland Schools Debating Competition, in which pupils debate relevant issues, offering 

a range of well-argued views. 97  
In Scotland, the British Council promotes the Active Citizens social action program. 98 The OSCR, Scottish Charity Regulator, 

also promotes extracurricular actions: "The advancement of citizenship or community development includes a number of different 

but connected purposes. Among these, the 2005 Act includes: (i) the promotion of civic responsibility, volunteering, the voluntary 

sector or the effectiveness or efficiency of charities, and (ii) rural or urban regeneration". 99  
In England, Young Citizens carries out numerous actions, such as identifying a local problem, carrying out a solution project 

involving neighbors or local authorities. 100 The Department for Education offers on its website both the Strategy 2023-2025 and 

a useful guide with case studies. 101  
In Wales, Peace Mala Youth Project (Swansea), Peace Mala (The Peace Mala Project for Global Citizenship and World Peace), 

is a British registered charity based in Morriston in Swansea, Wales dedicated to fostering inter-cultural, inter-faith tolerance, and 

promoting international human rights and dignity. 102  
Complementary extra-curricular programs or resources: 

A variety of resources are available: 

Oakham School (England) developed a “connected curriculum” that integrates discussion, volunteering and mentoring as part 

of the general curriculum. 103  
CCEA offers supplementary educational materials on global issues, children's rights and approaches to controversial issues. 104  
Articulation with other policies: 

In North Ireland the curriculum links citizenship with values of equality, diversity, coexistence and peace, linked directly to the 

post-conflict reconciliation policy. 105  
Scotland and Wales take an integrated view: they address issues of sustainable development and global citizenship which 

connect with environmental and sustainability policies. 106  

c) Assessment and monitoring (this is indicative of the actual weight given)  

In the United Kingdom, the assessment of citizenship skills and the monitoring of citizenship education vary significantly between 

nations, reflecting different levels of institutionalization and priority. In England, Citizenship can be formally assessed through 

 
92See: https://www.democracyclassroom.com/organisations/the-association-for-citizenship-teaching. See its last report at: 

https://www.teachingcitizenship.org.uk/what-citizenship-education-really-does-for-democracy-insights-from-new-national-research/. 
93 See: https://www.teachingcitizenship.org.uk/citizenship-in-the-connected-curriculum/;   
94 See: pure.ulster.ac.uk/files/11476010/CITIZENSHIP_FINAL_REPORT.pdf.   
95See: https://www.hansardsociety.org.uk/news/mock-elections-2024. https://www.twinkl.co.uk/resource/t2-t-17032-uk-parliament-

elections-and-voting-mock-election-activity-sheet, or https://www.shoutoutuk.org/mock-election.  
96 See: https://ccea.org.uk/learning-resources/local-and-global-citizenship, pp. 21 et seq.  
97 See: https://enniskillenroyalgs.com/northern-ireland-schools-debating-competition. In 2024, the motion was “This House believes that 

the voting age in all local and UK elections should be reduced to 16. News from 15 November 2024 online.  
98 https://scotland.britishcouncil.org/scottish-organisations-wanted-active-citizens-social-action-programme, 
99 See: Charity and Trustee Investment (Scotland) Act 2005 at https://www.legislation.gov.uk/asp/2005/10/contents 

https://www.oscr.org.uk/becoming-a-charity/meeting-the-charity-test-guidance/f-the-advancement-of-citizenship-or-community-

development. 
100 Ad. ex., https://www.youngcitizens.org/programmes/bring-about-change; National Citizen Service (NCS), Community-Based 

Experience https://www.youngcitizens.org. 
101 See https://www.gov.uk/government/publications/national-citizen-service-guidance-for-schools-and-colleges/national-citizen-service-

guidance-for-schools-and-colleges. 
102 See: https://register-of-charities.charitycommission.gov.uk/en/charity-

search/?p_p_id=uk_gov_ccew_onereg_charitydetails_web_portlet_CharityDetailsPortlet&p_p_lifecycle=0&p_p_state=maximized&p_p_mo

de=view&_uk_gov_ccew_onereg_charitydetails_web_portlet_CharityDetailsPortlet_regId=1118053&_uk_gov_ccew_onereg_charitydetails

_web_portlet_CharityDetailsPortlet_subId=0. 
103 See: https://www.oakham.rutland.sch.uk/wp-content/uploads/2024/01/Oakham-School-Case-Study.pdf.; 

https://www.teachingcitizenship.org.uk/citizenship-in-the-connected-curriculum. 
104 See: https://ccea.org.uk/key-stage-3/curriculum/learning-life-work/local-global-citizenship. 
105 pure.ulster.ac.uk/files/11476010/CITIZENSHIP_FINAL_REPORT.pdf 
106 Agenda 2030, Well-being Act. 

https://www.democracyclassroom.com/organisations/the-association-for-citizenship-teaching
https://www.teachingcitizenship.org.uk/citizenship-in-the-connected-curriculum/
https://www.hansardsociety.org.uk/news/mock-elections-2024
https://www.twinkl.co.uk/resource/t2-t-17032-uk-parliament-elections-and-voting-mock-election-activity-sheet
https://www.twinkl.co.uk/resource/t2-t-17032-uk-parliament-elections-and-voting-mock-election-activity-sheet
https://www.shoutoutuk.org/mock-election
https://ccea.org.uk/learning-resources/local-and-global-citizenship
https://scotland.britishcouncil.org/scottish-organisations-wanted-active-citizens-social-action-programme
https://www.legislation.gov.uk/asp/2005/10/contents
https://www.oscr.org.uk/becoming-a-charity/meeting-the-charity-test-guidance/f-the-advancement-of-citizenship-or-community-development
https://www.oscr.org.uk/becoming-a-charity/meeting-the-charity-test-guidance/f-the-advancement-of-citizenship-or-community-development
https://www.youngcitizens.org/programmes/bring-about-change
https://www.youngcitizens.org/
https://www.gov.uk/government/publications/national-citizen-service-guidance-for-schools-and-colleges/national-citizen-service-guidance-for-schools-and-colleges
https://www.gov.uk/government/publications/national-citizen-service-guidance-for-schools-and-colleges/national-citizen-service-guidance-for-schools-and-colleges
https://www.teachingcitizenship.org.uk/citizenship-in-the-connected-curriculum/?utm_source=chatgpt.com
https://www.oakham.rutland.sch.uk/wp-content/uploads/2024/01/Oakham-School-Case-Study.pdf
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GCSE in Citizenship Studies, which involves a quantitative assessment structure with standardized tests administered by bodies 

such as AQA, OCR or Edexcel, including knowledge questions, text analysis, case studies and active citizenship projects that 

require evidence of action in the community. 107  
This is the most systematic form of assessment of citizenship skills in the United Kingdom. However, outside GCSE, assessment 

is more qualitative and depends on the criteria of each school, often without national standardization, as the Association for 

Citizenship Teaching points out. 108 There is no ministerial agency dedicated exclusively to monitoring citizenship, but Ofsted 

indirectly assesses its implementation within the framework of personal, social, moral and cultural development (SMSC), as well 

as the promotion of “British values”. 109 In Scotland, citizenship is assessed qualitatively through observations, portfolios and 

projects within areas such as Social Studies and Health and Wellbeing, without specific examinations. Education Scotland 

publishes monitoring reports as part of its 'How good is our school? program, which includes criteria on active citizenship and 

participation. 110  In Wales, following the implementation of Curriculum for Wales 2022, the assessment of citizenship skills is 

embedded in the learning objectives, but there are no specific standardized tests. It is monitored by Estyn, the school 

inspectorate, which assesses the development of “ethical and informed citizenship” skills as part of the new framework. 111  
In Northern Ireland, there is no compulsory external assessment for Local and Global Citizenship, but schools must demonstrate 

its integration into the curriculum. Assessment is mainly formative, with qualitative rubrics focusing on critical expression, 

collaborative work and analysis of controversial issues. 112 The CCEA acts as a curriculum monitoring agency and publishes 

guidance and assessment materials. In terms of participation in European programs, see question 1. Following Brexit, and the 

resulting disruption, Scotland has expressed its willingness to reconnect with Erasmus+ through bilateral agreements 113 Formal 

assessment of citizenship is strongest in England through GCSE, while the other regions rely on qualitative methods and 

institutional self-assessment, with general monitoring by agencies such as Ofsted, Estyn or Education Scotland. The UK's 

disengagement from European programs has weakened the framework for international cooperation in citizenship education, 

except for autonomous regional initiatives. 

d) Teacher education  

In the United Kingdom, teacher education in citizenship education differs substantially between territories and is one of the main 

challenges to its implementation. In England, initial training is mainly provided through specific qualifications such as the PGCE 

Citizenship, offered by universities such as UCL, Kingston or Sheffield Hallam, which prepare teachers to teach 11–16-year-olds, 

including civic pedagogy, critical thinking, human rights, British politics and democratic participation. 114 In-service training is 

voluntary but is facilitated by organizations such as the Association for Citizenship Teaching (ACT), 115 which offers courses, 

events for Early Career Teachers, and accreditations such as the Quality Mark for Schools together with teaching resources such 

as the Active Citizenship Toolkit. 116 In Scotland, citizenship training is integrated into general teacher education programs (PGDE) 

and continuing professional development, promoted by Education Scotland and the General Teaching Council for Scotland. 

Although there is no specific initial training for citizenship, civic content is addressed within areas such as Social Studies or Health 

and Wellbeing. 
Education Scotland encourages teachers to act as learning leaders and to engage in curriculum development through self-

evaluation and participatory review strategies. 117 In Wales, Curriculum for Wales 2022 is accompanied by further training 

organized through the official Hwb portal, with specific modules in ethical citizenship, critical thinking, diversity and sustainability 

(Curriculum for Wales Professional Learning. 118 In addition, organizations such as the Welsh Centre for International Affairs 

(WCIA) provide complementary bilingual training in global citizenship, human rights and participatory teaching methods. 119 In 

Northern Ireland, training for Local and Global Citizenship has been partly voluntary. During its implementation between 2005 

and 2007, teachers received specific training through the Education and Library Boards and the CCEA (Council for the 

Curriculum, Examinations and Assessment), which organized INSET sessions and disseminated curriculum materials focusing 

on democratic values, conflict resolution and controversial issues. 120  

 
107 Ofqual, GCSE Subject Level Conditions and Requirements for Citizenship Studies, 2015: 

https://www.gov.uk/government/publications/gcse-9-to-1-subject-level-conditions-citizenship-studies) 
108 See: https://www.teachingcitizenship.org.uk. 
109 Ofsted Inspection Handbook, 2023, section 218–224: https://www.gov.uk/government/publications/school-inspection-handbook-eif) 
110 Education Scotland, 2015: https://education.gov.scot/improvement/self-evaluation/hgios4/ 
111 Curriculum for Wales, 2022; Estyn Inspection Framework: https://www.estyn.gov.wales). 
112 CCEA, Guidance for Assessment in LLW: https://ccea.org.uk/document/1006).  
113 Scottish Government, 2021: https://www.gov.scot/news/exploring-alternative-to-erasmus/. 
114 PGCE Citizenship, UCL Institute of Education: https://www.ucl.ac.uk/ioe/courses/teacher-training/citizenship-pgce. 
115 The ACT founded by Professor Sir Bernard Crick in 2001. Association for Citizenship Teaching – written evidence. (DAD0070), p. 1. 
116 See: https://www.teachingcitizenship.org.uk. 
117 Teacher Professional Learning Strategy, Scottish Government, 2017: 

https://education.gov.scot/media/xngj5vj2/professionallearningstrategy.pdf. 
118 See: https://hwb.gov.wales/professional-development 
119 See. https://www.wcia.org.uk/global-learning/teacher-training/. 
120 CCEA, Evaluating Post-Primary Citizenship Education in Northern Ireland, 2010: https://www.nfer.ac.uk/publications/CIT01/CIT01.pdf).  

https://www.teachingcitizenship.org.uk/
https://www.estyn.gov.wales/
https://www.teachingcitizenship.org.uk/
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Subsequently, programs such as the Global Learning Program Northern Ireland provided continuing professional development 

in global citizenship and sustainability for more than 450 schools. 121 In all cases, training is not compulsory at state level, and is 

often voluntary or complementary, which is a challenge to ensure consistent implementation. The contents covered include active 

methodologies, critical thinking, human rights, debate management, conflict resolution, cultural diversity and sustainability. 

However, no specific training programs for teachers working with minority groups have been identified 

4. Are there any challenges in the implementation of education policy?  

One of the challenges to the implementation of citizenship education stems from the lack of specific teacher training 122 

Postgraduate and in-service training courses do exist, but they are not compulsory and depend on the voluntary commitment of 

the teacher (see teacher training section above). Another challenge stems from the lack of resources and time in schools, where 

subjects with standardized assessment take precedence, leading to less teaching time for the EC. Apart from the difficulty of 

carrying out active participation or discussion projects in the classroom. 123 

As in other settings, there is also some political and ideological tension, especially in England, where the inclusion of Bri tish 

values, 124 and content on migration or religion generated debates about national bias and ideological deviance in schools. In 

contexts such as Northern Ireland, teaching about sectarianism and reconciliation may reactivate identity disputes, although 

many see this approach as necessary for social cohesion 125 (CCEA curriculum debate). In doing so, there is a risk of politicization 

and instrumentalization, which can be generally perceived in many other countries. 

5. Impact and best practices  

Citizenship education in the United Kingdom varies significantly across its four nations, as evidenced by the previous analysis. 

While England maintains citizenship as a distinct statutory subject, other parts of the UK, such as Scotland, Wales and Northern 

Ireland, integrate it across the curriculum. In any case, despite these territorial differences, each nation has developed notable 

best practices and frameworks that demonstrate effective approaches to citizenship education. 

1. England: GCSE and Active Citizenship Programmes (Young Citizens, ACT Quality Mark, GCSE 2025 data) 

In England, citizenship education has achieved measurable impact through GCSE Citizenship Studies, with 20,949 pupils sitting 

the examination in 2025, demonstrating continued commitment despite declining numbers from peak years (over 90,000 

candidates). Best practices include the Young Citizens organisation (formerly Citizenship Foundation), which reaches over 

300,000 young people annually through programmes such as Make a Difference Challenge for primary schools and National 

Mock Trial Competitions running since 1991. The Association for Citizenship Teaching (ACT) administers a Quality Mark for 

Schools recognising excellence in citizenship provision, with annual Citizenship Teaching Awards celebrating outstanding 

practice. ACT also provides active citizenship toolkits and coordinates the All-Party Parliamentary Group for Citizenship Teaching, 

linking educators with policymakers.126 

2. Scotland: Rights Respecting Schools Award (83% of schools, government funding, whole-school approach) 

Scotland demonstrates exceptional impact through the UNICEF Rights Respecting Schools Award (RRSA), with over 83% of 

state schools engaged by 2024, one of the highest uptake rates globally. The Scottish Government provided three years of direct 

funding (2022-2025) supporting school membership and professional learning, with many local authorities continuing funding 

beyond this period. RRSA operates at three progressive levels (Bronze, Silver, Gold) embedding the UN Convention on the Rights 

of the Child into school ethos, curriculum and practice. This whole-school approach integrates citizenship transversally across 

the Curriculum for Excellence, particularly within Social Studies, Health and Wellbeing, and Religious and Moral Education, 

 
121 See: https://globallearningni.com/about-us/. 
122 See: https://www.teachingcitizenship.org.uk/new-research-highlights-the-impact-and-challenges-of-citizenship-education-in-schools/. 

See also, Association for Citizenship Teaching. Written evidence (2023), (EDU0063), p. 2, 3 et seq.  
123 Association for Citizenship Teaching – written evidence (DAD0070), p. 5.  
124 See. Debates at https://hansard.parliament.uk/lords/2024-10-18/debates/30B1EB5F-C4F6-4EA5-896C-0A13C1639149/Debate; 

https://www.teachingcitizenship.org.uk/new-research-highlights-the-impact-and-challenges-of-citizenship-education-in-schools/ (although 

the main debate matter to debate was reduce the voting age to 16). 
125  See, “Teaching Controversial Issues at Key Stage 3 “, p. 8 et seq. at https://ccea.org.uk/document/1159.  
126

 See: https://www.teachingcitizenship.org.uk/ and https://www.youngcitizens.org/. 

https://www.teachingcitizenship.org.uk/new-research-highlights-the-impact-and-challenges-of-citizenship-education-in-schools/
https://hansard.parliament.uk/lords/2024-10-18/debates/30B1EB5F-C4F6-4EA5-896C-0A13C1639149/Debate
https://www.teachingcitizenship.org.uk/new-research-highlights-the-impact-and-challenges-of-citizenship-education-in-schools/
https://ccea.org.uk/document/1159
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supported by Education Scotland's "How Good is Our School?" self-evaluation framework which includes specific quality 

indicators on active citizenship and learner participation.127 

3. Wales: Co-constructed Curriculum (Curriculum for Wales 2022, Peace Mala, WCIA) 

Wales exemplifies innovative practice through its co-construction approach to curriculum design, involving over 200 pioneer 

schools and teachers as active partners between 2015-2022. The Curriculum for Wales 2022 embeds "ethical, informed 

citizenship of Wales and the world" as one of four core purposes across all Areas of Learning and Experience. Professional 

learning support is delivered through the bilingual Hwb digital platform, providing resources and CPD modules on ethical 

citizenship, critical thinking and sustainability. Best practice examples include the Peace Mala Youth Project (registered charity 

No. 1130549), fostering interfaith tolerance and global citizenship across Welsh schools, and the Welsh Centre for International 

Affairs (WCIA, established 1973), which provides bilingual teacher training in global citizenship, human rights and participatory 

methods, including the Wales & Africa school partnership programme.128 

4. Northern Ireland: Post-Conflict Reconciliation (Local and Global Citizenship, debates, reconciliation) 

Northern Ireland's citizenship education represents internationally recognised best practice in teaching controversial issues and 

promoting reconciliation in divided societies. The "Local and Global Citizenship" curriculum (compulsory at Key Stage 3, ages 

11-14) was developed 2003-2007 in partnership with UNESCO at the University of Ulster, explicitly addressing sectarianism, 

diversity, political participation and social justice within post-conflict context. The inquiry-based approach uses values clarification 

and ethical reasoning to develop constructive dialogue skills. Exemplary practices include the annual Northern Ireland Schools 

Debating Competition (running since the 1980s, coordinated by Queen's University Belfast), enabling students to engage with 

controversial issues through structured debate, and CCEA's comprehensive teaching resources on "Dealing with Controversial 

Issues," providing guidance for addressing Northern Ireland's specific reconciliation challenges while promoting democratic 

values and mutual understanding.129 

5. UK-Wide Initiatives (UK Youth Parliament, Votes at 16, Digital Citizenship 2025) 

Cross-UK citizenship initiatives demonstrate impact through democratic participation and contemporary relevance. The UK Youth 

Parliament (UKYP, established 1999) represents young people aged 11-18 across all UK constituencies, with over 300 elected 

Members of Youth Parliament (MYPs) prioritising political and citizenship education as their 2025 campaign, advocating for 

mandatory citizenship from Key Stage 1 to post-16 in preparation for confirmed votes at 16 legislation. Following the Council of 

Europe's designation of 2025 as the European Year of Digital Citizenship Education, UK organisations including ACT and Young 

Citizens have strengthened digital citizenship resources focusing on media literacy, identifying misinformation, online safety and 

democratic participation in digital environments.130 

6. Challenges to Impact and Sustainability (declining GCSE, resources, territorial variation, post-Brexit) 

Despite best practices, significant challenges undermine impact and sustainability. GCSE Citizenship Studies entries have 

declined approximately 75% from peak levels (90,000+ to ~21,000 in 2025), reflecting marginalisation as citizenship is excluded 

from the EBacc accountability measure, creating curriculum squeeze in favour of high-stakes tested subjects. Specialist teacher 

training remains limited to three universities (UCL, Kingston, Sheffield Hallam), producing only 40-60 newly qualified citizenship 

teachers annually, insufficient for demand. Territorial variation across the four nations creates a "postcode lottery" in provision 

quality and inconsistency for students moving between regions. Post-Brexit withdrawal from Erasmus+, eTwinning and Europe 

for Citizens programmes has removed established frameworks for international cooperation, with the replacement Turing 

Scheme (£110 million annually) focusing on individual mobility rather than collaborative school partnerships. Funding constraints 

since 2010 austerity measures continue to affect resources, professional development and curriculum time allocation across all 

UK nations.131 

 
127

 See: https://www.unicef.org.uk/rights-respecting-schools/funding-for-schools-in-scotland/ and  https://education.gov.scot/.  
128

 See: https://hwb.gov.wales/curriculum-for-wales/; https://peacemala.org.uk/ and  https://www.wcia.org.uk/. 
129

 See: https://ccea.org.uk/key-stage-3/curriculum/learning-life-and-work and https://ccea.org.uk/post-primary/local-and-global-

citizenship. 
130https://nya.org.uk/uk-youth-parliament-are-launching-their-e-petition-on-political-and-citizenship-education/; 

https://www.coe.int/en/web/digital-citizenship-education/2025-european-year-of-digital-citizenship-education and 

https://www.gov.uk/government/publications/curriculum-and-assessment-review-terms-of-reference 
131

 See: https://www.teachingcitizenship.org.uk/gcse-citizenship-studies-results-2025-inspiring-action-impact-and-participation/ and  

https://www.gov.uk/government/organisations/department-for-education 
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* Abbreviations: ACT (Association for Citizenship Teaching), AQA (Assessment and Qualifications Alliance), CCEA 

(Council for the Curriculum, Examinations and Assessment), CoPE (Certificate of Personal Effectiveness), Edexcel 

(Educational Excellence), GCSE (General Certificate of Secondary Education), Hwb (Digital learning platform of the Welsh 

Government), INSET (In-Service Education and Training), LLW (Learning for Life and Work), MQ (Monitoring Question), 

OCR (Oxford, Cambridge and RSA Examinations), Ofqual (Office of Qualifications and Examinations Regulation), Ofsted 

(Office for Standards in Education, Children’s Services and Skills), OSCR (Office of the Scottish Charity Regulator), PGCE 

(Postgraduate Certificate in Education), PSHE (Personal, Social, Health and Economic Education), QCA (Qualifications and 

Curriculum Authority), QM (Questionnaire Module), SMSC (Spiritual, Moral, Social and Cultural Development), TES (Times 

Educational Supplement), WCIA (Welsh Centre for International Affairs). 
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EDUCATIONAL POLICY ANALYSIS 

 

1. How is citizenship education defined in national policies?  

a. Concept of Citizenship Education in the education system  

Norwegian national policy does not offer an explicit legal definition of citizenship education. However, the Core 

Curriculum - Values and Principles for Primary and Secondary Education and Training, which is part of the national 

framework Kunnskapsløftet 2020 (LK20), provides a clear conceptualization. Citizenship is identified together with 

democracy as one of three compulsory school’s interdisciplinary topics, together with health and life skills and 

sustainable development. It is conceived as a comprehensive and cross-curricular educational approach that 

prepares pupils to participate actively and responsibly in a democratic society, both locally and globally 132 The 

concept is rooted in Norway’s broader educational values and is embedded across subjects and school activities. 

(see CC 2.5, 2.5.2). 
b. Values or competences prioritised (e.g. democracy, human rights, diversity, sustainability) The curriculum 

promotes a wide range of core values that underpin both general education and citizenship education. These include 

human dignity 133 human rights,134 equality, 135 respect for diversity, 136 intercultural understanding, and environmental 

 
132 Core C. Preamble, 1.6; 2.5.2, 2, 2.1, 2.3, 3; Education Act, 1.1, Sec 6-4, 13-2 (see Child Welfare Act); Independent S. Act: 5-3. Education 

Act, Ch 2 2.5 see Election Act; Education Act 11.6, Education Act: Ch. 1, 1.1. in school: 9 A-8, Ch. 11. 
133 Core C. 1.1 Education Act 1-1. 
134 Core C. 1.1 Purpose Core C.; 1, 1.1 Independent S. Act Sec 1-1; Universities Act Sec 4-3. 
135 Core C. 1.1, 1.2, 1.3, 1.6, 2.5.2, 3, 3.2; Education Act 1.1; Section 7-1; Education Act Ch 1, 2-6, 2.7, 2-8, 2-14, 2-16, 5, 6; Independent S. 

Act: 3-14; Tertiary Act Sec 15, See Equality and Anti-Discrimination Act; Independent S. Act Sec 3-4a, Sec 3-5; Universities Act sec 4-3; 

Ch.6, 6-2.  
136 Core C. 1.2; Education Act 1.1.  

https://www.regjeringen.no/en/dokumenter/verdier-og-prinsipper-for-grunnopplaringen---overordnet-del-av-lareplanverket/id2570003/
https://lovdata.no/dokument/NL/lov/2023-06-09-30/KAPITTEL_1-1#KAPITTEL_1-1
https://www.regjeringen.no/en/dokumenter/education-act/id213315/
https://lovdata.no/dokument/NLE/lov/2018-06-08-28
https://lovdata.no/dokument/NLE/lov/2003-07-04-84
file:///C:/Users/usuario/Desktop/Task%203%202%20KW%20and%20Q%20Mehmet%20y%20nosotros/Act%20of%208%20March%202024%20No.%209%20concerning%20universities%20and%20university%20colleges,%20which%20came%20into%20effect%20on%20August%201,%202024
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awareness. 137 Specific to citizenship education emphasizes understanding of democratic principles and 

institutions,138  freedom of speech, political participation, Youth participation (schools, tertiary, universities, etc.) 139 

and the ability to balance rights and responsibilities. Ethical awareness,140 critical, 141 and the capacity to deal with 

disagreement are also central. A distinctive feature of the Norwegian curriculum is its focus on creativity and 

engagement: pupils are encouraged to experience the joy of creating,142 the motivation to explore, and the ability to 

transform ideas into action. These elements are essential for developing responsible, innovative and socially 

committed citizens. 143 The school is expected to act as a democratic arena where pupils actively experience 

participation, dialogue, and cooperation in practice. 144 As added value Digital literacy 145 also plays an important role 

in schools. 

c. Type of citizenship promoted (local, national, European, global) 

The curriculum promotes a multi-level concept of citizenship. Global citizenship is strongly emphasized, reflected in 

the focus on universal values such as human rights, sustainability, peace, social justice (146) and intercultural 

understanding. These are presented as essential for addressing global challenges and preparing students for a 

connected and interdependent world. At the same time, national and local citizenship are reinforced through 

education on Norwegian democratic institutions, legal frameworks, and active participation in community life. 

Emphasis is placed on cultural heritage, including the Christian-humanist tradition, the rights of minorities,147 and the 

inclusion of Sámi history and perspectives, contributing to an inclusive and ethically grounded vision of national 

identity.148  Although European citizenship is not addressed, the overarching aim is to prepare pupils for responsible 

engagement at multiple levels of society.149 This multi-layered approach is encapsulated in the phrase: “think global, 

act local.” 
d. Explicit mention of European or global citizenship. 

There is no explicit mention of European citizenship in the Core Curriculum. Concepts such as European identity, EU 

institutions, or participation in European frameworks (e.g., Erasmus+) are absent. In contrast, global citizenship is 

clearly reflected, even if not always named directly. The curriculum emphasizes values and attitudes aligned with 

global citizenship, including respect for diversity,150 human rights, environmental responsibility, intercultural dialogue, 

and peaceful conflict resolution. For example, pupils are taught that people are different, and conflicts must be 

resolved peacefully,151 and are expected to engage actively in democratic life at school.152 The phrase “think global, 

act local” summarizes the vision well. Thus, while the term "global citizenship" may not be systematically used, its 

principles are implicitly and consistently embedded; European citizenship, by contrast, is entirely absent from the 

curriculum's discourse. 
e. Promotion of a European identity and how it is articulated with the national identity (see above) 

f. Link with international programs or frameworks (Erasmus+, EU values, Agenda 2030)  

Norwegian education policy shows clear alignment with international frameworks, even if not always through explicit 

references. The Universities Act includes direct mention of international cooperation as part of the mission of higher 

education institutions, and Norwegian students actively participate in Erasmus+ programmes, particularly in higher 

education. 153 While the Agenda 2030 for Sustainable Development is not explicitly named in the national curriculum 

or legal documents, its principles are clearly embedded in both the Core Curriculum and the Education Act, especially 

through the implementation of several Sustainable Development Goals (SDGs). For instance, SDG 4: Quality 

Education is addressed through the Education Act’s guarantee of universal access to free public education at primary 

 
137 Core C. 1.5. 
138 Core C. 1.6. 
139 Core C. 1.6; 2, 2.5.2; Education Act 1.1.3-4. 
140 Core C. 1.3., 1.5, 2.2, 3.5; Education Act 2-3; 2-4. 
141 Core C. 1.3, 2.2: Education Act 2.4. 
142 Core C. 1.4 
143 Core C. 1.4 
144

 Core C. 1.1, 1.6; Education Act, 2-3, 3-4, 4-4; Universities Act sec 1-3: purposes. 
145 Core C. 2.3; Education Act 3.1, 4A-3, 9-4. 
146 Tertiary Act Sec 28. 
147 Core C. 1.2, 1.6. 
148 Core C. 1. 
149 Core C. 1.6. 
150 Core C. 3.3; Education Act 1.1, 2.3.a., 2.4, Ch 9, 9-3; Independent S. Act Sec 3-12, Sec 2-3a, Sec 3-15; Universities Act Section 7-9.  
151 Core C. 1.6. 
152 Core C. Preamble, 2, 2.1, 2.3, 3; Education Act, 1.1; 6-4, 13-2. 
153

 Universities Act. Sec. 1-3, Sec 5-4.  
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and secondary levels.154 SDG 5: Gender Equality 155 is reflected in the strong emphasis on equality and non-

discrimination across the curriculum and legislation, ensuring all students have equal opportunities regardless of 

gender, background, or ability. SDG 10: Reduced Inequalities is evident in the recognition of the rights of the Sámi 

and other national minorities, including access to culturally and linguistically adapted education. SDGs 13 and 15: 

Climate Action and Life on Land are addressed through the Core Curriculum’s emphasis on environmental 

awareness, 156 and sustainable development, one of its three interdisciplinary themes. Regarding EU values such as 

democracy, human rights, and the rule of law, these are clearly and consistently promoted throughout Norway’s 

education system. Democracy is fostered through students’ participation in decision-making processes in school, 

including student councils, and through the development of skills in dialogue and managing disagreement. Human 

rights are embedded in both the Core Curriculum and the Education Act, which highlight human dignity, equality, and 

explicitly reference the UN Convention on the Rights of the Child. 157  
g. Inclusion of notions such as culture of peace, 158 interculturality, social justice, 159 gender, minority rights.  
These notions are strongly embedded in the Core Curriculum, which promotes respect for diversity convictions, 160 

peaceful conflict resolution, intercultural understanding, gender equality, and the rights of minorities and indigenous 

peoples as key educational values. Anti-racism. 161 
h. Adaptation to multicultural or diversity contexts.  

The Education Act and Core Curriculum ensure that education is adapted to a diverse society, with specific provisions 

for language minorities, recently arrived pupils, and indigenous and national minority groups (EA 2.8, 3.12), fostering 

inclusion and equal opportunities in a multicultural context. 

2. Are education actors involved in the drafting of education policy?  

Participation (who participates in the design and development and how) a. Who was involved in policy development 

(ministries, civil society, families, teachers, students)? and b. Whether public consultations or other participatory 

mechanisms were carried out (internal: parliaments)  
Regarding a and b questions: With varying degrees of involvement, and mainly through consultative rather than 

decision-making processes, Norway’s education policy—particularly its curriculum reform—has been shaped by a 

broad and participatory approach coordinated by the Ministry of Education and Research. According to the Ministry’s 

consultation letter (Kunnskapsdepartementets høringsbrev, 18 March 2019), the revision of the Kunnskapsløftet 2020 

(LK20) and Kunnskapsløftet Sámi (LK20S) curricula was the result of extensive collaboration: “The proposals for new 

subject curricula are the result of a broad process. Teachers, other professionals and organisations from across the 

country have contributed throughout. The curriculum groups developed the proposals in collaboration with the 

Directorate for Education (Udir), and the plans were reviewed by the Sámi Parliament (Sametinget) and the Ministry 

of Education” (Kunnskapsdepartementets høringsbrev, 18 March 2019). A national public consultation was launched 

via Udir’s digital platform, open to all stakeholders, including teachers, schools, civil society organisations, and private 

individuals,with feedback submitted per subject and all responses made accessible to the public.162 Over 8,000 

contributions were received, reflecting broad civic engagement. The Norwegian Parliament’s Standing Committee on 

Education and Research participated in legislative scrutiny, and teachers and other experts served on government-

appointed curriculum groups; however, research indicates their role was primarily advisory, with final decisions 

retained by central authorities and the Ministry (see Nature of Science in Norway’s Recent Curricula Reform, 

link.springer.com). The revised curriculum came into force in August 2020, with subject-specific science curricula 

implemented in August 2021 (Nature of Science in Norway’s Recent Curricula Reform, link.springer.com). [Public 

consultation portal] 
c. Channels of educational participation provided (in schools) 

The Education Act establishes multiple structured participation channels for pupils and parents at the primary, lower 

secondary, and upper secondary levels. These include pupil councils, parent councils, and school-environment 

committees. For upper secondary education, school boards also include pupil and parent representatives). 

 
154 Core C. 1.1, 1,2, 1.3, 3, 3.2; Education Act 1.1; Universities Act 7-1; Education Act Ch 1, 2-6; 2.7, 2-8, 2-14, Independent S. Act: 3-14 5, 

6; Tertiary Act Sec 15, following Equality and Anti-Discrimination Act; Independent S. Act Sec 3-4a, Sec 3-5; Universities Act sec 4-3; Ch. 

6. 
155 Core C.; Universities Act, Sec. 6-2. 
156 Core C. 1.5 Independent S. Act Sec. 1-1 
157 Core C. Purpose; 1, 1.1 (Child UN) and Child Welfare Act. 
158 Core C. 1.6. 
159 Tertiary Act Sec 28. 
160 Education Act 2-3, 2.4.  
161

 Core C. Purposes, 1.1, 1.6, 2.5.2; Education Act 8 A-3.  
162 See: https://hoering.udir.no/Hoering/v2/325. 

https://link.springer.com/article/10.1007/s11191-022-00399-z
https://hoering.udir.no/Hoering/v2/325
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Additionally, grants upper secondary pupils the right to attend and speak at county-level school boards, ensuring 

access to wider governance discussions 163 
d. Role (and power) of students in higher education (university, vocational) 

The Universities and University Colleges Act mandates student representation in governance bodies. Section 10 

requires student-elected members on institutional boards, and Section 14 establishes mandatory student 

organizations as formal channels for student input. It further mandates a Student Ombudsman under Section 14a to 

support student rights. At private higher-education institutions, Section 10-1 permits a board decision to elect the 

rector; if elected, student votes can comprise between 15–30% of weighted board voting power, indicating that while 

formal participation is institutionalized, student influence is limited and context-dependent. 164 
e. Political or ideological tensions-confrontations identified around this participation. 

Yes. Some critics can be found here: “moderately politically left-leaning… surprising given that the government 

behind SAF01-04 was centre-right”. It can be found not on the Law but on papers (Ammer & Hovland (2025); 

Grandholt, S, Klev, L., & Aashamar, P.N (2025).165 
 

3. How is education policy implemented in practice?  

Implementation (how is the education policy applied in practice, does it remain in the document or law?) 

a) According to the Education Act, the teaching of democracy and citizenship is one of the three cross-curricular 

topics that must be integrated throughout all levels of education and across different subjects. It is not taught as an 

independent subject, but rather embedded within subjects such as ethics, social studies, and language. In addition to 

its inclusion in the formal curriculum, specific or complementary activities related to citizenship and democratic values 

may also be offered, such as debates, social projects, or educational outings. Students (or their parents if they are 

under 15) may request an exemption from certain school activities if these are perceived to conflict with their religious 

or philosophical beliefs. The exemption must be requested in writing, and no justification is required. The law does 

not set a specific number of hours dedicated to citizenship or values, but it does require continuous and structured 

integration throughout the entire educational journey, from primary school to upper secondary and beyond. It is not 

a topic confined to a single course or level.  
b) Methodologies and resources. - Pedagogical approach promoted (debate, active learning, projects, simulations, 

etc.). All of them. Examples:  
EVA2020 - Evaluering av fagfornyelsen. The Norwegian Curriculum Renewal: Political Intentions, Processes and 

Practices. Chapter 4.1 “Skole 4: Demokrati og medborgerskap, 9. trinn: Students created group slam-poetry pieces 

and podcasts addressing human rights, racism, and discrimination. They presented their work in class, stimulating 

expression and debate “Elevers læring i møte med de tverrfaglige temaene” (2024) 
Encouragement of critical thinking, active participation, conflict resolution. Yes. In fact, it is mentioned on the CC (See 

Annex A) 
Existence of complementary out-of-school programmes or resources. (See above) 
Articulation with other policies (youth, digitisation, sustainability, environment). Absolutely. Environmental awareness 

is key in the education system. The UDIR website highlights that in subjects such as computer science in upper 

secondary school (VG2) the topic "Demokrati og medborgerskap" links directly to cybersecurity and digital literacy, 

reinforcing the role of students in identifying threats to online democracy.  
NTNU's qualitative report notes that teachers perceive a strong connection between democracy, citizenship and 

sustainable development, placing the environment as a natural context for living democratic values. 166 
UDIR states that the transversal axis of ‘Bærekraftig utvikling’ is aligned with democracy, equipping students with 

tools to make ethical and responsible decisions about the environment. 167 
School project: using social media to promote sustainable living and digital citizenship. Source: Digitalt 

medborgerskap i fremtidens skole (Utdanningsforskning.no) A project carried out by researchers at the University of 

Oslo together with secondary schools is described. For 21 days, pupils adopted a sustainable habit change (e.g. 

reduction of plastic consumption) and documented their experience on social media (e.g. Instagram). Afterwards, 

they participated in guided reflections on how to use social media as a tool for learning and citizen engagement, 

discussing topics such as cyberethics, media literacy and online collective action. 

c) Assessment and monitoring  

 
163 Core C. Preamble; Education Act Ch. 11 A, 11-5; 9 A-8. 
164

 Tertiary Act student body, student ombudsperson; Universities Act (purposes) Sec 1-3, Sec 4-1 Student bodies; 4-4, 4-17.  
165 See https://eric.ed.gov/?id=ED628499;   
166

See https://www.ntnu. no/documents/1272526547/1272693899/Etter-LK20-Demokrati-medborgerskap-skolen.pdf/29b63571-6b15-

6611-6d0e-c68c2ed7821b?t=1708416135824. 
167 See: https://www. udir.no/lk20/overordnet-del/prinsipper-for-laring-utvikling-og-danning/tverrfaglige-temaer/2.5.3-barekraftig-utvikling. 

https://eric.ed.gov/?id=ED628499&utm


 

103  

Assessment of civic competences (qualitative/quantitative instruments). 168 
Whether there is any national monitoring/follow-up system (ministerial agencies...). 169 
Participation of the country in European networks or programmes (e.g. eTwinning, Europe for Citizens) It is not 

specifically mentioned, but the practice shows the openness of their institutions in terms of collaboration. 
d) Teacher training   

Whether there is specific initial or in-service training in citizenship education (here I have seen that some do) The 

Core Curriculum and the above-mentioned laws (Education Act, Tertiary Act, Independent Act, Universities Act)  do 

not include a specific subject dedicated to teacher training in citizenship education. However, it could be said that this 

is addressed indirectly. For example: “Teachers shall promote democratic values and attitudes that can counteract 

prejudice and discrimination.” or Teachers are expected to teach democracy by practicing it in their everyday work. 

This requires a deep understanding of values such as participation, human rights, diversity, and justice. That said, 

because citizenship education is integrated across all subjects rather than taught as a standalone course, teachers 

do not require a distinct qualification for it. It is expected that all certified teachers, equipped with general pedagogical 

training, are capable of delivering content on citizenship, democracy, and related interpersonal skills. 
There are specialized courses. For instance: NTNU offers courses like "Citizenship Education" (SAM1020), which 

focuses on key social science courses related to citizenship, such as democracy, political participation, and social 

inclusion. Another NTNU course, "Comparative perspectives on Education, Citizenship and Welfare", introduces 

students to the Norwegian educational system, including education for democracy and citizenship, in a comparative 

context. The "Democracy and Citizenship in Education" course (PLU8025) at NTNU explores theories on citizenship 

and democracy, relevant for research in the field, and examines the challenges of increased immigration and 

diversity. The European Wergeland Centre, based in Oslo, provides resources and support for education in 

intercultural understanding, human rights, and democratic citizenship. Courses like "Global Citizenship Education" 

offered by Teachersrise 170 focus on global issues, sustainability, and intercultural learning, aiming to foster students' 

independence and critical understanding of the interconnected world. 
Whether it is compulsory, voluntary or non-existent if there is no specific training. See above. 
Content covered:  courses related to citizenship, such as democracy, political participation, and social inclusion. 
Teaching for minority groups (Roma, indigenous, etc.) Yes. 171 
 

4. Are there any challenges in the implementation of education policy? What obstacles or controversies 

exist?  

According to Government White Paper - Meld. St. 34 (2023-2024) This report highlights several peace and human 

rights centres that support the teaching of democratic citizenship in schools. They recognise difficulties in: a) 

Combating hate speech, racism and extremism, promoting teaching resources to develop democratic resilience; b) 

Strengthening the capacity of teachers and pupils to deal with ‘controversial or contentious’ issues through specific 

thematic training (value conflicts, intolerance); c) Strengthening the capacity of teachers and pupils to deal with 

‘controversial or contentious’ issues through specific thematic training (value conflicts, intolerance); d) Strengthening 

the capacity of teachers and pupils to deal with ‘controversial or contentious’ issues through specific thematic training 

(value conflicts, intolerance). 172 
Parliamentary Statement on integration and democracy. In a written parliamentary question (FrP), it is pointed out 

that the integration law (2021) includes the obligatory teaching of civic culture and democracy to adult immigrants. 

The challenge lies in: a. Ensuring that this training does not remain only on paper, b. Achieving real active participation, 

based on respect and democratic understanding. 173It confirms that understanding democracy is an essential 

component of the civic education curriculum for adult immigrants.  ‘Furthermore, the participants also receive training 

in democracy and citizenship, which should help participants develop insight into democratic values and principles, 

as well as knowledge of what can threaten democracy.’ Se refuerza que se enseña a los participantes no solo a 

entender el sistema democrático, sino también a reconocer amenazas al mismo. Minister Marte Mjøs Persen 

 
168 Tertiary Act sec 31. 
169

 Independent S. Act Sec 8-5. 
170 See: https://www.teachersrise.eu/courses_cat/global-citizenship-education/. 
171

 Core C. 1.3, 3; Education Act Ch. 1, 2-6, 2.7,2-8, 2-14, 5, 6; Independent S. Act: 3-14; Tertiary Act Sec 15: See: Equality and Anti-

Discrimination Act; Independent S. Act Sec 3-4a , Sec 3-5; Universities Act sec 4-3. 
172

See: https://www.ntnu.no/documents/1272526547/1272693899/Etter-LK20-Demokrati-medborgerskap-skolen.pdf/29b63571-6b15-

6611-6d0e-c68c2ed7821b?t=1708416135824. 
173 In Norwegian in  https://www.stortinget.no/no/Saker-og-publikasjoner/Sporsmal/Skriftlige-sporsmal-og-svar/Skriftlig-

sporsmal/?qnid=70152. “Demokratiforståelse utgjør en del av kjerneelementene i opplæringen i samfunnskunnskap. Her skal deltakerne få 

kjennskap til hvilke muligheter som finnes til medvirkning, og hvordan de selv kan være aktive medborgere, basert på respekt for og 

legitimiteten til demokratiske beslutninger”. 

https://www.teachersrise.eu/courses_cat/global-citizenship-education/
https://www.ntnu.no/documents/1272526547/1272693899/Etter-LK20-Demokrati-medborgerskap-skolen.pdf/29b63571-6b15-6611-6d0e-c68c2ed7821b?t=1708416135824&utm
https://www.ntnu.no/documents/1272526547/1272693899/Etter-LK20-Demokrati-medborgerskap-skolen.pdf/29b63571-6b15-6611-6d0e-c68c2ed7821b?t=1708416135824&utm
https://www.stortinget.no/no/Saker-og-publikasjoner/Sporsmal/Skriftlige-sporsmal-og-svar/Skriftlig-sporsmal/?qnid=70152&utm
https://www.stortinget.no/no/Saker-og-publikasjoner/Sporsmal/Skriftlige-sporsmal-og-svar/Skriftlig-sporsmal/?qnid=70152&utm
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responds to concerns about why some people do not recognise democratic values, despite educational efforts. The 

minister recognises a lack of practical knowledge: it is not enough to offer education in democratic values, we need 

to understand why this is not happening in certain sectors. 
Opportunities for improvement identified: 174 Kommisjonen mener skolen er en sentral arena i arbeidet med å styrke 

oppslutningen om demokrati og menneskerettigheter. Skolen omtales gjerne som «samfunnets viktigste fellesarena», 

ettersom så godt som alle går gjennom skolen i løpet av livet. Skolen som arena for fellesskap, kunnskap og 

demokratisk dannelse er unik. Det gjøres allerede svært mye godt arbeid i skolen, og mange andre aktører arbeider 

opp mot skolen, for eksempel gjennom kompetansehevingstilbudet Dembra.  
Opportunities for improvement identified. Dembra Programm. Dembra is an institutionalised and legally backed 

government programme that aims to train schools and teachers to effectively prevent racism, intolerance and hate 

speech. Its success is based on continuous training, didactic tools, comprehensive school-based approach and 

regional collaboration with centres of excellence in human rights. 175The Dembra programme aims to prevent attitudes 

and ideologies that undermine and, as a final consequence, threaten the very foundations of modern democratic 

society: equity, mutual respect, equal treatment, freedom to participate and contribute. In line with the Norwegian 

Education Act, Dembra is founded on a definition of prevention in which the main focus is to build and make that 

which we seek to protect more robust. Dembra is based on the values of ‘promoting democracy, equality and scientific 

thinking’, as stated in the objective clause of the education law. Dembra supports schools in complying with Section 

9a of the Education Act, especially with regard to the requirement for continuous and systematic work for health, 

environment and safety. Through the National Curriculum for primary, lower secondary and upper secondary 

education implemented in 2020, the anchoring of Dembra in school governing documents has been strengthened. 

LK20's emphasis on an inclusive learning environment, the link to subject work, cross-curricular themes, pupil 

participation and development in the professional community are elements that correspond with Dembra's approach 

to prevention.  
Democracy, Citizenship and Empowerment: it explains: "In school, both democracy and empowerment are elements 

of school practices for pupils' participation. Pupils should experience democracy and participation in school. They 

should learn democratic behaviour through participation. Combining this with learning about democracy, pupils 

acquire the competence to act and participate as democratic citizens176 and global citizenship. 177 The notion of global 

citizenship is expressed in the above-mentioned statement “Think global, act local".  

5. Impact and good practices  

Whether good practices, pilot projects or innovations in EC have been documented. 

Dembra Programm (see above). 

Action plans: on samis’s discrimination. 178 Project DEMOCIT (OsloMet + NOVA). 179There is a need for more 

knowledge and new didactics in order to incorporate and improve democratic learning. 
The ICCS 2016-survey (udir.no) revealed that young citizens’ belief in their future participation in democracy is 

influenced by gender, ethnicity and socioeconomic background. Additionally, the Norwegian national curricular 

reform (udir.no), emphasizes civic and citizenship education as one of three cross-curricular themes in all school 

subjects. There is a need for more knowledge and new didactics in order to incorporate and improve democratic 

learning. 
SustainAll, 2023.180 
Handlingsplan mot antisemittisme 2025–2030 

Handlingsplan mot hets og diskriminering av samer 2025–2030 

Handlingsplan mot negativ sosial kontroll og æresmotivert vold 2025–2028” (“Sjef i eget liv”). 181 
22 July and Democratic Citizenship. https://theewc.org/projects/22-july-and-democratic-citizenship/.  

Handlingsplan mot rasisme og diskriminering 2024–2027. 182 
 

 
174 See: https://www.regjeringen.no/no/dokumenter/nou-2024-3/id3027182/?ch=10. 
175 See https://www.dembra.no/en/fagtekster-og-publikasjoner/artikler/dembras-faglige-grunnlag. 
176 See Dembra program: https://www.dembra.no/en/tema/demokrati-medborgerskap-og-kritisk-tenkning. 
177 See: https://www.dembra.no/en/fagtekster-og-publikasjoner/artikler/medborgerskap. 
178 See:  https://www.regjeringen.no/en/dokumenter/action-plan-to-combat-harassment-and-discrimination-of-the-sami-2025-

2030/id3085742/ Action plan to combat harassment and discrimination of the Sami 2025-2030. 
179 See: https://www.oslomet.no/en/research/research-projects/democit. 
180 See: https://sustainall.eu/wp-content/uploads/2025/03/Sustain-All-Case-study-report-Norway-school-3-January-2023.pdf. 
181

See https://www.regjeringen.no/no/aktuelt/regjeringen-med-ny-handlingsplan-mot-negativ-sosial-kontroll-og-aresmotivert-

vold/id3103060/. 
182                See: https://www.regjeringen.no/no/dokumenter/handlingsplan-mot-rasisme-og-diskriminering-ny-innsats-20242027/id3015471/. 

https://www.udir.no/tall-og-forskning/finn-forskning/rapporter/demokratiforstaelse-kunnskap-og-engasjement-blant-9.-klassinger-i-norge/
https://www.udir.no/laring-og-trivsel/lareplanverket/nye-lareplaner-i-grunnskolen-og-gjennomgaende-fag-vgo
https://www.udir.no/laring-og-trivsel/lareplanverket/nye-lareplaner-i-grunnskolen-og-gjennomgaende-fag-vgo
https://theewc.org/projects/22-july-and-democratic-citizenship/
https://www.regjeringen.no/no/dokumenter/nou-2024-3/id3027182/?ch=10&utm_source
https://www.regjeringen.no/en/dokumenter/action-plan-to-combat-harassment-and-discrimination-of-the-sami-2025-2030/id3085742/
https://www.regjeringen.no/en/dokumenter/action-plan-to-combat-harassment-and-discrimination-of-the-sami-2025-2030/id3085742/
https://www.oslomet.no/en/research/research-projects/democit?utm_source
https://sustainall.eu/wp-content/uploads/2025/03/Sustain-All-Case-study-report-Norway-school-3-January-2023.pdf?utm
https://www.regjeringen.no/no/aktuelt/regjeringen-med-ny-handlingsplan-mot-negativ-sosial-kontroll-og-aresmotivert-vold/id3103060/
https://www.regjeringen.no/no/aktuelt/regjeringen-med-ny-handlingsplan-mot-negativ-sosial-kontroll-og-aresmotivert-vold/id3103060/
https://www.regjeringen.no/no/dokumenter/handlingsplan-mot-rasisme-og-diskriminering-ny-innsats-20242027/id3015471/
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LOMLOE: encourages students’ active participation in civic and democratic life as an educational objective and core 

competence. Democratic Training (LOMLOE; RD 157/2022; RD 217/2022; RD 243/2022; LO 3/2022; LO 2/2023) 

European public policies (LOMLOE: “… preparing students for the full exercise of human rights and for active and 

democratic citizenship in contemporary society; “The European Union today: its influence on everyday life; debate on the 

impact of European Union policies; embracing the values of European integration (Europeanism); assuming the 

commitments arising from EU membership; the values of European integration: principles guiding the idea of the European 

Union and a participatory attitude towards EU programmes and projects”. 

The 2020 law adapted and modernized the education system to address the challenges of the 21st century and align it 

with European (EU) and international (UNESCO) goals (see Preamble). Access to justice (Spanish Constitution Art. 24); 

Tolerance and non-discrimination (Spanish Constitution Art. 14; LOMLOE Art. 1); Protection of fundamental rights (Spanish 

Constitution Title I; LOMLOE Preamble); Education in social justice (Royal Decree 157/2022, curricular policy); Equality of 

rights (Spanish Constitution Art. 14; LOMLOE Art. 1); Ethical and moral values (RD 157/2022; RD 217/2022; RD 243/2022); 

Individual freedoms (Spanish Constitution Arts. 16–20; LOMLOE Art. 1). 

EDUCATIONAL POLICY ANALYSIS 

 

1. How is citizenship education defined in national policies?  

In Spain, citizenship education became compulsory in 2006 with the LOE, was later modified under the 2013 LOMCE 

reform, and was reintroduced and strengthened in 2020 through the LOMLOE183, which restored the compulsory 

subject “Education in Civic and Ethical Values”. This subject requires schools to address fundamental rights, civil 

liberties, democratic principles, equality and social responsibility. 
Sustainable development is studied in educational plans and programmes of compulsory education, providing 

students with the knowledge, values and attitudes needed to make informed decisions and to take an active role in 

society. The values and competences prioritised include emotional education, peace education, non-violence and 

creativity across all subjects. Students also acquire competences that foster democratic citizenship, respect for 

diversity,184 environmental sustainability and practices such as recycling. 185 
In Spain, the type of citizenship promoted is local, national and global citizenship. There is no explicit reference to 

European citizenship, but educational objectives are aligned with the priorities set by the European Union, and the 

values match: democracy and human rights.  

The pupils have to participate in educational plans and programmes related to sustainable development, as 

incorporated into the curriculum through the LOMLOE and the 2030 Agenda. It is compulsory to incorporate 

knowledge, skills, values and attitudes that every citizen needs to live a good life, make informed decisions and be 

active at both local and global levels. Students also learn about the international situation and acquire intercultural 

education186. Mobility programmes such as Erasmus+ are promoted through public funding, ensuring equal 

opportunities, non-discrimination and inclusion187.    
The education system includes the need to study and respect other cultures, including Roma and other minority 

groups, as well as the recognition of their historical presence in Spain, helping to promote awareness and avoid 

stereotypes 

In primary, secondary and post-secondary education, critical and scientific thinking, emotional and values education, 

education for peace and non-violence, and creativity are promoted across all subjects. Equality between women and 

men, respect and cooperation are also emphasised. At some point during their school years, specifically for the first 

three years of secondary education, all students must take courses in civic and ethical values (35 hours)188 and 

analyses human rights, children's rights, sustainable development and global citizenship.189.   

 
183

 Organic Law 3/2020, of 29 December, amending Organic Law 2/2006, of 3 May, on Education. 

https://www.boe.es/buscar/doc.php?id=BOE-A-2020-17264 
184 Royal Decree 157/2022, of 1 March, establishing the organisation and minimum teaching requirements for primary education. Second 

cycle. Assessment criteria Especific competence 8. https://www.boe.es/buscar/act.php?id=BOE-A-2022-3296 
185 Organic Law 3/2020, of 29 December, amending Organic Law 2/2006, of 3 May, on Education. Preamble.  
186

 Organic Law 3/2020, of 29 December, amending Organic Law 2/2006, of 3 May, on Education. Preamble.  
187 Organic Law 2/2023, of 22 March, on the University System. Art. 27. https://www.boe.es/buscar/act.php?id=BOE-A-2023-7500 
188

 Royal Decree 217/2022, of 29 March, establishing the organisation and minimum teaching requirements for Compulsory Secondary 

Education. Annex IV.  

189 Organic Law 3/2020, of 29 December, amending Organic Law 2/2006, of 3 May, on Education. Preamble.  

https://www.boe.es/buscar/doc.php?id=BOE-A-2020-17264
https://www.boe.es/buscar/act.php?id=BOE-A-2022-3296
https://www.boe.es/buscar/act.php?id=BOE-A-2023-7500
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In Spain, the participation of education actors in the drafting of policy involves governmental consultation processes 

with NGOs and platforms such as the Platform of NGOs for Social Action, La Liga Española de la Educación and 

Fundación CIVES. Due to decentralized administration in Spain, citizenship education is approached differently across 

regions. Because of that, the work of NGOs is important, especially those engaged in Education for Sustainable 

Development, whose goal is to generate critical awareness of global reality, working with students and teachers and 

providing tools for participation and social transformation in justice and solidarity.   

2. Are education actors involved in the drafting of education policy?  

Teacher education in citizenship education is included in teachers’ initial training. It must promote equality between 

women and men and must not include sexist or discriminatory stereotypes. Education for sustainable development 

and global citizenship is included in teacher training and access to the teaching profession. Each area has specific 

competences, according to educational stage, as well as assessment criteria and stated content. To facilitate teachers’ 

practice, a definition of learning situations is proposed and guidelines for their design are set out. 

To facilitate teachers’ own practice, a definition of a learning situation is proposed and guidelines for its design are 

set out190.  
The first cycle of Early Childhood Education (0-3 years) can be taught by individuals who hold a Higher Technical 

Certificate in Early Childhood Education. The modules cover social skills, working with families, and caring for children 

at social risk. 

The secondary teachers must study inclusive education and diversity awareness, educational research and 

innovation, and change management, equity of gender, respect for human rights. 

3. How is education policy implemented in practice? 

The implementation of citizenship education is compulsory and is integrated into the curriculum structure at all levels 

where it is delivered. In primary education (six academic years), Education in Civic and Ethical Values is a compulsory 

subject. In post-secondary education, ethical and civic content forms part of Philosophy, where students learn ethical, 

political and civic principles and practices essential for the development of a democratic society.191 
The methodologies and resources to acquire knowledge and critical thinking for citizenship participation include 

monographic work, community projects, group work192; real-life situations and experiential learning, as well as 

cooperative problem-solving. The need for students to learn about the history of democracy in Spain was added. 

Studying democratic memory allows students to consolidate their knowledge of civic values, become more tolerant 

and develop critical thinking skills193. 
In primary education, general principles include the development of relationships with others in equality, gradually 

acquiring guidelines for coexistence, social interaction, empathy and peaceful conflict resolution, avoiding any form 

of violence194.     
The assessment of citizenship skills and the monitoring of citizenship education involve the government, after 

consulting the autonomous regions, establishing the basic aspects of the curriculum in accordance with content, 

competences and assessment criteria. Schools determine the specific details of the curricula established by the 

education authorities, incorporating them into their educational projects and developing the principles and 

methodology of competences-based learning geared towards active citizenship. The diagnostic assessment of 

students' competences is the responsibility of the education authorities and is used for informational and educational 

purposes for schools and the educational community. 

In relation to participation in European programmes and educational platforms, Spain participates in eTwinning. The 

National eTwinning Support Service (SNA) is located at the National Technological Institute for Education and 

Training, and each autonomous community coordinates with the SNA. 
 

Spanish Autonomous Communities 

The importance of the Spanish regional structure, where the Autonomous communities have a strong freedom to 

regulate their educational policies must be highlighted  

 
190

 Royal Decree 157/2022, of 1 March, establishing the organisation and minimum teaching requirements for primary education. Preamble, 

and Royal Decree 243/2022, of 5 April, establishing the organisation and minimum teaching requirements for upper secondary education. 

Art. 17 
191

 Royal Decree 243/2022, of 5 April, establishing the organisation and minimum teaching requirements for upper secondary educat ion..  
192

 Royal Decree 217/2022, of 29 March, establishing the organisation and minimum teaching requirements for Compulsory Secondary 

Education. P. 29.  
193

 Organic Law 3/2020, of 29 December, amending Organic Law 2/2006, of 3 May, on Education. Preamble.  
194

 Organic Law 3/2020, of 29 December, amending Organic Law 2/2006, of 3 May, on Education. Art. 12.   

https://eurydice.eacea.ec.europa.eu/es/eurypedia/spain/formacion-inicial-del-profesorado-de-educacion-infantil-primaria-y-secundaria
https://school-education.ec.europa.eu/en/etwinning/group/embajada-etwinning-comunidad-de-madrid/pages/presentacion.
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While the foundation is common: thanks to the Royal Decree and the LOMLOE, all autonomous communities must 

offer EVCE in lower secondary education with similar competencies (self-knowledge, democratic coexistence, 

sustainability, emotions). 

There are, however, nuances: the communities adapt this foundation through their own regional decrees, which leads 

to differences in organization (especially whether the subject is taught independently or integrated into broader 

“learning areas”), in thematic emphases (for example, one region may place more weight on cultural identity or 

democracy), and in specific evaluation methods. 

Although the legal framework is shared, there are indeed nuances in how the curriculum is implemented in the 

different autonomous communities. Some notable differences include: 
1. Andalusia 

In Andalusia, Decree 102/2023 regulates the lower secondary curriculum and gives special emphasis to values such 

as human rights, equality, respect for diversity, a culture of peace, emotional education, and more. 

In teaching programmes (for example, in secondary schools in Andalusia), topics such as social equity, non-

discrimination, and inclusion feature prominently within the EVCE content. 

2. Valencian Community 

Its curriculum (Decree 106/2022) includes Education in Civic and Ethical Values as an “area” in the third cycle (lower 

secondary), within broader learning domains: it is not taught as a fully independent subject, but integrated into a 

“social area.” 

The Valencian education department’s documentation highlights citizenship, human rights, critical thinking, and social 

responsibility. 

3. Galicia 

The Galician Decree 156/2022 organizes lower secondary education into “learning areas.” In this structure, the social 

area includes Education in Civic and Ethical Values. 

This may mean that not all Galician schools teach EVCE as a standalone subject, but rather as part of the social 

domain. 

4. Basque Country 

In the Basque Country's official curriculum, EVCE includes the four common competency areas but also places clear 

emphasis on students’ “personal and cultural identity,” which may be more prominent given the regional context. 

5. Aragon 

Aragon also has its own curriculum for EVCE. Its curriculum frames the subject as a basis for the “critical and 

responsible exercise of citizenship” and for individual ethical reflection. 

4. Are there any challenges in the implementation of education policy?  

There are many challenge in the implementation of the global citizenship education is Spain. The qualifications and 

the labour conditions of the teachers are very important in how they can influence in the class performance. It is 

important to note 25% teacher in Spain operate with interim contract, that is a disadvantage to get a cohesion teams 

in school, and is essential for promote citizenship education through the topics.  

Another challenge, is the way young people understand civic education and civic values. Studies show that students 

with higher purchasing power have better civic knowledge than students with lower socioeconomic status. Students 

with high levels of civic knowledge and understanding are more supportive of gender equality, immigration, and 

environmental protection. 

Teachers' excessive workload, which includes lesson planning and marking, makes it difficult to combine ongoing 

training in new teaching models. The lack of incentives is demotivating because, in some cases, this does not lead to 

an improvement in working conditions. At the same time, teachers believe that training should focus on practical 

application in the classroom, rather than theoretical content that does not always meet the needs of the school context. 

Digitalization is a problem because some teachers are not update in different technologies that they need to apply in 

the classroom. 
Furthermore, some subjects that form part of cross-curricular skills have fewer teaching hours or are optional. For 

example, in The subject Digitalization, students study responsible consumption, commitment to situations of inequality 

and exclusion, active and engage digital citizenship, and conflict resolution. The subject Economics and 

Entrepreneurship promotes identifying the needs of the environment and developing ideas to put them into action, 

generating individual, social and cultural value195. 
The teaching of the subject Education in Civic and Ethical Values has met with political opposition from some more 

conservative political parties, because they believe that the government is seeking to indoctrinate students by 

promoting the teaching of content and skills related to gender equality and sustainable development.  

 
195 Royal Decree 217/2022, of 29 March, establishing the organisation and minimum teaching requirements for Compulsory Secondary 

Education. 

https://elportaleducativo.com/la-crisis-de-la-formacion-del-profesorado-en-espana-analisis-de-las-causas-y-consecuencias-de-la-falta-de-formacion-continua
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5. Impact and best practices 

Citizenship education in Spain has evolved from an isolated subject into a transversal and practice-oriented model, 

strongly linked to Service-Learning (ApS) and Global Citizenship Education (GCE). Best Practices and Current 

Reference Frameworks:  

1. Service-Learning (ApS) as a Core Approach. 

Service-Learning represents the most consolidated and widely recognised practice within the Spanish education 

system. It combines curricular learning with community service. This approach is formally supported by the Spanish 

Service-Learning Network (REDAPS) and the National Service-Learning Awards, co-organised by the Ministry of 

Education, Vocational Training and Sports. Recent examples (2024–2025) include: CUIDA-danía (IES Jacarandá, 

Andalusia), focused on community care and emotional well-being; Reto conseguido (CEIP Cierva Peñafiel, Murcia), 

winner of the National Award for Inspiring Experiences, promoting inclusion and active participation; and ReciclARTE 

(IES Miguel Catalán, Madrid), combining environmental education with active citizenship through art and recycling. 

2. Global Citizenship Education (GCE) 

Spain is a European reference point in the integration of global citizenship into the curriculum, supported by 

cooperation between universities and development NGOs. This approach is institutionally reinforced through the 

Vicente Ferrer National Award for Development Education, promoted by the Spanish Agency for International 

Development Cooperation (AECID). 

At the strategic level, the Strategy for Development Education and Global Citizenship (2022–2024, extended to 

2025/26) aligns Spanish education with the Sustainable Development Goals (SDGs). A key publication, 

Transformative Education for Global Citizenship in the Spanish Education System (Intered/AECID Report), documents 

successful practices in schools such as IES Diego Tadeo González and Colegio Niño Jesús in Burgos. 

3. Good Practices in Higher Education 

Spanish universities have institutionalised civic engagement through specialised offices and programmes. This 

process is coordinated through the University Social Responsibility Working Group of the Conference of Rectors of 

Spanish Universities (CRUE). Notable initiatives include the Service-Learning programmes of the Autonomous 

University of Madrid, where law students provide free legal advice to vulnerable groups through legal clinics, and the 

Complutense University of Madrid, whose research group on Civic Culture and Educational Policies promotes inter-

institutional seminars on critical thinking and democratic deliberation. 

4. Digital Citizenship (2025–2026 Context) 

Following the designation of 2025 as the European Year of Education for Digital Citizenship, Spain has strengthened 

initiatives to counter disinformation and promote responsible digital participation. These efforts are supported by 

SEPIE guidelines and the Erasmus+ programme. In 2025, projects developed by IES Escultor Daniel (La Rioja) and 

IES Puertas del Campo (Ceuta) were awarded by the European Union for their methodologies aimed at identifying 

fake news and fostering democratic participation in digital environments. 

 

O 

UKRAINE   

GENERAL INFORMATION  

Ranking Democracy 
4.90 

 
 

Population (<25 years) 
57%  
 

 

Population distribution 

  

  

Pub. expenditure on education 5,4% GDP  

Main minorities Russians, Belarusian, Crimean Tatars, Hungarians, Romanians and Romani.  

https://worldpopulationreview.com/country-rankings/democracy-index-by-country
https://worldpopulationreview.com/countries/ukraine
https://data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS?locations=UA
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Constitution of Ukraine; Law of Ukraine “On Education”; Law of Ukraine “On Complete General Secondary Education”; 

Law of Ukraine “On Higher Education”; Law of Ukraine “On Vocational Education”; Policy documents: State Standard of 

Primary Education (2018); State Standard of Basic Secondary Education (2020); Concept of Civic Education and Education 

for Democracy (Cabinet of Ministers, Order №710-r, 2018, with subsequent amendments); Strategy for the Development 

of Higher Education 2022–2032; National Qualifications Framework of Ukraine (Government-approved framework). 
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(Law on Education; State Standards) Rights and duties of European citizens 

(Concept of Civic Education; State Standards: policy only) Strategic Action Plan of the Ministry of Education and Science 

of Ukraine by 2027.  
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on Education 2017 Art. 20; Secondary Education Law 2020; State Standards); Mutual respect (Law on Education 2017; 

State Standards; Concept of Civic Education 2018); Resource redistribution (Law on Education 2017 - equitable funding; 

Secondary Education Law 2020); Academic mobility (Law on Higher Education 2014; Law on Education 2017); Universal 

access to education (Law on Education 2017 Art. 3; Secondary Education Law 2020); Digital literacy/citizenship (State 

Standard Primary 2018; State Standard Basic Secondary 2020); Peaceful conflict resolution (Concept of Civic Education 

2018; State Standards). 
 

 

EDUCATIONAL POLICY ANALYSIS  

1. How is citizenship education defined in national policies? 

 

a. Concept of Citizenship Education in the education system Citizenship education in Ukraine, is defined through 

different values and competences that allow the citizen to be capable to make a conscious social decisions, and work 

for the good of other people and society196. The values that are prioritized: free democratic society, the rule of law, 

human and civil rights, and freedoms197.  In education demands civic competencies related to the concepts of 

democracy such as justice, equality, human rights, equality opportunity198, participation and civic responsibility199, 

cultural diversity and appreciate the national and linguistic needs200.  
The following principles of educational activities are highlighted: Rule of law; democracy; human-centrism; formation 

of respect to human rights and freedoms; intolerance to humiliation of human honour and dignity; to physical or mental 

violence and discrimination on any grounds; Formation of the civic culture and culture of democracy.  

 

 
196 Law on Education. Rada (BVR), 2017. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
197 Law on Education. Rada (BVR), 2017. Art. 5.5. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
198 Law on Education. Rada (BVR), 2017. Art. 12.1. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
199 Law on Education. Rada (BVR), 2017. Art. 12.1. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
200 Law on Education. Rada (BVR), 2017. Art. 11.1. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 

https://mon.gov.ua/static-objects/mon/sites/1/docs%20osvita/zagalna%20serednia/Strategy.MON%202027.12.03_compressed.ENG.pdf
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
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These principles aim to empower young people to engage in democratic life and promote youth civic engagement by 

fostering democratic values. 201 
In Ukraine, they promote different types of citizenship. where education aims to form responsible citizens who uphold 

constitutional values and national traditions.202 European Citizenship, with explicit inclusion of learning about the 

European Union, the Charter of Fundamental Rights, the structure of the EU and European values such as democracy, 

justice and equality.203 where students learn about international human rights standards, global diversity and lifelong 

learning competences aligned with EU lifelong learning recommendations. 
In Ukraine, there is no explicit reference to “European identity”, however educational guidelines follow the National 

Qualifications Framework, which applies European and national standards and principles of education. The goal is to 

ensure that students’ competences can be applied in real life and the labour market, harmonising legislation to 

promote national and international recognition of Ukrainian qualifications.204 
Ukraine has adopted the Strategy for the Development of Higher Education 2022–2032, aimed at reforming the sector 

with the objective of European integration, ensuring equal access to quality higher education through digitalisation, 

inclusion, and flexible learning pathways.205  Regarding participation in European programmes, Ukraine is a partner 

country of Erasmus+, supporting projects, partnerships, mobility and cooperation in education. 
 

Higher education institutions may participate in staff and student mobility, joint Master’s programmes, individual 

scholarships, Knowledge Alliances and Jean Monnet actions in European Studies.206 
The education system requires schools to implement curricula enabling learners to acquire knowledge of justice, 

equality and minority rights. Indigenous peoples and national minorities have the right to study in their own language 

in community institutions of general secondary education.207 
How are education actors involved in the drafting of education policy?  
In Ukraine, the participation of education actors in the drafting of education policy includes a diversity of stakeholders. 

The development of the National Qualifications Framework involved ministries, the federation of employers, regional 

training and methodological centres, leading enterprises, NGOs and training providers.208  According to the Law on 

Education, the educational process involves learners, academic and teaching staff, parents of learners, and other 

persons connected with educational activities.209  
 2. How is education policy implemented in practice? 
According to the law, state educational policy and the principles of educational activity focus on promoting humanity, 

ensuring quality education and intolerance of violations of human dignity.210 However, in practice significant 

adaptations have been required due to the war, including new rules for distance learning. The aim is to provide quality 

education to children regardless of their location, whether within Ukraine, in temporarily occupied territories, or 

abroad. 211 In primary, secondary and high school, the state must create conditions to provide civic education enabling 

learners to develop competences for exercising their rights and obligations as members of society and understanding 

the values of a democratic society.212 
In the curriculum structure, in primary pupils are required to study citizenship and history.213 In middle school, students 

take “Relations between the Individual and the State” (four hours), including human rights and freedoms, 

constitutional rights and duties.214 In high school, they study the subject “Law”, covering Ukrainian citizenship, 

international human rights, and civil rights and duties.215  

 
201 Law on Education. Rada (BVR), 2017. Art. 6. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
202 Law on Education. Rada (BVR), 2017. Art. 7.1. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
203 Law on Education. Rada (BVR), 2017. Art. 7.4, Art. 35, 3. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
204 Law on Education. Rada (BVR), 2017. Art. 7.4, Art. 35, 3. https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text. 
205 See, Law On Highet Education.  Art. 3.4. https://zakon.rada.gov.ua/laws/show/1556-18?lang=en#Text 
Also see, General information about the higher education system in the country. https://erasmus-networks.ec.europa.eu/book-page/country-

page-ukraine? 
206 See, https://mon.gov.ua/en/ministry/activity/international-cooperation/international-education-projects/erasmus? 
207 Law On Highet Education.  Art. 54.2, 2014. https://zakon.rada.gov.ua/laws/show/1556-18?lang=en#Text  
208 National Qualifications Framework-Ukraine. Eurpean Training Foundation, 4.1. 2021.  https://www.etf.europa.eu/sites/default/files/2021-

11/ukraine.pdf. 
209 The Law on Education. 2017. Art. 52. 
210 Law on Education. 2017, art. 6.1.  
211 See, https://unn.ua/en/news/mes-approved-new-distance-learning-rules-details--2. 
212 Law on Education. 2017, art. 5. 
213 See: https://emergency.mon.gov.ua/primary-school/. 
214 Basic of Law Curriculum. 9 th grade. Section 3.  https://emergency.mon.gov.ua/wp-content/uploads/2022/05/Grade-9-Law-.pdf. 
215 Сurriculum for comprehensive schools (Profile level) Grades 10-11. Topic 5. https://emergency.mon.gov.ua/wp-

content/uploads/2022/05/Grades-10-11-Law.pdf. 

https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/2145-19?lang=en#Text
https://zakon.rada.gov.ua/laws/show/1556-18?lang=en#Text
https://mon.gov.ua/en/ministry/activity/international-cooperation/international-education-projects/erasmus
https://zakon.rada.gov.ua/laws/show/1556-18?lang=en#Text
https://www.etf.europa.eu/sites/default/files/2021-11/ukraine.pdf
https://www.etf.europa.eu/sites/default/files/2021-11/ukraine.pdf
https://unn.ua/en/news/mes-approved-new-distance-learning-rules-details--2
https://emergency.mon.gov.ua/primary-school/
https://emergency.mon.gov.ua/wp-content/uploads/2022/05/Grade-9-Law-.pdf
https://emergency.mon.gov.ua/wp-content/uploads/2022/05/Grades-10-11-Law.pdf
https://emergency.mon.gov.ua/wp-content/uploads/2022/05/Grades-10-11-Law.pdf
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Implementation also includes practical activities on: international guarantees of human rights; the rights of the child; 

the Convention for the Protection of Human Rights and Fundamental Freedoms; and case law of the European Court 

of Human Rights. 216 Teaching uses active methodologies such as lectures, competitions and seminars. In secondary 

education, the evaluation of students, its form, content and methods is the responsibility of the pedagogical staff. 

When a school uses its own evaluation scale, it must define rules for translation into the national evaluation system.217 

However, if the school decides to evaluate according to its own scale, it is compulsory to define the rules of transfer 

to the evaluation system defined by legislation. 218 

Ukraine participates in eTwinning through virtual exchange, collaboration, and teacher professional development. 219. 

Teacher training requires a pedagogical qualification 220 ensuring competences in civil society values, rule of law and 

human rights.221 Additional provisions exist for instruction in minority and indigenous languages. 222  The Constitution 

recognises gender equality, granting women the same rights as men in education, politics and cultural life.223    

 
3. Are there any challenges in the implementation of education policy? 

 

The principal challenge in implementing citizenship education is the ongoing war, which has deprived millions of 

learners of their right to education. It is crucial to develop individuals capable of critical thinking, able to confront 

disinformation and evaluate information objectively. Young people frequently encounter unreliable or falsified 

information online, which poses an additional challenge.   
Depopulation has affected schools in rural areas, reducing educational quality. As a result, some students receive 

individual tuition, and teachers may need to teach multiple subjects.   

Students and teachers experience low motivation due to wartime stress, and pupils often lack individual attention due 

to overcrowded classrooms, which diminishes engagement and learning outcomes. The destruction of infrastructure, 

displacement, trauma and psychological pressure significantly impact students and teachers. Teachers highlight the 

need to adapt curricula to address wartime challenges, making education more sensitive to students’ experiences 

and the national situation. 
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216 Сurriculum for comprehensive schools (Profile level) Grades 10-11. P. 4. https://emergency.mon.gov.ua/wp-

content/uploads/2022/05/Grades-10-11-Law.pdf. 
217 Law about Complete General Secondary Education. Verkhovna Rada (VVR), 2020. Article 17.3.  
218 Law about Complete General Secondary Education. Verkhovna Rada (VVR), 2020. Art. 17.4 
219 https://erasmus-plus.ec.europa.eu/news/erasmus-support-to-ukraine-three-years-of-solidarity-and-action. 
220 Law about Complete General Secondary Education. Verkhovna Rada (VVR), 2020. 

https://natlex.ilo.org/dyn/natlex2/natlex2/files/download/116135/UKR-116135%20(EN).pdf .Art. 22.3.   
221Law about Complete General Secondary Education. Verkhovna Rada (VVR), 2020. Art. 15.  

https://natlex.ilo.org/dyn/natlex2/natlex2/files/download/116135/UKR-116135%20(EN).pdf . 
222 Law about Complete General Secondary Education. Verkhovna Rada (VVR), 2020. Art. 5.1. Art. 5.3. Law on Education. Rada (BVR), 

2017. Art. 7.1-Art. 7.2.  
223 https://rm.coe.int/constitution-of-ukraine/168071f58b Art. 24. 

https://emergency.mon.gov.ua/wp-content/uploads/2022/05/Grades-10-11-Law.pdf
https://emergency.mon.gov.ua/wp-content/uploads/2022/05/Grades-10-11-Law.pdf
https://erasmus-plus.ec.europa.eu/news/erasmus-support-to-ukraine-three-years-of-solidarity-and-action
https://natlex.ilo.org/dyn/natlex2/natlex2/files/download/116135/UKR-116135%20(EN).pdf
https://natlex.ilo.org/dyn/natlex2/natlex2/files/download/116135/UKR-116135%20(EN).pdf
https://rm.coe.int/constitution-of-ukraine/168071f58b
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Pub. expenditure on education 4.50% GDP (data of 2023) 
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individual federal states 

Vocational Training Law  
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Laws Involved 

https://www.gesetze-im-internet.de/englisch_gg/
https://www.kmk.org/dokumentation-statistik/rechtsvorschriften-lehrplaene/uebersicht-schulgesetze.html
https://www.bildungsserver.de/lehrplaene-400-de.html
https://www.bildungsserver.de/lehrplaene-400-de.html
https://www.kmk.org/dokumentation-statistik/rechtsvorschriften-lehrplaene/uebersicht-schulgesetze.html
https://www.bildungsserver.de/lehrplaene-400-de.html
https://www.bildungsserver.de/lehrplaene-400-de.html
https://www.gesetze-im-internet.de/bbig_2005/
https://www.bildungsserver.de/lehrplaene-400-de.html
https://www.gesetze-im-internet.de/hrg/
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Germany. (1949). Basic Law for the Federal Republic of Germany (Grundgesetz). Federal Ministry of Justice. 

https://www.gesetze-im-internet.de/englisch_gg/ (Titles 1, 2 and 3) 
KMK – Standing Conference of the Ministers of Education and Cultural Affairs. (n.d.). Overview of school laws in the 

German federal states. https://www.kmk.org/dokumentation-statistik/rechtsvorschriften-lehrplaene/uebersicht-

schulgesetze.html (a total of 16 education laws, one for each federal state) 
Federal Ministry of Education and Research. (2005). Vocational Training Act (BBiG). 

https://www.bibb.de/dokumente/pdf/bmbf_berufsbildungsreformgesetz_en.pdf (Parts 1, 2, y 5)  
Federal Republic of Germany. (1999). Framework Act for Higher Education (Hochschulrahmengesetz – HRG). 

https://www.gesetze-im-internet.de/hrg/BJNR001850976.html (Chapters 1 and 3)  

 

Additional comments 

Other sources consulted:  
Deutscher Bildungsserver. (n.d.). Curricula in the German education system. https://www.bildungsserver.de/lehrplaene-

400-de.html  
Standing Conference of the Ministers of Education and Cultural Affairs. (n.d.). European education in schools. 

https://www.kmk.org/themen/allgemeinbildende-schulen/weitere-unterrichtsinhalte-und-themen/europabildung.html  
Standing Conference of the Ministers of Education and Cultural Affairs. (n.d.). Democracy education in schools. 

https://www.kmk.org/themen/allgemeinbildende-schulen/weitere-unterrichtsinhalte-und-

themen/demokratiebildung.html  
Federal Statistical Office of Germany. (n.d.). Official statistics and data services. 

https://www.destatis.de/EN/Home/_node.html  
Kultusministerkonferenz. (2016, December 8). Education in the digital world: Strategy of the Standing Conference of the 

Ministers of Education and Cultural Affairs of the Länder in the Federal Republic of Germany (“Bildung in der digitalen 

Welt”) [Policy document]. KMK. 

https://www.kmk.org/fileadmin/Dateien/veroeffentlichungen_beschluesse/2016/2016_12_08-Bildung-in-der-digitalen-

Welt.pdf 
 

EDUCATIONAL POLICY ANALYSIS 

 
1. How is citizenship education defined in national policies?  

In Germany, citizenship education is commonly referred to as Politische Bildung (political education). It does not have 

a single federal definition, given the constitutional responsibility of the Länder for education; however, shared 

principles and frameworks agreed through the KMK ensure a common orientation across federal states. It is generally 

integrated transversally in the curriculum through subjects such as social sciences, history, ethics/religion, economics 

and law.  
The guiding principle is the Beutelsbatcher Konsens (1976)224, which establishes three foundational principles: the 

prohibition of indoctrination (Überwältigungsverbot), the requirement to present controversial issues as controversial 

(Kontroversitätsgebot), and the promotion of students’ capacity to analyse political situations and act independently 

(Schülerorientierung). 
Therefore, citizenship education is aimed at forming active, informed, responsible and critical subjects. The key values 

are democracy and the rule of law, human rights and fundamental freedoms, tolerance and cultural and religious 

diversity, social justice and equity, sustainability and ecological thinking, solidarity and global responsibility. In addition, 

priority is given to the development of citizenship skills such as argumentation, democratic participation, media 

analysis and conflict resolution. 

German political education fosters citizenship: local, active in communities and municipalities; national, understood 

as knowledge of history, the Constitution, institutions and fundamental rights; European law, promoting knowledge of 

its common institutions and rights; global, with an emphasis on interdependence, the SDGs and international solidarity. 

A multiple and complementary identity is therefore promoted without abandoning national or local roots. 

 

224 Landeszentrale für politische Bildung Baden-Württemberg. (n.d.). Beutelsbach Consensus. https://www.lpb-

bw.de/beutelsbacher-konsens 
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https://www.bildungsserver.de/lehrplaene-400-de.html
https://www.kmk.org/themen/allgemeinbildende-schulen/weitere-unterrichtsinhalte-und-themen/europabildung.html
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It is closely linked to different international programs or frameworks: Erasmus+, promoting cultural exchanges and 

learning; Agenda 2030 and SDGs, integrated through the Buildung für nachhaltige Entwicklung (NBE-Education for 

Sustainable Development) programme; the Council of Europe and the European Union, whose principles inspire 

curricular documents; as well as other specific national programs. 
In a transversal way, the culture of peace is addressed as part of democratic education and non-violent conflict 

resolution, interculturality, social justice and gender equality due to the growing social diversity in Germany.  

In a transversal manner, the rights of national minorities are addressed within the framework of democratic and human 

rights education. Germany officially recognises four national minorities, including the Danish minority, the Sorbian 

people, the Frisian ethnic group and the German Sinti and Roma (Nationale Minderheiten). In accordance with federal 

and Länder responsibilities, educational authorities are expected to protect their cultural identity and promote 

awareness of minority rights within the school system. 

At the same time, broader issues of migration, discrimination and pluralism are typically addressed in subjects such 

as history, social studies and religion/ethics, where intercultural education and anti-discrimination principles are 

integrated into curricular approaches. 

 

2. Are educational actors involved in the drafting of education policy?  

The development of educational policies is decentralized. The main actors are the Ministry of Education (BMBF) which 

defines the general framework, the ministries of education of the federal states (Länder) responsible for curricula, the 

Standing Conference of Ministers of Education (KMK) which is the interstate coordinating body, the national agency 

(bpb) which prepares materials and organizes debates and teacher training, teaching professionals participate in 

curriculum committees. Civil society, NGOs and foundations participate in the creation of content and training, among 

others. Public consultations are occasional, but not systematic. 

Student participation is limited in formal terms, but encouraged through school student councils, mock elections 

(Juniorwahl) or local participation and service-learning projects. In higher education, students are represented on 

university councils and in governance processes. 

3. How is education policy implemented in practice?  

In Germany, the responsibility for education lies with the 16 Länder, coordinated by the Permanent Conference of 

Ministries of Education (KMK).  

In Primary education (Grundschule), citizenship education is mandatory and centered in the subject Sachunterricht, 

specifically within the "Social Science Perspective".  Citizenship education is taught in primary and secondary schools 

in an integrated manner in social sciences and humanities subjects.  

In Secondary (Sekundarstufe I & II), specific subjects exist such as Politik, Sozialkunde or Gemeinschaftskunde. 
It is mandatory at all levels. Subjects such as Gesellschaftslehre have continuity from 5th to 10th grade, and in upper 

secondary they are especially reinforced in social studies and politics. Exemptions are not allowed on religious or 

ideological grounds, but application may differ. There is also no federally defined workload. 
Initial teacher training includes compulsory subjects on political education, human rights and democracy. There is 

also voluntary, but recommended, continuing education offered by the BPB, universities and political foundations.  

In relation to the pedagogical approach, a critical and plural approach is promoted, discussion of controversial issues 

based on the Beutelsbach Konses, which prohibits inducing an opinion and requires treating controversial as such. 

Debates, workshops and analysis of real dilemmas are used, above all. The system promotes training in critical 

thinking, mediation and tolerance as essential components. The democratic resolution of disputes and student 

participation through simulations and projects are also encouraged.  
The bpb and state agencies offer resources, manuals, seminars, and school projects. In the informal sphere, funds 

such as the Kinder-und Jugendplan des Bundes finance youth initiatives. All these initiatives connect with the policies 

of integration (classes for immigrants), digitalization (media literacy) and the fight against the extreme right. There is 

also collaboration with foundations, unions and youth organizations. 

4. Are there any challenges in the implementation of education policy?  

Among the main challenges for the implementation of citizenship education in Germany are the lack of specific teacher 

training, outdated teaching resources or curricular time limitations in favor of other subjects more valued by the 

system.  

Political polarization has increasingly influenced public debates surrounding citizenship education. In several Länder, 

elements of civic education, particularly those related to gender equality, migration, diversity or democratic 

engagement, have been subject to political contestation. These debates have raised questions about the interpretation 

of neutrality within the framework of the Beutelsbacher Konsens and have generated legitimacy risks for institutions 

involved in civic education. While the intensity of such contestation varies across regions, it reflects broader societal 

debates rather than isolated partisan dynamics. 
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The growing political polarization in Germany creates an environment in which educational neutrality is constantly 

debated, leading to legitimacy. 

5. Impact and best practices  

The assessment of civic competences is mainly qualitative in nature, although in some Länder, examinations are 

applied in secondary school. Studies such as the CIVIC Education Study or the ranking by Gökbudag & Hedtke 

(2019)225 show that time spent is low and unequal between states. 
In 2025, the Pilot Monitor for Civic Education226 was launched, led by universities with funding from the bpb, to 

measure how civic education is implemented in different sectors. 
The Institute for the Development of Quality in Education (Institut zur Qualitätsentwicklung im Bildungswesen, IQB) 

and the Bildungsmonitor monitor the educational landscape and its impact on social subjects and humanities. 
In relation to specific European programs and networks, Germany actively participates in eTwinning, Erasmus+, in 

international studies such as the International Study on Civic and Citizenship Education (ICCS) of the International 

Association for the Evaluation of Educational Achievement (IEA), or in Council of Europe and networks such as 

NECE227. 
In conclusion, civic education in Germany is well structured from the legal point of view, but its implementation in the 

classroom depends on each federal state and school. There are robust support structures, institutional resources and 

pioneering monitoring systems, although challenges persist in teacher training, territorial inequality and curricular 

time dedicated.  
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Access to justice 1 

Tolerance and non-

discrimination 
1 

Protection of 

fundamental rights 
1 

Education in social 

justice 
1 

 

 Equality of rights 1 
Ethical and moral 

values 
1 Experiential learning 1 Freedom of Expression 1 

 

 Globalization and 

human rights 
1 Individual Freedoms 1 Minority Protection 1 Non-violence 1 

 

 Respect for human 

dignity 
1 Respect for norms 1 

Rights and duties of 

European citizens 
1 Rule of Law                       1 

 

 Education, Youth Participation, and Equity  

 Appreciation of 

diversity 
1 

Cultural diversity in 

Europe 
1 Critical thinking 1 Resource redistribution 1 

 

 Inclusive policies 1 
Media 

use/consumption 
1 Mutual respect 1 

Universal access to 

education 
1 

 

 
Regional development 1 

Sense of belonging to 

Europe 
1 Academic mobility 1 

 

 

 Digital 

Literacy/citizenship 
1 

Peaceful conflict 

resolution 
1 Equity in education 1 

 

 Laws Involved 

 Finland. (1999). The Constitution of Finland 731/1999. Ministry of Justice. 

https://finlex.fi/en/legislation/translations/1999/eng/731 (Chapters 1, 2 and 8) 
Finland. (1998). Basic Education Act 628/1998. Finlex Data Bank. https://finlex.fi/en/legislation/collection/1998/628 (not 

available in English) 
Finland. (2018). Act on General Upper Secondary Education (714/2018). Finlex Data Bank. 

https://www.finlex.fi/en/legislation/translations/2018/eng/714  (Chapters 1,2, 3, 5, 6, 7) 
Finnish National Agency for Education. (2023). National core curriculum for general upper secondary education 2025. 

(Chapters 2, 3, 4, 5, 6, 7.3, 7.7)  
Finland. (2017). Act on Vocational Education and Training 531/2017. Ministry of Education and Culture. 

https://finlex.fi/en/legislation/translations/2017/eng/531 (Chapters 1, 2, 6, 7, 8, 9, 10)     
Finland. (2009). Universities Act 558/2009. Ministry of Education and Culture. 

https://finlex.fi/en/legislation/translations/2009/eng/558 (Chapters 1 and 5)   
Finland. (2014). Universities of Applied Sciences Act 932/2014. Ministry of Education and Culture. 

https://finlex.fi/en/legislation/translations/2014/eng/932 (Chapters 1 and 6)   
 

 
Additional comments 

 Other sources consulted: 

Finnish National Agency for Education. (n.d.). Education development and internationalisation. 

https://www.oph.fi/en/education-development-and-internationalisation 

Finland. (2016). Youth Act 1285/2016. Ministry of Education and Culture. 

https://finlex.fi/en/laki/kaannokset/2016/en20161285  

Statistics Finland. (n.d.). Official statistics and data services. https://stat.fi/en  

Finnish National Agency for Education. (2022). Framework for digital competence. https://www.oph.fi/en/education-and-

qualifications/support-digital-competence  
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 EDUCATIONAL POLICY ANALYSIS 

  
1. How is citizenship education defined in national policies?  

In Finland, the term Global Citizenship Education (GCE) is used, and citizenship education is also referred to as 

“citizenship education” and both are integrated into the curriculum. Their education promotes human rights and 

democracy as fundamental values and critical, participatory and ethical capacities in the face of local and global 

dilemmas. 

The national curriculum explicitly incorporates GCE as part of basic education, integrating fundamental values (rights, 

justice, equality), transversal values (democratic participation, sustainability, intercultural competence) through 

subjects such as ethics, religion, language or social sciences. The system focuses on human rights, democracy and 

participation, sustainability (linked to the 2030 Agenda), interculturality and diversity and social justice, gender or 

minorities from equality and social equity.  

Citizenship is promoted simultaneously at all levels (local, national, European and global). Extraterritorial projection, 

such as European and global citizenship, is very present. Global citizenship is explicitly included in the curriculum, 

with "global citizenship" being highlighted as a goal in subjects such as religion or ethics. Finland encourages a hybrid 

identity in which national identity and the inclusion of a broader European and global identity are valued. The 

curriculum stresses that a national identity includes openness to the European and global without conflicts between 

them. 

The European dimension is also present through internationalization and school cooperation programs (Comenius, 

Erasmus+, UNESCO) that connect with the values of the European Union and among which are: UNESCO ASPnet 

(Associated Schools Network), linked to the SDGs (Agenda 2030), Erasmus+ and Comenius in basic and higher 

education, Agenda 2030 (SDG 4.7) with a focus on sustainable development, the culture of peace, gender equality 

and global citizenship. 

The inclusion of the culture of peace, interculturality, social justice, gender equality and the rights of minorities are 

clearly integrated: mediation is one of the fundamental axes in conflict resolution and non-violence is among its 

transversal competences and values; multilingualism and its framework of coexistence in diverse classrooms; the 

values of equity, gender equality and human rights; minorities made visible in the emphasis on human rights and the 

recognition of languages in vulnerable communities. An intercultural mentality based on respect and empathy is 

promoted. Resources can be found at the Council of Europe, with tools such as the "Intercultural Citizenship Test" in 

Finnish (2024) and international school collaboration228. 
 

2. Are educational actors involved in the drafting of education policy?  

Among the actors involved we find different social and educational organizations and agents. The Ministry of 

Education and Culture (OKM) is responsible for general laws and guidelines; the National Education Agency (EDUFI) 

that manages and coordinates curriculum design, including the participation of educational experts and agents; the 

central Government and Parliament promote the strategic frameworks; local authorities and municipalities are 

responsible for adapting and agreeing on the curriculum with schools and teachers; education professionals are 

actively involved in thematic groups, curriculum committees and practical consultations; students contribute through 

organizations such as the National Union of University Students of Finland (SYL); civil society and NGOs cooperate 

with EDUFI; the influence of families is channeled through municipalities and school associations. The usual channels 

of participation are national working groups, territorial consultations, official feedback from associations and 

organizations and co-creative programs as part of the 2022 immigrant integration policy. 

The specific participation of students varies depending on the educational level. In basic and secondary education, 

participation is limited in formal decisions, but participation is encouraged through the Student Council or other 

bodies. In higher education, the SYL has a significant weight in legislative decisions of the OKM, receiving 

consultations and representing more than 140,000 students. In vocational training, students participate through local 

bodies and, as in the university, can influence institutional and regional policies. 

Unfortunately, political and ideological tensions or confrontations are also present. In recent years, there has been 

political pressure to tighten immigration and citizenship rules (e.g., languages, periods of residence). Debates around 

immigration and the participation of students of foreign origin generate friction. Even so, the national curriculum was 

designed with a pluralistic and collaborative approach, attenuating direct political interference229. 
Finland offers a solid model of Citizenship Education, integrating democratic ethics, human rights, ecological-social 

sustainability, interculturality and social justice, with a strong commitment to global and European citizenship, which 

 
228

 Löfström, J. (2019). Civic and citizenship education in Finnish schools. JSSE – Journal of Social Science Education, 18(3), 54–65. 

https://doi.org/10.4119/jsse-1375 
229 Toivanen, R. (2020). Hope and perpetual challenges: Development of education for democratic citizenship and human rights in Finland.  

https://www.helsinki.fi/en/faculty-educational-sciences/news/news-and-articles/hope-and-perpetual-challenges-development-education-

democratic-citizenship-and-human-rights 

https://www.helsinki.fi/en/faculty-educational-sciences/news/news-and-articles/hope-and-perpetual-challenges-development-education-democratic-citizenship-and-human-rights
https://www.helsinki.fi/en/faculty-educational-sciences/news/news-and-articles/hope-and-perpetual-challenges-development-education-democratic-citizenship-and-human-rights
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is articulated with national identity230. The national curriculum, together with international programs and multicultural 

integration tools, reflects an inclusive, coherent approach adapted to contemporary diversity. The design of its 

Education for Citizenship policy through a collaborative and decentralized process involving ministries, the national 

education agency, local governments, teachers, researchers, students and civil society. There are formal channels 

for student voice (especially in higher education), mechanisms of legislative and curricular culture, and recent political 

tensions around the issue of migration. Despite all this, Finland prioritizes consensus and professional autonomy, 

which strengthens a comprehensive and inclusive approach to citizenship education. 
 

3. How is education policy implemented in practice?  

In Finland, there is no specific subject on citizenship education, work is done in primary education in a transversal 

way, in lower secondary education through more explicit content in subjects such as history, social education or 

ethics, in upper secondary education and vocational training through specific and optional subjects, and in university 

and teacher training there are qualifying courses in democratic citizenship and human rights, especially in the faculties 

of education231.  
The treatment of citizenship is, therefore, mandatory, but as a transversal content. School projects and extracurricular 

spaces that value citizen participation are promoted. As it is not a single subject, it does not have an independent 

workload, it is developed throughout the nine years of basic education and continues in higher education. Continuity 

occurs through integrated projects, school civic activities and external cooperation. 

The most widespread pedagogical approach is active methodologies: problem-based learning, debates, simulations 

of democratic processes or project work. Special emphasis is placed on collaborative learning, critical thinking and 

ethical reflection. There is a clear drive to promote student participation in school life, joint decision-making with 

teachers and peaceful conflict resolution, peer mediation and a culture of dialogue. Of particular note are the 

Democracy Education, Children's Parliament and School Mediation programs, as well as cooperation with various 

NGOs and youth associations. All these initiatives are strongly aligned with youth, digitalization, sustainability and 

environmental policies232. 
The assessment of civic competences is more qualitative than quantitative and generally includes learning portfolios, 

teachers' observations and students' self-assessment. Currently, there are no specific national standardized tests on 

citizenship education. The Finnish National Agency for Education (EDUFI) conducts curriculum reviews and thematic 

assessments. They monitor the cross-cutting implementation of democratic values and social and civic competence 

as part of transversal competencies. Finland is active in the eTwinning, Erasmus+, Europe for Citizens, Human Rights 

Education Network of the Council of Europe. She also participates in comparative studies of the International 

Association for the Evaluation of Educational Achievement (IEA) such as the International Study on Civic and 

Citizenship Education (ICCS)233. 
Regarding teacher training, there is compulsory initial training for primary and secondary school teachers in 

democratic values, citizenship, ethics and human rights. Voluntary continuing education is also offered by universities 

or municipalities. These trainings address content on human rights, cultural diversity, gender equality, intercultural 

dialogue, democratic structures and school participation using active methodologies.  

Among the main challenges are identified: the lack of time due to the transversality of the subject, the variability 

between schools and municipalities and that some teachers do not feel prepared to address sensitive issues such as 

racism, politics or religion, as well as working with minority groups. In this sense, there is specific training to work with 

the Sami population (indigenous peoples), Roma communities and migrant or multicultural students.  

 

4. Are there any challenges in the implementation of education policy?  

Among the main challenges for the implementation of citizenship education in Finland are the lack of teacher training, 

the limitation of resources and time that slows down the initiatives of teachers and educational centers. Academic 

performance and a culture of autonomy hinder teaching cooperation and innovation. Also, the variability between 

centers, the fact that the implementation depends on the center project, means that in some centers these practices 

are another added burden234. 
Debates about the compulsory Swedish language as part of the citizen curriculum promoted by the Finns Party 

generate political pressure for its elimination. Finland has been described as monocultural and does not fully 

 
230

 MDPI. (2019). The role of citizenship education in Finland. Social Sciences, 8(8), 232. https://www.mdpi.com/2076-0760/8/8/232 
231

 Hedtke, R., & Zimenkova, T. (2008). The challenge of developing civic activity instruction in Finnish teacher education. Citizenship 

Teaching and Learning, 4(1), 5–21. https://doi.org/10.1386/ctl.4.1.5_1  
232

Opettaja-lehti. (2019–2023). Articles on civic education and teacher experiences. Finnish Teachers’ Union (OAJ). https://www.opettaja.fi  
233 International Association for the Evaluation of Educational Achievement. (n.d.). International Civic and Citizenship Education Study 

(ICCS). https://www.iea.nl/studies/iea/iccs 
234

 Niemi, H., Toom, A., & Lavonen, J. (2016). The Finnish teacher education model: Strengths and challenges. Helsinki: University of 

Helsinki, Faculty of Educational Sciences. 
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recognize its Sami, Roma or Swedish Finnish diversity. Also, difficulties are encountered in integrating immigrants, 

S2 classes marginalize non-native students in a separate classroom with fewer civic participation resources. The term 

kansalainen emphasizes the national over the global; The resume mentions the global citizen only once235. 
Among the opportunities for improvement, we find specialized teacher training, more youth participation for the 

promotion of tools for reflection and dialogue, the redistribution of the curriculum more focused on facts towards 

active citizenship from an early age and greater coherence and institutional support strengthening pedagogical 

leadership and collaborative work among teachers. 

All this involves risks, the nationalist group Finnis Party promotes teachings of national pride and questions official 

bilingualism. Media literacy programs have also been controversial as a form of indoctrination. 
 

5. Impact and best practices  

In the Finnish educational context, several initiatives have established themselves as benchmarks for successful 

citizenship implementation, moving from theoretical knowledge to practical democratic engagement. The most 

widespread pedagogical approach relies on active methodologies, such as problem-based learning, debates, and 

simulations of democratic processes. Within this framework, of particular note is the Children's Parliament (Lasten 

parlamentti),236 a program that allows primary education students to practice formal democratic participation and 

express their views on societal issues. This is complemented by the School Mediation program (known as VERSO or 

Vertaissovittelu),237 where students are trained as peer mediators to resolve their own conflicts through dialogue 

and restorative practices, fostering a democratic and safe school climate from an early age. 
 

Furthermore, Democracy Education initiatives are strongly promoted to strengthen students' participation in school 

life and joint decision-making with teachers. These efforts are often supported by the UNESCO Associated Schools 

Network (ASPnet), which in Finland consists of approximately 60 institutions that implement creative and participatory 

projects based on peace, human rights, and sustainable development. To practice political choice without bias, 

schools participate in Mock Elections (Nuorisovaalit), 238 coordinated by the Finnish National Youth Council 

Allianssi,239 allowing students to simulate electoral processes. Although not a traditional mandate like in other 

countries, Community Service and cooperation with local NGOs remain valued practices for connecting students with 

civil society, often integrated through the "Participation and Involvement" transversal competence of the national 

curriculum. Finally, international cooperation through programs such as eTwinning, Erasmus+, and the Human Rights 

Education Network of the Council of Europe provides students and teachers with resources like the "Intercultural 

Citizenship Test".240 These best practices are supported by a qualitative assessment system that prioritizes learning 

portfolios and students' self-assessment, ensuring that citizenship is not just a written curriculum but a lived 

experience rooted in professional autonomy and a democratic school culture. 

O 

CZECH REPUBLIC     

 GENERAL INFORMATION    

 
Ranking Democracy 

8.08 

 
   

 
Population (<25 years) 

24-25%  
 

   

 
235 Reddit. (2021). How are students integrated into civic life in Finland? https://www.reddit.com/r/Finland/comments/1gh0wh5/ 
236 City of Tampere. (n.d.). Children’s Parliament. https://www.tampere.fi/en/participate-and-have-impact/influencing-children-and-

youth/childrens-parliament  
237 Finnish Peer Mediation Association. (n.d.). Peer mediation (Vertaissovittelu). https://sovittelu.com/vertaissovittelu/en/  
238 Finnish Youth Sector Umbrella Organisation Allianssi. (n.d.). Nuorten vaalit (Youth elections). 

https://nuorisoala.fi/palvelut/demokratiakasvatus-ja-osallisuus/nuortenvaalit/  
239 Finnish National Youth Council Allianssi. (n.d.). Allianssi – Finnish National Youth Council. European Commission Joint Research Centre. 

https://cop-demos.jrc.ec.europa.eu/citizen-engagement-organisations/allianssi-finnish-national-youth-council-alliance  
240 Finnish National Agency for Education. (n.d.). National core curriculum for primary and lower secondary basic education. 

https://www.oph.fi/en/education-and-qualifications/national-core-curriculum-primary-and-lower-secondary-basic-education; Council of 

Europe. (n.d.). ICC index: Intercultural Cities analytical grid. https://www.coe.int/en/web/interculturalcities/icc-test  

https://worldpopulationreview.com/country-rankings/democracy-index-by-country
https://www.google.com/url?sa=i&source=web&rct=j&url=https://csu.gov.cz/docs/107508/4069d762-93d6-1eea-fc2c-adc31d1eb26c/25012915q201.pdf?version%3D1.0&ved=2ahUKEwiSkaPqmdaSAxWW1gIHHXb3CKsQqYcPegQIBxAC&opi=89978449&cd&psig=AOvVaw2RVckpY7BO-sR_Iyy472Mr&ust=1771062968723000
https://www.reddit.com/r/Finland/comments/1gh0wh5/
https://www.tampere.fi/en/participate-and-have-impact/influencing-children-and-youth/childrens-parliament
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Population distribution 

  

 

   

 Pub. expenditure on 

education 
4,6% GDP    

 
Main minorities 

Moravians, Slovaks, Polish, Germans, Ukrainians, Hungarians, Russians, Roma, 

Silesians, Jews, Bulgarians, Croats, Ruthenians (Rusyns), Greeks and Serbs. 
   

 MAIN EDUCATIONAL LEGISLATION    

 
Basic Law 

Constitutional Act No. 1/1993 Coll., the Constitution of the Czech Republic 

and Charter of Fundamental Rights and Freedoms (No. 2/1993 Coll.), 
   

 

Main Educational Law 

Act No. 561/2004 Coll., the Education Act (Školský zákon) 
Act No. 561/2004 Coll., the Education Act - Part on Upper-secondary and Post-

secondary Vocational Schools (Vyšší odborné školy) 

   

 

Vocational Training Law 

Act No. 561/2004 Coll., the Education Act — Parts concerning Vocational Education 

and Training + Act No. 179/2006 Coll., on Verification and Recognition of Further 

Education Results (Act on NSK - National Qualifications System) 

   

 Higher Education Law Act No. 111/1998 Coll., on Higher Education Institutions (Zákon o vysokých školách)    

 KEYWORDS    

 Democracy and citizen participation    

 
Democratic Training 1 

EU governance and 

EU institutions 
1 

European public 

policies 
1 

European political 

decision-making 
1 

 

 
EU educational policies 1 Political activism 0 

Political 

communication skills 
0 

Public assemblies and 

consultations 
0 

 

 
Citizen empowerment 1 Youth participation 1 Active participation 1 Civic behaviour 1 

 

 Laws Involved    

 Chapter of Fundamental Rights.  https://www.psp.cz/docs/laws/listina.html 
Constitution of the Czech Republic. https://www.psp.cz/docs/laws/constitution.html 
Education Act No. 561/2004 Coll; Framework Education Programme for Basic Education (RVP ZV); Long-term Plan 

for Education 2023–2027 (MŠMT); RVP ZV; Strategy 2030+   

   

 Additional comments    

 Democratic training: Education Act No. 561/2004 Coll., (principles of education: democracy, human rights, 

responsibility); Framework Education Programme for Basic Education (RVP ZV), cross-curricular theme “Education 

for Democratic Citizenship (Výchova demokratického občana)”.  EU governance and EU institutions (policy 

documents, not law) Framework Education Programme for Basic Education (RVP ZV), cross-curricular theme 

“Education towards Thinking in European and Global Contexts (Výchova k myšlení v evropských a globálních 

souvislostech)”: understanding EU integration, institutions and their impact on citizens. European public policies 

(policy documents, indirect) RVP ZV, European and Global Contexts: impact of European cooperation and integration 

on everyday life; Long-term Plan for Education 2023–2027 (MŠMT), alignment with European priorities (digitalisation, 

inclusion, sustainability). European political decision-making (policy documents): 

RVP ZV, European and Global Contexts: learning outcomes include understanding basic EU decision-making 

processes and consequences of EU membership for citizens. EU educational policies (policy documents): Long-term 

Plan for Education 2023–2027 (MŠMT): alignment with EU education priorities (digital education, sustainability, 

mobility); Strategy 2030+: modernisation goals consistent with EU frameworks; RVP ZV: international cooperation and 

mobility. Citizen empowerment  

   

https://www.psp.cz/docs/laws/listina.html
https://www.psp.cz/docs/laws/constitution.html
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Education Act (personal development, autonomy, rights and responsibilities); RVP ZV, Civic Competence: responsible 

behaviour, independent judgement, active civic engagement. Youth participation: Education Act (rights of pupils to 

express views and participate); (school councils including students); RVP ZV (participation in school life). Active 

participation Education Act (active involvement in education, cooperation); RVP ZV (active, experiential and 

participatory learning across subjects and civic competence). Civic behaviour: Education Act (respect for human 

rights, ethical behaviour, responsibility); RVP ZV, Civic Competence: democratic behaviour, respect for rules, 

cooperation, tolerance. 
 

 Human Rights and European Values    

 
Access to justice 1 

Tolerance and non-

discrimination 
1 

Protection of 

fundamental rights 
1 Education in social justice 1 

 
Equality of rights 1 

Ethical and moral 

values 
1 Experiential learning 1 Freedom of Expression 1 

 Globalization and 

human rights 
1 Individual Freedoms 1 Minority Protection 1 Non-violence 1 

 Respect for human 

dignity 
1 Respect for norms 1 

Rights and duties of 

European citizens 
1 Rule of law 

1 

 Laws Involved    

 Constitution of the Czech Republic; Charter of Fundamental Rights and Freedoms (No. 2/1993 Coll.); Education Act 

(Act No. 561/2004 Coll.); Framework Education Programme for Basic Education (RVP ZV); Strategy for Education 

Policy of the Czech Republic 2030+ (Strategie 2030+); Long-term Plan for Education and Development of the 

Education System (MŠMT) 

   

 Additional comments    

  

Democratic Training (Education Act, general principles; RVP ZV, Education for Democratic Citizenship); EU 

governance and EU institutions (RVP ZV, European & Global Contexts): European public policies (RVP ZV, European 

& Global Contexts; Long-term Plan for Education); European political decision-making (RVP ZV, European & Global 

Contexts); EU educational policies (Long-term Plan for Education; Strategy 2030+; RVP ZV); Citizen empowerment 

(Education Act, principles of rights, responsibility and autonomy; RVP ZV, Civic Competence); Youth participation 

(Education Act, pupil participation rights; School Councils; RVP ZV); Active participation (Education Act, active 

involvement; RVP ZV); Civic behaviour (Education Act, democratic values and responsibility; RVP ZV, Civic 

Competence); Access to justice (Charter of Fundamental Rights and Freedoms); Tolerance and non-discrimination 

(Charter of Fundamental Rights and Freedoms; Education Act, equality principles); Protection of fundamental rights 

(Constitution; Charter of Fundamental Rights and Freedoms); Education in social justice (RVP ZV; Strategy 

2030+,equity in education); Equality of rights (Charter of Fundamental Rights and Freedoms; Education Act, equal 

access to education); Ethical and moral values (Education Act,value-based education principles; RVP ZV, Personal 

and Social Education); Experiential learning (RVP ZV, active and experiential learning methods; Czech School 

Inspectorate thematic reports); Freedom of Expression (Charter of Fundamental Rights and Freedoms; Education Act, 

student expression rights); Globalization and human rights (RVP ZV, European & Global Contexts); Individual 

Freedoms (Charter of Fundamental Rights and Freedoms); Minority Protection (Charter of Fundamental Rights and 

Freedoms, minority rights; Education Act, support measures for minority pupils); Non-violence (RVP ZV, conflict 

resolution and peaceful behaviour); Respect for human dignity (Charter of Fundamental Rights and Freedoms); 

Respect for norms (Education Act, school rules and responsibilities; RVP ZV, Civic Competence); Rights and duties of 

European citizens (RVP ZV, European & Global Contexts); Rule of law (Constitution, democratic state governed by 

rule of law; Education Act, democratic principles) 

 

   

 Education, Youth Participation, and Equity    

 Appreciation of 

diversity 
1 

Cultural diversity in 

Europe 
1 Critical thinking  1 Equity in education  1 

 

 
Inclusive policies 1 

Media 

use/consumption 
1 Mutual respect 1 Resource redistribution 

1  

 
Regional development 1 

Sense of belonging 

to Europe 
1 Academic mobility 1 

Universal access to 

education 

1  
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Digital 

Literacy/citizenship 
1 

Peaceful conflict 

resolution 
1 

Sense of belonging to 

Europe 
1 Sustainability 

1  

 Laws Involved    

 Education, Youth Participation, and Equity 

Cultural diversity in Europe (RVP ZV - Multicultural Education; European & Global Contexts); Critical thinking (RVP ZV 

- key competences); Media use/consumption (RVP ZV – Media Education); Mutual respect (Education Act - general 

principles; RVP ZV - Civic and Personal & Social Education); Sense of belonging to Europe (RVP ZV - European & 

Global Contexts) 
Academic mobility (Government Regulation 274/2016 - internationalisation standards); Peaceful conflict resolution 

(RVP ZV - Personal & Social Education; Civic Education); Sense of belonging to Europe (RVP ZV - European & Global 

Contexts) 
 

   

 EDUCATIONAL POLICY ANALYSIS    

  

1. How is citizenship education defined in national policies? 

 

a. Concept of Citizenship Education in the education system (if there is a direct definition or through elements) 

No single legal definition, but a strong policy framing. The Education Act (Act No. 561/2004 Coll sets general aims of 

education rather than a narrow legal definition of “citizenship education”. It frames schooling as contributing to the 

development of personality, respect for human rights, and preparation for life in a democratic society based on the 

rule of law. The Education Policy Strategy of the Czech Republic until 2030+ (Strategie 2030+) makes this more 

explicit. It states that education must increasingly focus on developing competences needed for active civic, 

professional and personal life and identifies “občanské vzdělávání” (civic education) as a key area.  
b. Concerning values or competencies to be prioritized (e.g. democracy, human rights, diversity, sustainability): at 

curricular level, the Framework Education Programme for Basic Education (RVP ZV) defines a set of key 

competences, among them the civic competence. All subjects and school activities are expected to contribute to 

these competences; they are not confined to a single subject. The 2025 version of RVP ZV (adopted in line with 

Strategie 2030+) states that basic education should equip pupils with competences needed for active civic life, 

employment and personal development and explicitly links this to reducing inequalities in access to quality education. 

Values emphasised across strategy and curricula include democracy, human rights, social cohesion, respect and 

tolerance, diversity, sustainable development, media literacy and critical thinking.  
c. Regarding type of citizenship being promoted (local, national, European, global) RVP ZV and the Framework 

Programme for upper secondary (gymnázia) include: a subject area “Člověk a společnost” (Human and Society), 

with History and Civics / Citizenship education; cross-curricular themes such as “Výchova demokratického občana” 

(Education for Democratic Citizenship) and “Výchova k myšlení v evropských  a globá  (Long-term Plan for Education 

and the Development of the Education System in the South Bohemian Region); Strategie  2030+;  
d. Themes mentioned on c. explicitly address: local and national citizenship (participation in school and community, 

understanding Czech institutions and rights/duties),  

e. European identity and integration (values and principles of European integration, implications of EU membership 

for everyday life), global citizenship (global interdependence, sustainable development, human rights, intercultural 

understanding). Rámcový vzdělávací program pro základní vzdělávání 2021 ((Framework educational programme for 

primary education). 
 

2. Are education actors involved in the drafting of education policy?  

 

Formal involvement in national long-term plans. Under § 9 of the Education Act, the Ministry of Education, Youth and 

Sports (MŠMT) prepares the Long-term Plan for Education and the Development of the Education System in the 

Czech Republic and must discuss its draft with central trade union bodies, employers’ organisations at national level 

and the regions, before submitting it to the government and publishing it. Regions then prepare their own long-term 

plans in line with the national one; these documents are approved by regional assemblies and published for public 

access, creating another layer of consultation and accountability. The official description of Strategie 2030+ explicitly 

states that its preparation took almost two years and involved hundreds of people, academics, experts, school heads, 

teachers, founders, as well as parents and pupils, through various forms of engagement (public discussions, 

consultations, working groups). School-level participation (including students and parents) § 167 of the Education 

Act creates school councils (školská rada) in all basic, upper-secondary and higher vocational schools. These 

councils: include representatives of parents, teachers, students (if of age) and the school founder, are defined as a 

body that allows these stakeholders to take part in the governance of the school.  

   

https://www.e-sbirka.cz/sb/2004/561/2005-12-01?zalozka=text
https://digital-skills-jobs.europa.eu/en/actions/national-initiatives/national-strategies/czech-republic-education-policy-strategy-2030
https://www.edu.cz/wp-content/uploads/2021/07/RVP-ZV-2021.pdf
https://www.edu.cz/wp-content/uploads/2021/07/RVP-ZV-2021.pdf;%20https:/krajta.slv.cz/2004/561/par_9:%20Zákon%20č.%20561/2004%20Sb.,%20o%20předškolním,%20základním,%20středním,%20vyšším%20odborném%20a%20jiném%20vzdělávání%20(školský%20zákon),%20ve%20znění%20od%2001.10.2025;%20https:/www.kraj-jihocesky.cz/sites/default/files/2024-06-21/Dlouhodobý%20záměr%20vzdělávání%20JčK%202024-2028.pdf
https://edu.gov.cz/dokumenty/strategie-msmt/s2030
https://msmt.gov.cz/vzdelavani/zakladni-vzdelavani/ucebni-dokumenty
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The Act also grants pupils and students the right to set up self-governing bodies at school level and to address the 

school head or school council through them; these authorities are obliged to discuss their views and respond. Higher 

education: strong formal role for students. The Higher Education Act (Act No. 111/1998 Coll.) defines academic 

senates of public higher education institutions and faculties as representative bodies composed of at least one-third 

and at most one-half students, elected by the academic community. These bodies co-decide on statutes, internal 

regulations, strategic plans and budgets. 

Regarding Public consultations: for major reforms (e.g. the ongoing revision of RVP ZV), MŠMT has organised public 

consultations, where thousands of teachers, experts and parents have provided feedback, which is then reflected in 

official documentation (and explicitly acknowledged in explanatory notes of the revised frameworks and in the Long-

term Plan 2023–2027).  

3. How is education policy implemented in practice? 

 

Implementation (how is education policy implemented in practice, does it remain in the document or law?) 

Regarding curriculum and its structure, Methodologies and resources, Evaluation and monitoring. 

Basic education (ZŠ, ISCED 1–2). Citizenship education is mainly delivered through “Výchova k občanství” (Civics) 

within the area Human and Society, plus cross-curricular themes (Democratic Citizenship, European and Global 

Contexts, Multicultural Education, Environmental and Media Education). These areas and themes are compulsory for 

all pupils; schools must implement them in their School Education Programmes (ŠVP) throughout the second stage 

of basic education (usually grades 6–9). Upper-secondary general education (gymnázia). The Framework 

Programme for gymnázia includes “Občanský a společenskovědní základ” (Civic and Social Science Basis) within 

the Human and Society area, again with strong emphasis on democratic participation, critical thinking, human rights 

and European/global dimensions. 
RVP ZV and Strategie 2030+ both emphasise a competence-based, learner-centred approach, where content serves 

as a means to develop key competences (including civic) through active learning, problem-solving, cooperation and 

projects. The Thematic Report of the Czech School Inspectorate (ČŠI) “Občanské vzdělávání v základních a středních 

školách” (2016) documents widespread use of active methods in civic education (discussions, group work, project 

days, excursions, experiential learning, cooperation with NGOs and local institutions). (ČŠI, 2016); Policy documents 

link civic education to other agendas: digitalisation (media literacy, safe and responsible online behaviour), 

sustainability and environment, inclusion and social cohesion, prevention of extremism and radicalisation. This 

integrated approach is explicit in Strategie 2030+ and in the Long-term Plan 2023–2027.  
Participation in European programmes (Erasmus+, eTwinning) is operationalised through the national agency Dům 

zahraniční spolupráce (DZS), which is National Support Service for eTwinning and National Agency for Erasmus+ in 

the Czech Republic; these programmes are used to support international cooperation projects with strong 

civic/European dimensions.  
RVP ZV and the Long-term Plan 2023–2027 link learning outcomes to key competences and call for the development 

of tasks and instruments to verify expected outcomes, including those connected to citizenship and democratic 

culture, to be used in both internal and external assessment.241  
The Czech School Inspectorate (ČŠI) monitors implementation of civic education through thematic inspections; its 

2016 report analysed content, teaching quality and pupils’ knowledge/skills in civic topics across a large sample of 

basic and upper-secondary schools.242  
The Act on Pedagogical Staff (Act No. 563/2004 Coll.) sets general requirements for initial qualification and 

continuous professional development (DVPP), but does not impose a single compulsory civic education module on 

all teachers.243  
Strategie 2030+ and the Long-term Plan 2023–2027 identify civic education and education for sustainable 

development as priority areas for teacher professional development, alongside curriculum work, digital education 

and project-based learning.  

The OP JAK call “Podpora občanského vzdělávání a výchovy k demokracii” (2024) explicitly finances: lifelong 

learning in civic education and education for sustainable development, development of teaching materials and 

methodological support, teacher training based on “competences for democratic culture” and the European 

sustainability competence framework.  
 

4. Are there any challenges in the implementation of education policy? Challenges  

 

From official policy and evaluation documents, the main challenges can be summarised as: 

 
241 Cfr. https://www.smocr.cz/Shared/Clanky/14893/43-2025-priloha-1465376301-2-rvp-zv-msmt-20704-2024-5.pdf 
242Cfr.https://www.csicr.cz/Csicr/media/Prilohy/PDF_el._publikace/Tematick%C3%A9%20zpr%C3%A1vy/2016_TZ_obcanske_vzdelavani.p

df 
243 Cfr. http://msmt.gov.cz/file/10187_1_2/.  

https://www.edu.cz/wp-content/uploads/2021/07/RVP-ZV-2021.pdf
https://www.csicr.cz/cz/Aktuality/Tematicka-zprava-Obcanske-vzdelavani-v-zakladnich?feed=Aktuality
https://www.csicr.cz/cz/Aktuality/Tematicka-zprava-Obcanske-vzdelavani-v-zakladnich?feed=Aktuality
https://www.dzs.cz/
https://www.dzs.cz/
https://msmt.gov.cz/documents-1/act-no-563-2004-collection-of-law-on-pedagogical-staff-and-on-the-amendment-to-some-other-acts
https://opjak.cz/vyzvy/vyzva-c-02_24_038-podpora-obcanskeho-vzdelavani-a-vychovy-k-demokracii/
http://msmt.gov.cz/file/10187_1_2/
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System still oriented to past needs: Strategie 2030+ states that the organisation and way of teaching in Czech schools 

still reflect the needs of the past rather than those of the future, and calls for a transformation of content, methods 

and assessment,with civic education explicitly listed as a key area in this transformation.  

Inequalities and segmentation: Strategie 2030+ and the Long-term Plan 2023–2027 identify large inequalities in 

access to quality education as one of the most serious systemic problems, linked to socio-economic background and 

regional differences; this obviously affects equal access to high-quality citizenship education.  
Teacher preparedness and capacity: both documents stress the need to strengthen teachers’ competences for 

competence-based, inclusive and innovative teaching, including civic and sustainability topics, and to reduce non-

pedagogical workload so that schools have capacity to implement reforms.  

Effects of recent crises: the Long-term Plan notes the impact of COVID-19 and the consequences of the war in 

Ukraine (remote teaching, integration of refugee pupils, well-being issues), which have absorbed considerable 

attention and resources, complicating implementation of broader curricular reforms including civic education.  
Assessment of civic competences: the ČŠI thematic report observes that schools often focus assessment on 

knowledge, while practical civic competences and attitudes are harder to evaluate; this makes it challenging to 

monitor the real impact of civic education.  
On politicisation: official documents do not describe open ideological conflicts around civic education, but the design 

of the OP JAK civic education call,anchored in broad democratic values and with a list of excluded activities,suggests 

a preventive concern to distinguish civic education from partisan or ideological propaganda.  
 

5. Impact and best practices  

 

Documented good practices and innovations 

The ČŠI 2016 thematic report on civic education presents many examples of good or promising practice, such as: 

widespread use of active teaching methods (discussions, project days, experiential learning, cooperation with NGOs 

and local governments), cross-curricular integration of topics like human rights, diversity, environment, financial 

literacy and prevention of extremism, in addition to the formal civics subject.  
Past national projects (e.g. funded from OP VK and other schemes) produced textbooks, methodological guides and 

student council methodologies, which ČŠI cites as valuable resources for schools.  
Newer policy instruments, especially the OP JAK civic education call, require funded projects to produce: sets of 

good practices in civic education and education for democracy, with methodological recommendations for transfer 

to other institutions, and external reviews of their quality.  
Positive results observed 

ČŠI reports that: most schools include a wide range of civic topics in their practice, many teachers use participatory 

and problem-based methods, school heads and teachers generally believe that pupils acquire at least basic civic 

knowledge and awareness of rights and duties, even if evaluation tools are imperfect.  Nurturing schools as centres 

of lifelong learning is part of national policy; documents from MŠMT and NPI stress that civic education should extend 

beyond initial schooling to adult learners and communities, especially through secondary schools and higher 

vocational schools.  

Transferable lessons 

From these official sources, a few lessons that could be applied elsewhere: 

1. Combine thematic inspections with policy follow-up: use inspectorate thematic reports (like ČŠI 2016 on civic 

education) to map real practice and feed findings into national strategies and long-term plans. 

2. Use large programmes as laboratories for civic innovation: design structural funds calls (like OP JAK “Podpora 

občanského vzdělávání a výchovy k demokracii”) to systematically generate, document and evaluate transferable 

good practices. 

3. Anchor citizenship in a competence-based, whole-school approach: as in RVP ZV and 2030+, link civic education 

to key competences, cross-curricular themes, school governance (school councils, student bodies) and lifelong 

learning, not only to a single subject. 

4. Take inequalities seriously: recognise, as the Czech strategy does, that civic education will only be effective if the 

system reduces regional and socio-economic disparities in access to quality schooling. 
 

 

 

https://msmt.gov.cz/vzdelavani/skolstvi-v-cr/dlouhodoby-zamer-cr-2023-2027
https://www.edu.cz/wp-content/uploads/2024/01/DZ-CR-2023-2027_elektronicka-publikace-1.pdf
https://www.edu.cz/wp-content/uploads/2024/01/DZ-CR-2023-2027_elektronicka-publikace-1.pdf
https://www.csicr.cz/Csicr/media/Prilohy/PDF_el._publikace/Tematické%20zprávy/2016_TZ_obcanske_vzdelavani.pdf
https://opjak.cz/wp-content/uploads/2024/12/Vyzva_podpora_obcanskeho_vzdelavani_opjak_web.pdf
https://opjak.cz/wp-content/uploads/2024/12/Vyzva_podpora_obcanskeho_vzdelavani_opjak_web.pdf
https://www.csicr.cz/Csicr/media/Prilohy/PDF_el._publikace/Tematické%20zprávy/2016_TZ_obcanske_vzdelavani.pdf
https://www.csicr.cz/Csicr/media/Prilohy/PDF_el._publikace/Tematické%20zprávy/2016_TZ_obcanske_vzdelavani.pdf
https://www.csicr.cz/Csicr/media/Prilohy/PDF_el._publikace/Tematické%20zprávy/2016_TZ_obcanske_vzdelavani.pdf
https://www.csicr.cz/Csicr/media/Prilohy/PDF_el._publikace/Tematické%20zprávy/2016_TZ_obcanske_vzdelavani.pdf
https://opjak.cz/wp-content/uploads/2024/12/Vyzva_podpora_obcanskeho_vzdelavani_opjak_web.pdf
https://opjak.cz/wp-content/uploads/2024/12/Vyzva_podpora_obcanskeho_vzdelavani_opjak_web.pdf
https://opjak.cz/wp-content/uploads/2024/12/Vyzva_podpora_obcanskeho_vzdelavani_opjak_web.pdf

