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This article argues that higher education institutions are uniquely placed to make a contribution via democratic citizenship education to sustaining and developing democratic societies. As European higher education systems are becoming not only larger, but also more highly differentiated as to kinds of institutions, programmes, and types of students, it appears that they are also more closely embracing the idea of the ‘full range of purposes of higher education’, of which preparation for life as active citizens in a democratic society is an integral part. The article first presents different notions of democratic citizenship and how these are reflected in the concept of DCE. Next it presents and discusses factors that may underlie the reluctance displayed by some higher education institutions towards a wider and more formal engagement in DCE. Finally, it reviews possible institutional approaches to the integration of DCE into the teaching, research and public service functions.
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1. Introduction
: The call for education for democratic citizenship

Democratic citizenship education as part of higher education agenda has been gaining momentum across Europe in the last decade.

One of the purposes of higher education is to prepare students for life as active citizens in a democratic society.

A revival of interest 
in the concept of 
citizenship

The resurgent interest in democratic citizenship education stems from a more general revival of interest in the concept of citizenship in many parts of the world in the last two decades (Brooks and Holford 2009, p. 86). Democratic citizenship education [DCE] as part of the higher education agenda, which had for many years been present as an educational objective of higher education in some political systems – e.g. in Germany, cf. paragraph 7 of the Hochschulrahmengesetz (framework law on higher education institutions) of 1976 – but was seldom translated into reflected and targeted activities, has been gaining momentum across Europe in the past decade. As such, it follows the trend that began in primary and secondary education in the early 1990s (Keating et al. 2009). The call for a new DCE has come from above. Governments and international institutions have stated that formal education at all stages should play a role in preparing students for life as active, informed and responsible citizens. They have called for informed policy development and improved educational practice (Brooks and Holford 2009). The most vocal proponent of education for democracy and diversity within Europe has been the Council of Europe which has declared that: “education contributes to preserving and renewing the common cultural background in society and to learning essential social and civic values such as citizenship, equality, tolerance and respect, and is particularly important at a time when all Member States are challenged by the question of how to deal with increasing social and cultural diversity” (Council of Europe 2007).
 The European Union institutions followed suit and supported several initiatives on DCE. One notable initiative towards concretising DCE has been a European Reference Framework on Key Competences for Lifelong Learning, which provides a list of the key competences for lifelong learning and a description of what they entail; it also includes and describes civic competences (Official Journal of the European Communities 2006). 

Higher education’s 
role in democratic 
citizenship

The strongest political mandate for higher education’s role in democratic citizenship education was achieved in the context of the Bologna Process. The Bologna Declaration and subsequent Communiqués signed by the Education Ministers within the European Higher Education Area [EHEA] express appreciation for the multiple purposes of higher education, including “preparing students for life as active citizens in a democratic society” and for “the important influence higher education institutions exert on developing our societies, based on their traditions as centres of learning, research, creativity and knowledge transfer as well as their key role in defining and transmitting the values on which our societies are built“ (London Communiqué 2007). European ministers responsible for higher education thus affirmed the message – most vocally advocated by the Council of Europe – that higher education should continue to fulfil its full range of purposes, including that of preparing students for life as active citizens in a democratic society, thus encouraging the higher education community to treat DCE as an educational priority and to develop necessary policy and educational tools to implement it in practice (Zgaga 2009, p. 175). 

There has been considerable growth of interest in citizenship as a political project and consequently in DCE over the last decades, as a response to the profound social, economic and political changes in European societies.
Democratic citizenship as a political project

This growth of interest in democratic citizenship as a political project, and accordingly in DCE, over recent decades can be attributed to a number of different, but often inter-related factors. One of the important factors is surely the popular concern over the maintenance and development of a sustainable democratic order and culture as societies become increasingly diverse. Another important factor is based on a combination of increasing democratisation of all spheres of society, a sense of political apathy among young people especially, and changes in democratic politics with new modes emerging that demand better-informed and educated citizens. 
DCE can help societies tackle some of the challenges that increased and increasing multicultural, multi-faith and ethnic diversity poses to social cohesion, common identity and a sense of common community – and thus to sustaining and developing the democratic order and culture.
New conceptions of DCE

Populations in our societies are becoming more diverse, whether in terms of nationality, ethnicity and race, socio-economic standing, religion or age. While diversity is surely enriching, it also brings challenges. Weaker social bonds, more fragmented societies raise concerns about social cohesion and inclusion, common identity and sense of common community; and these elicit further concerns about the maintenance and development of a sustainable democratic order and culture. Within notions of fragmented societies, the ‘public role’ played by higher education institutions may be seen as an integrative force. Higher education institutions are called into service to help societies tackle the challenges posed by increased and increasing diversity, as well as to help sustain and further develop a democratic order and culture. A response to this call can be seen in new conceptions of DCE within the higher education context.
DCE is a response to a combination of increasing democratisation of all spheres of society, a sense of political apathy among young people especially, and changes in democratic politics with new modes emerging that demand better-informed and educated citizens.

We are witnessing shifts in the modes of 
democratic politics

Fareed Zakaria asserts that a democratisation of all spheres of society is taking place, and that there is a general shift of power downwards: “Democracy has gone from being a form of government to a way of life” (Zakaria 2007, p. 14). At the same, in every advanced democracy, the public has shown decreasing confidence in and respect for the institutions and processes of representative government (Dalton et al. 2004, p.124). As electoral turnout and party memberships decline, citizens appear to be demanding more access to politics by the way of civil involvement (ibid.). We are witnessing shifts in the modes of democratic politics. The processes of traditional ‘representative democracy’, in which citizens elect elites, are complemented (or bypassed) by new types of ‘direct democracy’, such as referenda and citizens’ initiatives, and by the expansion of modes of political participation through a new style of ‘advocacy democracy’, in which citizens participate in agenda-setting and policy formation directly or through interest groups (Dalton et al. 2004, p. 125ff). The OECD report on public participation in policy-making confirms that these new modes of democracy present significant extensions in public participation. However, it also emphasises that it is primarily the educated and well-informed citizens who participate through these new modes (OECD 2001). Indeed, citizens who lack such competences for participation may be left behind, and thus new political inequalities may be exacerbated on the account of ‘inequality in usage’ (Dalton at al. 2004, p. 136). Direct and advocacy democracy tend to be demanding both cognitively and in terms of resources, as the issues at stake are usually more complex than those pertaining to the election of officeholders. As Dalton et al. (2004, p. 136) point out advocacy democracy in particular values ‘know-how and expertise in the citizenry’. Young people, especially, are often perceived to lack the political knowledge and skills to act effectively in these new circumstances (Brooks and Holford 2009). DCE can thus play an important role in helping students to acquire such know-how and expertise.  

Different notions of 
democratic citizenship

The present article first discusses different notions of democratic citizenship and how these are reflected in the concept of DCE. A ‘competences-based approach’ to DCE is presented as a useful method for formulating learning outcomes in the formal, i.e. curricular aspects of DCE. The next section is about the role of higher education in the provision of DCE. In this context, factors that may underlie the reluctance displayed by some higher education institutions towards a wider and more formal engagement in DCE are presented and discussed. Finally, a review of possible institutional approaches to integrate DCE into the teaching, research and public service functions of higher education institutions is offered. 

2. Taxonomies of democratic citizenship education

The term ‘democratic citizenship education’ or ‘education for democratic citizenship’ is not necessarily or exclusively education about citizenship, in the sense of imparting information about the rights and responsibilities of citizens in democratic societies. It is at least in part about maintaining and developing democracies. There are several important aspects contained in the notion of democratic citizenship, which translate into education for democratic citizenship. 

1. Democratic citizenship has a political and social dimension. 

Different modes of 
political participation
The political dimension of democratic citizenship consists in the different modes of political participation described above. The social dimension is the civic engagement, i.e. citizens’ participation in civil society and involvement in local communities. A balance needs to be found to give both dimensions proper attention in DCE. Biesta (2010, p. 151) warns that existing policy statements and studies, although acknowledging the political dimension, put a stronger emphasis “on activities that serve the needs of the community and society at large. What is far less emphasised is a notion of citizenship that is about collective political deliberation, contestation and action.” 
2. The scope of democratic citizenship is changing from national to sub- and supranational; it thus also includes local, regional, and global citizenship.

A response to 
globalisation and 
regional integration
This tendency is a response to the effects of globalisation and regional integration. Within the European Union different conceptions of European citizenship are evolving (Biesta 2009). 

3. Various new themes tend to be underlined within notions of democratic citizenship as a response to the social, economic, and political challenges facing European societies. 

Various new themes
These include areas of social inclusion, equity and cohesion; ethics and moral reasoning (especially in the context of business activity, but also in other areas), and environmental sustainability.
 As discussed earlier, there is a risk that these themes (which tend to be popular, especially with younger generations) ‘hijack’ the DCE agenda at the expense of the political dimension (involving more traditional political engagement, which is often not as ‘trendy’). 

4. Democratic citizenship must not be seen as ‘static’, i.e. as a status or outcome, but as an ongoing practice, in fact, as an ‘ongoing learning process’ (Biesta 2007b). 

Such a conception of democratic citizenship allows DCE to be conceived, not as ‘something that precedes actual citizenship’, but rather as ‘something that continuously accompanies actual practices of citizenship’ (Biesta 2007b, p.4). As such, democratic citizenship should not be understood as a competence that is ‘acquired’ once and for all and thereafter ‘possessed’.

5. Democratic citizenship is not about the reproduction of the existing political order; it is about deliberation about and contestation of different interpretations of democracy (Biesta 2007b).

From these conceptions of democratic citizenship we can extract three main overarching characteristics of DCE:

a DCE is part of lifelong learning, i.e. it can occur at any and every stage of the life cycle.

Higher education is only one stage in a lifelong trajectory of DCE
DCE is, thus, not a learning trajectory that has as an outcome an active, responsible, informed citizen. Higher education is only one, but important, stage in a lifelong trajectory of DCE.
b DCE is embedded in specific historical, political, socio-economic contexts.
In other words, the aspects of democratic citizenship emphasised in a particular educational setting reflect the broader social context in which the higher education institution is located. 

c DCE can be categorised as formal, informal or non-formal learning, depending on the context in which activities take place (Hoskins 2006). 

What kind of role 
model presents the 
institution in terms of democratic citizenship?
Formal activities in higher education take place most often in curricular activities and entail learning about democratic citizenship. There is a whole range of courses within social sciences and humanities that tackle this theme directly or implicitly. As will be argued later in this article, there can – and, in fact, should be – ‘democratic citizenship elements’ also in the curricular activities of other disciplines. Non-formal learning within a higher education context is systematic educational activity outside a formal system and takes places in a variety of extracurricular activities, which are a significant part of student life. Conferences, lectures, and training events organised by academics or student organisations can be some of the most explicit and effective venues of informal DCE. Finally, the informal (or incidental) learning of democratic citizenship is associated with the notion of higher education institutions as ‘sites of citizenship’ (Biesta 2007b).
 Higher education institutions transmit values and attitudes through the ways they do things and through the themes to which they give more or less attention. Are the decision-making processes within a higher education institution perceived as democratic? Is a higher education institution conducting research on democratic citizenship? What is the role and influence of student government? What are its relations to other societal actors? Answers to these and other questions describe organisational culture and describe what kind of ‘role model’ the institution presents in terms of democratic citizenship. 

d The competence-based approach can be a helpful method for defining concrete educational goals, i.e. expected learning outcomes, especially in the formal curricular context of DCE. 
Our political existence changes over time
It is important, however, to note that DCE should not be seen as “learning for political existence”; rather the focus of educational endeavours should be on “how to learn from political existence” (Biesta 2009, p. 559). Our political existence changes over time as we pass through different political contexts. This means that we need to frequently reconstruct what democratic citizenship means to us and to reformulate our actions. The competence-based approach in DCE is just a method for planning educational activities. It does not imply that democratic citizenship is a ‘competence’ or that the acquisition of certain competences necessarily leads to active citizenship. 
A set of knowledge 
and understanding
The most widely-accepted definition of democratic citizenship competences is as a set of knowledge and understanding – know what – of the social and political concepts and structures; skills – knowing how to act – to effectively participate in the social and political systems; and the values associated with and commitment to – knowing how to be – active citizenship in diverse, democratic societies (Official Journal of the European Communities 2006). In addition, one should possess a whole range of other so-called ‘transferable competences’, i.e. common to any degree course and applicable in a range of contexts, that are seen as ‘needed for personal fulfilment, social inclusion and employment in a knowledge society’. Thus, these entail cognitive, pragmatic and affective dimensions to learning. Defined and described in the language of learning outcomes, competence should be something that can be assessed and continuously evaluated for relevance and impact, that has a clearly-developed teaching and learning methodology associated with its acquisition, and that is referred to in the qualifications frameworks. The table below suggests a provisional list of competences for democratic citizenship derived from reviewing various descriptions (Official Journal of the European Communities 2006, President and Fellows of Harvard College 2007).
	Examples of knowledge pertinent to democratic citizenship
	· knowledge and understanding of concepts such as democracy, human rights, justice, equality, citizenship and how these are applied in various contexts at the local, regional, national, and international level;

· knowledge and understanding of rules, norms and values permeating political systems in the local, national and international environment and how they relate to historical and contemporary events and developments both nationally and internationally;

· knowledge and understanding of the society we belong to, AND of societies around the world, and how diverse cultures, identities and histories shape various political systems and influence relations between societies and how they shape global trends;

· knowledge and understanding ethical behaviour in personal, professional and public life, and knowledge of moral reasoning;

· knowledge and understanding of sustainable development; 

	Examples of skills pertinent to democratic citizenship (many of them convergent - and overlapping - with other transferable skills)
	· the ability to interface effectively with members of the community and institutions in the public domain;

· critical thinking, the capacity for analysis and synthesis, the capacity for applying knowledge in practice, problem solving, etc.;

· intercultural skills, such as intercultural communication, negotiation and conflict resolution;

· ability to judge the ethical consequences of actions in professional and personal life;

	Examples of attitudes and values pertinent to democratic citizenship
	· a sense of social responsibility;

· ethical sensitivity;

· tolerance;

· respect for democracy and human rights;

· a sense of fairness and equity.

	Tab. B 1.3-1-1
Provisional list of competences for democratic citizenship 


3. What role for higher education in education for democratic citizenship?

Greater attention 
to be paid to DCE
As concerns about political apathy, social cohesion, intercultural understanding, the integration, participation and equity of European citizens all demand that greater attention be paid to DCE, the question of the role of formal education, and in particular of higher education, in the provision of such education becomes pertinent. In Europe (and across the world), many governments have chosen to develop programmes for DCE focused on the school sector. In some countries DCE has been introduced as a statutory subject in the national secondary schools curriculum (Arthur et al. 2008). Such initiatives aim at ensuring that all young people receive some exposure to learning for citizenship by the time they finish school. 

The idea that higher education too has a contribution to make in the maintenance and development of democratic societies appears largely undisputed.
The idea that higher education too has a contribution to make in the maintenance and development of democratic societies appears largely undisputed. As Biesta (2007a) suggests, such thinking appeared in the earliest writings on the role of universities. For example, Wilhelm von Humboldt’s vision of the University’s role included the education of enlightened, informed and critical citizens (Biesta 2007a, p. 477). More contemporary political scientists have emphasised that education contributes to the development and sustainability of democracy (Putnam 2000). Zgaga (2009, p. 185) argues that democratic citizenship is a concept inherent in the idea of the university and that higher education’s contribution to citizenship “can – and should – be conceptualised as an integral fibre within the ‘full range of its purposes’”. Furthermore, researchers have found a positive correlation between the number of years in education and the various forms of individuals’ political and civic participation (Hoskins et al. 2008). Participation in tertiary education is seen as particularly promoting active citizenship (ibid.). 

There is a striking absence of the articulation of political aims regarding DCE into the intentional and explicit approaches of institutions to strategy. European higher education has shown little incentive to engage more formally and more widely with DCE.

European higher 
education has shown little incentive
While there appears a consensus that higher education has a role to play in the promotion and maintenance of democracy, there are profound divisions as to how exactly institutions in higher education should achieve it (Biesta 2007a, p. 477). In fact, there is a striking absence of the articulation of political aims regarding DCE into the intentional and explicit approaches of institutions to strategy. European higher education has shown little incentive to engage more formally and more widely with DCE. Indeed, for some time now higher education institutions across Europe have been called to serve the knowledge economy. These demands have somewhat overshadowed their other purposes. In particular, the discourse on competences has tended to focus primarily on the workplace and not enough on their importance for citizenship and enriching personal life. Although the public expectation that higher education be an agent of societal development has never been completely absent, it has in many instances been marginalised by efforts to make universities cost-effective and responsive to the needs of the economy. Marta Nussbaum in her eloquent book Not for Profit (2010) describes the ‘silent crisis of education’, which has become increasingly utilitarian, market-driven and marginalising and neglectful of the arts and humanities which lie in the heart of DCE. How do we explain this low formal engagement with DCE within European higher education? 

A reluctance to 
engage more widely 
and more formally
In the remainder of this section four reasons will be addressed which are typically used in explaining the reluctance to engage more widely and more formally with DCE.
 Here the most vocal ones will be presented, and some counter arguments will be offered. 
6. Why should higher education engage with DCE formally, if this is done at primary and secondary school levels and by other sectors in society (i.e. civil society), where, in fact, it might be done even more effectively?

Higher education 
is a particularly 
important stage for DCE
A response to this question is based on the notion that DCE has a lifelong trajectory. Each stage brings about specific political realities and at each stage one is able to reflect on these realities with higher levels of cognitive, practical and emotional maturity – higher education being the locus of ‘higher learning’ in formal education. Higher education is a particularly important stage, since competences for democratic citizenship develop more rapidly in young adults of university age than among younger (and perhaps also older) students (Teune 2008). Furthermore, higher education is one of the contexts where, on the one hand, actual practices of citizenship can take place within the institutional setting, and which, on the other, offers opportunities for learning about (and from) democratic citizenship through formal and non-formal educational activities. As such, DEC within a higher education context complements learning that takes place in earlier formal educational settings as well as within civil society. 

7. How can DCE be a priority for higher education if none of the stakeholders seems to think that it is?

The Tuning Report
The Tuning Report, which has researched the state of transferable competences across European higher education institutions, has made a comprehensive list of those competences that have been most frequently mentioned in various literatures, and surveyed students, academics and employers across Europe to assess their importance and to what extent they are achieved within their respective institutions (González and Wagenaar 2003, p. 33). The results show that the understanding of cultures and customs of other countries, appreciation of diversity and multicultural reality, the ability to work in an international context, even knowledge of a second language – all competences related to a broad conception of democratic citizenship – tend to be concentrated on the lower part of the scale, with respect to importance and achievement as perceived by all three main stakeholders (ibid.). How can one respond to this?

The new emerging discourse within the EHEA
First, it would be difficult for a higher education institution to argue that it fulfils ‘the full range of purposes’, if it gives no strategic importance to DCE. Indeed, one could even suggest that education without a DCE component is incomplete in terms of student preparedness for life and work after higher education, as well as being unsuccessful in terms of the higher education institution’s public service mission. Secondly, DCE falls within the scope of ‘general’ or ‘liberal’ education, i.e. education based on a curriculum that imparts general knowledge and develops transferable intellectual capabilities. In the European context, general education was typically considered to be outside the responsibility of tertiary education, which caters to students who have opted for higher-level professional training or an academic education in a specific discipline (Weber 2007, p. 31f). The new emerging discourse within the EHEA, however, calls for education that takes account of both the personal needs of students and their future relationship with society, which implies emerging interest in practices of general education. 

The merits of general education have been emphasised, by American scholarsin particular. 
  One of the most inspirational thinkers is Mortimer Adler: 
“[General education] seeks to develop free human beings who know how to use their minds and are able to think for themselves. Its primary aim is not the development of professional competence, although a liberal education is indispensable for any intellectual profession. It produces citizens who can exercise their political liberty responsibly. It develops cultivated persons who can use their leisure fruitfully.”

A growing culture 
of individualism
As we observe among students a growing culture of individualism, a pre-eminence of self-interest and a preference for the benefit to the individual over concerns for the common good, as students appear increasingly concerned with prioritising personal advancement and gratification over moral and social meanings (Colby et al. 2007), more and more arguments speak in favour of exploring how to integrate into existing curricula those core competences perceived vital not only to the global workplace but also to the exercise of democratic civic responsibilities within an increasingly diverse European Union. One cannot of course guarantee that general education in any form will achieve all the above stated goals for every student. At best, one can say that a general education creates opportunities for informed reflection and for higher order competences, or at least creates the possibility that an encounter with ‘great books’ or socially relevant subjects will elicit further interest.

8. Is DCE not about political indoctrination?

Societal ‘leaders’
European educators – unlike their American counterparts – tend to associate general education – of which DCE is a part - with changing students’ values and attitudes. They reject it on the basis that European tertiary students tend to be mature individuals who are resistant to overt attempts to ‘shape’ them or to ‘instil’ particular values in them. DCE, in particular, is not value-neutral, and as such may give rise to concerns about political indoctrination or brainwashing or propagating political correctness. Also, European administrators and academics are less likely than their American counterparts to be comfortable with the idea that they are societal ‘leaders’ who have broad responsibilities for helping students become informed, tolerant and ethically responsible citizens.

Democratic citizenship is not about the 
reproduction of the 
existing political order
While these concerns are valid, they should not be overstated. Indeed, there can be significant impediments to teaching democratic citizenship, but these can be tackled if sufficient resources are channelled into quality teaching and learning strategies, by development of course material or pedagogical methods and learning environments. It is important to remember that, if a teaching approach does not accord with students’ preferred learning styles or is perceived as patronising, this may result in negative outcomes for democratic citizenship learning. If one is concerned here with whose values are promulgated in DCE and what model of democracy it is designed to sustain, one should be reminded that democratic citizenship is not about the reproduction of the existing political order, and that DCE should be about encouraging students to engage with questions of democratic citizenship and to think critically about them. While it is a fair point that the role of academics is not to change students’ values, academics should find acceptable the creation of opportunities for students to formulate their own views on issues based on their learning and experience. Furthermore, as Shepard (2010, p. 20) observes, as we move further from teacher-centred to learner-centred teaching and apply new methods such as service learning, enquiry-based learning and new learning technologies, so the teacher’s control over the curriculum weakens, while the students’ active engagement gains in strength. Consequently, the concerns that academics might authoritatively teach students certain values become less founded (ibid.). 
9. Does not DCE in higher education happen automatically as a by-product of quality higher education learning? Why should we then need to organise it formally?

Are students engaged with topics that concern their lives as citizens?
Indeed, to an extent all quality education in democratic societies is education for democratic citizenship.
 If students learn to think critically, deliberate eloquently, research freely and widely, analyse and synthesise, debate, and so forth, then they are acquiring competences that are undoubtedly important for democratic citizenship. But are students – students from all disciplines – also given opportunities to engage with topics that concern their lives as citizens? Do they have opportunities to reflect in a guided and informed manner on their own political experiences and to link these to theoretical knowledge? Derek Bok (2010) has affirmed that “there is recent research in the U.S. that shows that some popular courses of study ‑ […] business, engineering, and science ‑ actually weaken civic responsibility. The more courses students take in these subjects, the less likely they are to vote and the less likely they are to participate actively in civic life.” 

DEC a reflection of how the institution sees its contribution to society
Quality education does not prepare students automatically for citizenship and civic and ethical responsibility. Development of these competences is rather a function of an institution’s systematic and strategic effort to present students with learning opportunities within teaching, research and public service, and to facilitate students’ active engagement with the various curricular and extracurricular learning opportunities. These three core functions should incorporate mechanisms for preparing students for life after higher education as active, responsible, and ethically sensitive citizens. Through which concrete measures and initiatives this objective will be achieved depends on the particular higher education institution. It will be a reflection of how the institution sees its contribution to society, as well as of the particular environment – local, regional and national – in which the institution is embedded. It is a task of each individual institution to develop an authentic institutional practice fitting the particular context to which it belongs.

4. Institutional approaches to higher education for democratic citizenship

An institution-wide 
policy has to be made
Higher education institutions cannot rely solely on informal and independent academic efforts to cultivate a tradition of DCE. An institution-wide policy that articulates mechanisms and instruments for an integrated effort needs to be made within the context of students learning to participate in the intellectual and social community of higher education institutions (Kuh 2001). It is the university leadership that has the ability to initiate such a policy and to develop it in collaboration with academics, student representatives, and other internal constituencies and external stakeholders. The following presents some aspects of a higher education institutional policy that aims at developing student competences for democracy and diversity.

4.1 Teaching and learning aspects of DCE

Integration through 
curricular and 
pedagogical work
One, perhaps the most obvious, way to integrate DCE into higher education is through curricular and pedagogical work. The aim here is that within curricular work students gain formal opportunities to reflect on their experiences of different themes concerning living in a democratic society and that these reflections are linked to formal knowledge. There are perhaps two main options as to how to implement this in practice. 

10. Designing a ‘core curriculum’ that would include a course or courses specifically on democratic citizenship and/or other related topics and/or other transferable competences and then adding it to the existing (probably modified) curriculum for higher-level professional training or academic education in a specific discipline. 
 

Mandatory or elective courses on aspects of democratic citizenship
This would basically mean that in addition to discipline/profession-specific courses, there would be also mandatory or elective courses on some aspect of democratic citizenship. While the merits of core curriculum are several and have been pointed out earlier, the problem with this option lies in the difficulty of actually implementing such a policy. Students, who tend to seek in their education marketable career skills and credentials, are likely to perceive core courses as unnecessary, thus resenting them for making additional demands on their time and effort in an already heavy curriculum. They might also possibly be suspicious of a ‘hidden agenda’ behind such courses. An important task for the higher education community, but also for society at large, is to convey to students that their education is incomplete, in terms of their preparedness for life and work after studying, if in addition to occupational training they do not also develop to a higher degree some critical abilities that – as described above – fall within the scope of general education. 

It is difficult to structure ‘cross-cutting learning goals’ for all students
The inclusion of core courses might face also another set of difficulties related to the strong departmental focus and structure of the undergraduate curriculum (Colby et al. 2007). Core curriculum courses tend to be marginalised outside departmental disciplines and are thus hard to sustain across faculties, especially in view of the growing disciplinary specialisation of academics and students (Colby et al. 2007, p. 32). Given the autonomy of academics in choosing the contents of their courses, and in view of their disciplinary specialisation, it is difficult to structure ‘cross-cutting learning goals’ for all students “ensuring that courses connect with and build on each other systematically, supporting cumulative advancement” (Colby et al. 2007, p. 34). Commitment to core curricula would thus require a serious reconsideration of the structure of undergraduate curriculum. 

11. Developing elements of DCE within existing curricula, paying particular attention that this happens not only in social sciences and humanities (which are the obvious settings for DCE topics), but also – and perhaps especially – in natural and technical sciences, engineering, business, and so on. 

Interdisciplinary 
collaboration 
might be helpful
While arts, social sciences and humanities students will necessarily be exposed to some DCE through discipline-specific courses, it is particularly important that students in natural sciences and engineering or medicine – if and as far as these academic fields tend to focus on ‘technocratic’ competence – do not remain unaffected by these questions. It is fair to assume that students in arts, social sciences and humanities will show greater interest in questions of democratic politics and civil society. On average, they tend to be more eager (and often more trained and able) to deliberate on public affairs. As for fields outside the arts, humanities and social sciences, it may be that interdisciplinary collaboration in course development and teaching might be helpful to overcome any lack of experience or familiarity with this topic on the part of academics and students. One point that should be stressed is that “a flourishing economy requires the same skills that support citizenship”, as argued by Martha Nussbaum (2010, p. 10). Hence, graduates in the “hard sciences” or business will benefit society and the economy more if they get a chance to develop some of the competences assured by DCE. Moreover, DCE is not only about benefiting society, but also about benefiting students themselves: DCE will help them to be more effective in their respective fields – they will thereby be more ‘employable’ – since their abilities to interact optimally with their societal and political environments determines to what extent they will be able to lead and to turn their specific subject-related endeavours into accepted practice in their respective communities.

How to motivate 
academics?
A major problem with this option is, however, how to motivate academics to include a DCE-dimension in their coursework. Academic freedom makes academics the ‘sole owners of courses they teach’ (Colby et al. 2007, p. 33f), allowing them to choose voluntarily the subject matter of courses taught. Pressed by demands to publish original research, academics often tend to see teaching as being of secondary importance. This attitude is further reinforced by an academic reward system that places little emphasis on teaching relative to research. Hence, academics on the whole tend to have low motivation to invest considerable time and effort in integrating democratic citizenship topics into their courses. These topics are, first of all, rather complex and difficult to teach. If they are far removed from their specialist field of knowledge, academics might feel that they lack the competence or the interest to cover them. Given that DCE is also value-laden, they might even be reluctant to engage with it, fearing accusations of political indoctrination. The challenge to institutional leadership – to create incentives for, and offer support and resources to, academics engaging in DCE – is thus considerable. It involves serious consideration, indeed innovation, in areas such as curriculum design, academic roles and development, and especially teaching and learning methods (Colby et al. 2007). The last mentioned of these requires special emphasis.

Teaching and learning are, slowly but surely, gaining the priority and the attention they merit in higher education. It must be remembered that teaching in contemporary higher education institutions is no longer offered almost solely to a homogenous cohort of 18-24 year old students. The students entering into undergraduate programmes (and indeed graduate and continuous education) are an increasingly diverse body of students from the points of view of age, ethnic background, socio-economic status and faiths. These students bring with them a variety of life experiences and a different set of expectations. It is not only more difficult to design curriculum for this non-traditional student body; it is just as difficult to develop suitable teaching and learning methods. These challenges, as well as more typical problems associated with teaching and learning in higher education, are yet more demanding when it comes to incorporating democratic citizenship dimension into coursework. 
The main problems
At the heart of the problem lie the insufficient preparation of many academics for teaching and the lack of institutional resources and support to equip them properly for this task As Derek Bok (2008) suggested, “more attention needs to be given to educate the educators on how to teach, to develop new and better ways of teaching to help meet a more difficult set of educational responsibilities, and to enable a continuous process of evaluation of how much and what students are learning, in order to build a culture of continuous self-scrutiny, experimentation, and improvement”. Then there are also several practical impediments. Student-staff ratios remain one of the issues to tackle. Lectures with many students need to be backed up by meetings in small groups (with fewer than 15 students), where discussion and debate become more effective. Students need to receive proper feedback on their written assignments.

Securing additional 
resources and support
If the institution opts for sustained commitment to DCE, it should seriously consider securing additional resources and support to equip academics for:

· development of course material on DCE within their existing courses, with particular attention given to natural and technical sciences, engineering, and business, which – as mentioned above – do not automatically include democratic citizenship elements;

· development of teaching and learning methods for a DCE-dimension within their existing courses, including and especially activity-based learning and real-world problem solving; 

· exploring and innovating in new learning environments and methods (to accommodate more flexible ways of learning);
· investigating ways of reflecting on extra-curricular student experience and learning within and outside higher education, linking it to the curricular work and thus to formal knowledge;

· developing assessment methods related to the learning outcomes of DCE, as well as developing support software; 
· advancing research in the teaching and learning of topics related to democratic citizenship; 
· engaging in international cooperation on research and on the practice of teaching and learning.
These initiatives could be supported through existing institutional centres for the advancement (or excellence) of teaching and learning or through other institutional units with a comparable mandate.

4.2 Research in DCE

Developing basic and applied knowledge of sustainable democracy
The importance of research into developing basic and applied knowledge of sustainable democracy in our societies should not be forgotten. In response to the demands of the knowledge economy, great pressure has been brought to bear on higher education institutions to bring natural sciences and engineering closer to industry, to accelerate the transfer of knowledge to industry and to develop competences based on the needs and expectations of employers. Consequently, the funding base has also increased in areas that are seen as directly benefiting the economy. Within these fields, academics and researchers should be encouraged to address complex societal questions, rather than purely scientific ones. There tends to be a certain bias in the scientific community towards the purely scientific questions which bring more prestige and which tend also to attract more funding (Weber et al. 2007, p.32). The importance of advancing knowledge in humanities and social sciences for the sustainable development of democratic societies needs to be reaffirmed, and accordingly encouraged, through the allocation of adequate funding. Arts and humanities, which define our civilisation and culture, and social sciences, which contribute to our understanding of the societies we live in and the people we are, is as important as ever, perhaps even gaining in importance in times of globalisation and in the irreversibly more diverse and fragmented societies in which we live. Moreover, the issue is not merely about the value of culture per se, it is also pragmatic in essence. Technological progress and its transformation into products and trade will ultimately fail, in the event of lack of understanding and cooperation in civil society or in times of international conflict.
4.3 Higher education institutions as ‘sites of citizenship’

Higher education 
institutions as ‘sites 
of citizenship’
The public service role of higher education, being the third mission after teaching and research, is usually the least developed and elaborated in institutional policy and strategy. However, some argue that DEC can be best achieved precisely within this function since “the most significant ‘lessons’ in citizenship actually are the result of what people learn from their participation (or, for that matter, non-participation) in the communities and practices that make up their everyday life” (Biesta 2007a). The community of a higher education institution is for students a significant (if not the most significant) space in their life. It is therefore important to consider higher education institutions as ‘sites of citizenship’.
 As Biesta (2007a) argues, higher education institutions “always already are sites of citizenship, simply because they are part of the lives of those who ‘inhabit’ such institutions, either as students or as staff, and as such provide a range of experiences that are potentially significant for civic learning […]”. We should then think “first and foremost about the democratic and civic quality of higher education institutions, the democratic and civic quality of their internal practices and processes, and the democratic and civic quality of their relationships with local, national and international communities” (ibid.). All of these aspects not only offer practical opportunities in citizenship, but they also transmit norms, values, beliefs, i.e. the so- called ‘hidden curriculum’. 
In order words, institutional leaderships need to understand “the impact of different arrangements, structures and practices on the civic learning of students, staff and the wider community so that any attempts to improve the ways in which higher education institutions might contribute to the development and promotion of European citizenship has a firm research base and a critical and considered understanding of the kinds of citizenship and the kinds of democracy we would wish to promote”(ibid.).

Some areas of higher education work and service relevant for DCE

Given the complexity and extent of such task, this article will highlight only a few areas of higher education work and service that may be of particular relevance for DCE: 

· support for and acknowledgement of activities organised by different student groups

Student life tends to be vibrant and at any higher education institution there exists an abundance of activities organised by students for students. The usually strict separation of academic and student life within the higher education community neglects excellent opportunities for DCE. Some student groups, such as student government and debating societies, offer exceptional potential for non-formal DCE. A critical question here is whether it is possible, and how, to link these extra-curricular activities to curricular work in order to create opportunities for reflective learning. 

· cultivating democracy, equity and diversity within higher education institutions 

Students are partners
Principles of democracy, equity and diversity should permeate the whole of institutional life; they should be explicitly included in the institutional policies, embedded in structures and practices, and communicated to the stakeholders. One major aspect of applying such principles is the transparency of, and student participation in, institutional decision-making. Students, especially, have to be seen as partners within the higher education community.

· protect and widen a ‘critical and independent space to appraise knowledge claims and to provide intellectual resources for citizens to contribute to balanced and rational public discussion and debate on contested issues’ and ‘taking truth to power’ (Brennan and Naidoo 2008)

Higher education 
institutions as a 
forum for debate
Higher education institutions make an ideal forum for even the most contentious debates within their local communities and society at large. Academic space is built on freedom of inquiry, dialogue, and rigorous scientific research. Academics have a reputation for independence and credibility and for sharing their expert knowledge and perspectives with the public. Higher education institutions should carefully guard this space and continue to provide a forum for critical and intellectually honest discussion about even the most contentious and emotionally charged issues. Higher education institutions should regard as part of their role the initiation of, and engagement in, public debates that contribute to the resolution of local (or national or global issues) and/or the well-being of the community. 

· foster partnerships with the local community, region and actors in the global context, and engage in political, cultural, social and economic projects contributing to community social infrastructure, resolution of local issues and the well-being of the community

Serving the immediate communities and 
society at large
As the scope of the relationship between higher education institutions and societal actors widens – due to diversified funding, recruitment of students or otherwise – so too the institutions need to reconsider their priorities in terms of the way in which they serve their immediate communities and society at large.

· engage in ‘open source knowledge’ initiatives 

‘Democratising’ knowledge by circulating it more widely through the web and in collaboration with the media could be but one of the ways to support democratic development.

· consider the adequacy, i.e. ‘fitness of purpose’, of teaching modes and methods

Ex-cathedra lecturing may be less conducive to active citizenship than methods which procure a visible shift from receptive teaching to active learning by students. Seminar-type programmes, self-study or group work, internships, project design and project management may prove more useful curricular or didactic devices to foster personal initiative, participation, collaboration, interaction with society at large or with specific social sectors.

5. A new conception of DCE in higher education?

Sustained institutional commitment to DCE is needed
Democracy today is under stress, as Fareed Zakaria put it (2003). Trust in, respect for, knowledge of, and interest in democratic institutions and political processes appear to be decreasing among citizens (including students) of democratic societies. Citizens display more individualism and self-interest and less responsibility and accountability to each other, nature and world at large. This article argues that higher education institutions are uniquely placed to make a contribution, though DCE, to sustaining and developing democratic societies. First, through the sheer number of their students – increasing numbers of citizens spend years within higher education. Secondly, higher education institutions – in teaching, research, public service and student life – have ample resources to commit to this goal. What is needed, however, is sustained institutional commitment to DCE. 

While we are becoming increasingly ambitious in terms of what we expect higher education institutions to do and accomplish, and while demands by students, employers, governments and other societal actors are becoming ever more vocal and more precise in their formulations, this does not mean that we should be taxing ever more resources from the institutions to meet these increasingly expanding goals. Rather, the task of higher education leadership is to find ways to employ and re-employ existing resources to meet these multiple goals. 

Preparing students 
for citizenship in 
democratic and increasingly diverse societies
As European higher education systems are not only expanding, but also becoming more highly differentiated, it appears that they are embracing the idea of a ‘full range of purposes of higher education’. Regardless of the particular role an institution seeks to fulfil and of the priorities inscribed in its mission, there should be a space in each for preparing students for active, responsible, ethically sensitive citizenship in democratic and increasingly diverse societies, while at the same time preparing them for the labour market and for personal development. It is only through a combination of these purposes that higher education fully prepares students for life after higher education. 
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� This article is a revised and expanded version of the final report of the Invitational Forum “Converging Competences: Diversity, Higher Education, and Sustainable Democracy”, organised jointly by the Council of Europe and the US Steering Committee of the International Consortium for Higher Education, Civic Responsibility and Democracy at Council of Europe Headquarters in Strasbourg on October 2 – 3, 2008 (Klemenčič 2010).


� For more on the Council of Europe’s involvement with this topic see Huber and Harkavy (2007).


� As environmental awareness gains in political momentum, sustainability education appears to take an independent (and almost equally prominent) course as DCE.


� See also Council of Europe’s project entitled ‘Universities as sites of citizenship’. [http://www.coe.int/t/dg4/highereducation/completedactivities/unisitescitizenship_EN.asp].


� Many of the points made have been inspired by, and adapted from, the article by Shepard (2010) on higher education’s role in ‘education for sustainability’.


� For more detail, see the website of the consortium of European Colleges of Liberal Arts and Sciences (ECOLAS), which is a recently formed, non-governmental educational consulting group that proposes to address the central issues surrounding the development of undergraduate (first-level degree) education for 21st- century Europe within the context of the liberal arts and sciences tradition [http://www.ecolas.eu].


� See other publications on liberal education in the ‘The Academy in Transition’ series of the American Association of Universities and Colleges [http://www.aacu.org/publications/AcademyinTransition.cfm].


� See http://www.realuofc.org/libed/adler/wle.html.


� Peter Levine (www.peterlevine.ws ) is Director of CIRCLE, The Center for Information and Research on Civic Learning and Engagement and Research, and director of Tufts University's Jonathan Tisch College of Citizenship and Public Service. These points were made in his blog, at http://www.peterlevine.�ws/mt/archives/000707.html. 


� A point made by Nancy Cantor in the round table debate at the Invitational Forum “Converging Competences: Diversity, Higher Education, and Sustainable Democracy at Council of Europe, Strasbourg, October 2 – 3, 2008.


� For a variety of practical material on teaching democratic citizenship in different types of courses and using different approaches see Teaching Citizenship in Higher Education, University of Southampton at http://www.soton.ac.uk/citizened/.


� For an example of a detailed course description of a course on democratic citizenship as part of a core general education curriculum, see http://web.stcloudstate.edu/lalarkin/DC.html.


� This expression was introduced by the Council of Europe and has also been used in several contributions by Biesta (2007a).
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