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Series Editor’s Foreword 
In governments, ministries and departments of education the world over, citizenship 
education is increasingly viewed by politicians, policy makers and other stakeholders 
as a panacea, if not the panacea, for the ills that are perceived to plague contemporary 
society, its young and their youth culture, and which education is expected to amelio-
rate. The loss of community associated with the disembedded nature of modern exis-
tence and the ensuing alienation and disaffection of many young people; the disen-
chantment of the world that has followed modernity’s undermining of established and 
traditional sources of meaning; the factors associated with what has been called the 
‘risk’ society of late modernity and the increased vulnerability of young people; the 
fragility of identity in a world of contested authority and the attraction to young people 
of other forms of identity constituted in terms of consumer choices, for example, rather 
than in national and patriotic terms – these are among the chief concerns that have led 
educational policy makers to citizenship education in their search for solutions. Citizen-
ship education is expected to contribute substantially to the development of young peo-
ple more at home in their communities, societies and nations, who are more patrioti-
cally loyal but who also see themselves as global citizens concerned about and commit-
ted to the solution of planetary problems of sustainable existence, intercultural conflict, 
environmental destruction, disease and poverty. Citizenship education is expected to 
produce young people with a stronger sense of cultural and national identity, but who 
are also more culturally sensitive, planetarily committed and globally fluent. It has be-
come, to cite the classic expression, all things to all men. 

In this book, David Grossman, Wing On Lee and Kerry Kennedy examine the 
ways in which these multiple and conflicting demands on citizenship education are 
translated – or not – into the citizenship curricula of a diverse group of societies in Asia 
and the Pacific. The book follows their successful volume, Citizenship Education in 
Asia and the Pacific: Concepts and Issues, which was published as Number 14 in this 
series. Here the editors, who are widely regarded as leaders in the field, have gone be-
yond broad citizenship education frameworks to examine the realities, tensions and 
pressures that influence the formation of the citizenship curriculum. They asked their 
chapter authors from these different societies to consider two fundamental questions in 
this domain: (1) how is citizenship education featured in the current curriculum reform 
agenda in terms of both policy contexts and values; and (2) to what extent do the re-
forms in citizenship education reflect current debates within the society? The editors’ 
comparative analysis of these case studies renders a complex picture of curriculum re-
form that indicates deep tensions between global and local agendas. On one hand, there 
is substantial evidence of an increasingly common policy rhetoric in the debates about 
citizenship education – those planetary commitments and responsibilities, those aspira-
tions to global fluency through ‘lifelong learning’ for a ‘globally competitive’ ‘know-
ledge society’. On the other hand, it is evident that this discourse does not necessarily 

xi 
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extend to citizenship curriculum, which in most places continues to be constructed ac-
cording to distinctive social, political and cultural contexts. Whether the focus is on 
Islamic values in Pakistan, an emerging discourse about Chinese ‘democracy’, a nos-
talgic conservatism in Australia, or a continuing nation-building project in Malaysia – 
the cases show that distinctive social values and ideologies construct national citizen-
ship curricula in Asian contexts even in this increasingly globalized era. 

It is a pleasure to see this book in the CERC Studies in Comparative Education 
Series – not only for the continuity it represents with its earlier companion volume in 
the series, but also because its editors are old friends of the Comparative Education 
Research Centre (CERC) at the University of Hong Kong. One of the editors, Wing On 
Lee, was in fact CERC’s founding Director. 

CERC has recently been described, by the Co-Editor of the Comparative Educa-
tion Review, David Post, as “one of the world’s most important publishers of research 
in the field of comparative education”. This volume, in its application of comparative 
education’s research methods to the intersection of the fields of citizenship education 
and curriculum, is another reason why. 

Mark MASON

Editor
CERC Studies in Comparative Education Series 

Director
Comparative Education Research Centre  

The University of Hong Kong 
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Introduction

David L. GROSSMAN

Like the first book in this series, Citizenship Education in Asia and the Pacific: Concepts 
and Issues (Lee, Grossman, Kennedy & Fairbrother, 2004), this book originates from a 
desire upon the part of the editors to encourage dialogue among scholars in the 
Asia-Pacific region about the nature of citizenship education. The first book focused on 
conceptions of citizenship education in the region that took into account local and in-
digenous contexts, traditions, knowledge and values. Its chapters included analysis and 
reflection on the conceptual debates in citizenship education along with historical and 
policy studies, studies of key contemporary issues and comparative studies of citizenship 
education. In the second book, however, it was decided to put the central focus on cur-
riculum issues related to citizenship education, hence the title, Citizenship Curriculum in 
Asia and the Pacific.

The decision to make curriculum the focus was a measured one, based on the 
editors’ observation of some highly visible and common trends in the region, if not 
internationally. Much of the Asia-Pacific region has witnessed massive curriculum re-
form over the past five years. Often fuelled by a neo-liberal reform agenda, the purpose 
of these reforms has been to align the school curriculum with the assumed needs of the 
“knowledge economy.” Reform objectives have focused on the preparation of future 
citizens who are creative, innovative problem-solvers capable of contributing to future 
economic growth. “Lifelong learning” has become a mantra of the reforms and the 
creation of “learning societies” is seen to be one way to develop human capital that can 
continually generate new ideas and innovations. Beneath these slogans, these so-called 
“knowledge societies” seem to demand the development of a critical mass of educated 
citizens to engage in entrepreneurial and innovative activities directly related to eco-
nomic growth and development.  

These trends in curriculum reform are by no means isolated phenomena. Fiala 
(2006) argues that a global ideology of education has emerged. In brief, this “ideology” 
presses education systems to pursue: 

1. Full development of the individual 
2. Development of the nation and the economy 
3. Recognition of the importance of the values of equality, democracy and the 

broad rights of human beings for education (p.30) 

policy documents across the Asia-Pacific region, if not globally. However, in construct-
ing a formal curriculum the reality is that it is difficult to balance these three ends, and 
curriculum debates often reflect the differing priorities put on each one of these. For 

It is now common to find these three trends represented in some form in curriculum 

© 2008 Comparative Education Research Centre
D.L. Grossman et al. (eds.), Citizenship Curriculum in Asia and the Pacific, 1–10. 
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more emphasis on national identity and economic growth. In fact, in many cases the 
more Utopian goals of full development of individuals, equality, democracy and human 
rights may in the end have only a loose connection to the formal curriculum.  

As this volume will illustrate, these global themes are central to issues surrounding 
citizenship education debates in the Asia-Pacific region, and gave rise to a number of key 
questions for us to consider. How has citizenship education fared in the process of the 
broad curriculum reforms across the region? Where has citizenship education curriculum 
been located within these new educational contexts? How has citizenship education been 
modified to meet new ideological purposes? What kinds of citizens are needed for these 
knowledge societies that are being developed throughout the region? 

In this context, we invited prospective authors to submit proposals for chapters that 
would respond to the following set of questions: 

1. How has citizenship education featured in the current curriculum reform 
agenda in terms of its policy contexts and values? 
1.1 At the level of policy; 
1.2 At the level of syllabus design; 
1.3 At the level of teaching materials and schools and classrooms. 

2. To what extent do the reforms to citizenship education reflect the current de-
bates within society? 

Upon completion of a draft that addressed these questions in terms of their own societal 
context, authors were invited to a seminar to share their draft chapters in the interests of 
serving the agenda for cross-regional dialogue and indeed to enhance their chapters 
through the cross-fertilisation of ideas.  

Before outlining the set of chapters that resulted from this process, I would like to 
take the opportunity to make some brief comments about the conceptual, geographical 
and political aspects of this endeavour. 

The Curriculum Focus 

There is not a lot of agreement about the term curriculum and its usage in the literature. 
For example, Glatthorn (1999) identifies eight conceptually different types of curriculum: 
hidden (unintended), excluded (what has been left out intentionally or unintentionally), 
recommended (advocated by experts), written (as found in official documents), sup-
ported (as found in textbooks, software and media), tested (embodied in tests), taught 
(what teachers actually deliver), and learned (what students learn). As Glatthorn points 
out, there is a challenge into bringing these wide range versions of what is taught into 
congruence. In a useful definitional exercise, Kennedy (2005c, p.84) describes four 
broad dimensions of the curriculum that taken together reflect for him the totality of the 
curriculum. 

example, as Fiala (2006) points out, less developed countries have a tendency to put 
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1. Curriculum as a prescribed plan for learning; 
2. Curriculum as all the learning experiences encountered at school, planned and 

unplanned; 
3. Curriculum as a reflection of the expectations that society has for young peo-

ple; and  
4. Curriculum as a statement of values. 

Kennedy’s definition assumes that curriculum takes place in a political context and 
represents a selection from the culture. As individuals and groups in a society will want 
their say, there will be different and often conflicting interests at work. According to 
Wood (1998), we argue for competing conceptions of the curriculum on the basis of our 
view of a just society and a good life, and thus every proposed curriculum formation 
carries a distinct social outcome, “a notion of what body of knowledge, skills, attitudes, 
and values students should gain in order to live in a particular social order” (p.177). The 
crucial question, as Kennedy points out, is who selects the knowledge, skills and atti-
tudes that make up the school curriculum. In this context we should not be surprised if 
there are vociferous debates over the curriculum. 

Ross (2002) reminds us that no curriculum is a neutral document; any statement of 
what is to be learned is permeated with objectives and intentions that in turn embody 
values, whether implicit or explicit.  

The current curriculum reform movements only reinforce the reality that curricu-
lum is far from a fixed entity. Curriculum policies and frameworks will be altered from 
time to time as their purposes and emphases evolve through societal and political shifts, 
and in some cases, regime change. In the cases presented in this book, readers will find 
rather dramatic evidence of the variability of curriculum and its impact on citizenship 
education engendered by wide-ranging curriculum reforms in a number of societies. 
What are the educational goals and/or motivation behind reconstructing the curriculum? 
Ross (2002) argues that there are three distinct approaches to constructing a given cur-
riculum: 

1. Content-driven curriculum, a construction of formally delimited zones of sub-
jects or disciplines (knowledge as a distinct body of data); 

2. An objectives-driven curriculum, built around specific needs, for competencies 
of society, of the economy, or of the individual (knowledge as a commodity); or 

3. A process-driven curriculum, principally concerned with or guided by pro-
cesses of learning (knowledge as how to learn).  

As Ross concludes, citizenship education does not fall neatly into any one of these three 
types, and confusingly, can be described as any one of them. Citizenship education 
variously can be seen as a body of knowledge, or as useful to the individual and socially 
desirable, or as nurturing a student’s value system. The current motivation in the curricu-
lum reform movements seems to focus on the second of these approaches. However, as 
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Ross points out, in the current assessment environment, there will always be a tendency 
to migrate towards a content-driven curriculum for testing purposes.  

Faced with the ambiguity of the linkage between citizenship education and the 
curriculum, the editors of this book purposely did not impose on the authors any defini-
tion of curriculum. Rather, we challenged them to explore the tensions between these 
three dimensions of content, objectives and process in the formation of the citizenship 
education curriculum. We asked them to explore the ongoing debates about both the 
form and substance of citizenship education, and to give voice to the various stake-
holders.  

The Geographical Scope 

As the reader can determine from a perusal of the table of contents, the societies covered 
are drawn from four geographical regions including South Asia (Pakistan), Southeast 
Asia (Indonesia, Malaysia, Singapore), East Asia (Hong Kong, Taiwan, China, Japan), 
and three “Pacific Rim” countries (United States, Australia, New Zealand). These 11 
“societies” (technically we cannot use the term countries because of the inclusion of 
Hong Kong and Taiwan) are found in this volume as the result of a long search on the 
part of the editors for appropriate authors in the region. This search was not always 
successful, and we failed in efforts to obtain chapters from several places, e.g., Thailand, 
South Korea and two Pacific Island nations.  

To capture this geographically diverse set of societies, we have opted to use the 
term “Asia and the Pacific” in our title. There is a great deal of terminological confusion 
over terms such as Asia-Pacific, Pacific Rim, etc., and a great deal of debate over their 
meaning and usage (see for example, Dirlik, 1998). It is not our purpose here to engage 
in this debate. To be sure, the studies in this book cover a wide geographic range. Yet, 
despite the spatial diversity, there are some underlying connections among these places, 
notably economic. With the exception of Pakistan, these societies are all member 
“economies” of APEC, but in fact this was not a conscious criterion for the selection of 
the cases. In reality, our notion of “Asia and the Pacific” is a construction, based largely 
on our own location in Hong Kong. Like most geographical designations, it is not real, 
natural or essential. It is socially constructed and can be politically contested. At the 
same time, it is a highly relevant construction if it is viewed from the perspective of 
Hong Kong as the geographical centre, notably because it is derived from the agenda of 
our work and existing networks in our Centre for Citizenship Education (see the Centre 
website for further information: http://www.ied.edu.hk/cce/). 

The Political Scope 

Perhaps more significant than the geographical diversity is the range of political systems 
found in these case studies. In no sense can we characterise all of these societies as 
“democratic.” They range from highly authoritarian states to highly developed de-
mocracies, and variations between these two poles. The poles are comparatively easy 
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to identify and label, but states that combine democratic and non-democratic elements, 
or so-called hybrid regimes, are more difficult to categorise. In the literature they are 
variously categorised as semi-democracies, illiberal democracies, semi-authoritarian 
regimes, or authoritarian democracies, but the underlying point is that a considerable 
number of political regimes are neither purely authoritarian nor purely democratic. 
Munck and Snyder (2004) suggest a four-point scale along a continuum that includes 
authoritarianism, semi-authoritarianism, semi-democracy and democracy, built along 
Dahl’s notion of the twin dimensions of participation and contestation. However, they 
also indicate it is very difficult to define the critical and perhaps multiple thresholds that 
separate authoritarian from democratic regimes even on these two dimensions. They 
further argue the need for more nuanced measures that distinguish between authoritarian 
and democratic participation and contestation. They find that a focus on electoral politics 
neglects extra-electoral factors. They suggest four extra-electoral dimensions that should 
be considered in understanding the variety of non-democratic regimes: Who rules (e.g., a 
party, the military, or a person), how do rulers rule (e.g., networks, ethnic ties, mass- 
based party), why do rulers rule (e.g., religion, ideology, greed), and how much do rulers 
rule (e.g., the degree of state control)?  

It is certainly beyond the scope of this study to resolve the highly complex and 
contentious task of labelling political regimes. Authors were asked to take into account 
the political context of the citizenship education curriculum, and this necessarily in-
volved the use of their own labels. While we leave aside the question of whether pre-
dominantly Western liberal and highly legalistic notions of democracy can serve as 
templates for political regimes worldwide, we must point out that in several of the 
chapters we are examining citizenship education in the context of non-democratic or at 
best quasi-democratic regimes. In other words, in this book we allow for the possibility 
of non-democratic citizenship education as well as its democratic counterpart. This is by 
no means an endorsement of non-democratic regimes or their practices. In this regard the 
reader should know that there was considerable discussion of the decision to include the 
cases of the two most authoritarian regimes on the political continuum, China and Paki-
stan, in a book devoted to citizenship education curriculum. To the editors the alternative, 
i.e., to narrow the scope of the book by excluding the most extreme cases while including 
some societies whose political regimes have different blends and mixes of authoritarian 
and democratic elements (e.g., Singapore, Malaysia, Hong Kong), seemed untenable. In 
the end, the interests of casting a wide net of inquiry covering a range of regimes across 
the authoritarian-democratic spectrum seemed more appropriate, and served the larger 
agenda of increasing dialogue across traditional boundaries.  

Synopses of the Chapters 

In the opening chapter Kennedy introduces some underlying issues that provide a broad 
context for the more specific curriculum discourses found in the succeeding chapters. He 
provides us with an impressive list of policies and legislation that demonstrate the perva-
siveness of the curriculum reform agenda across the Asia-Pacific region. He examines 
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how key elements of both the macro context of the “new” global economy and the micro 
level of the school curriculum are likely to continue to affect citizenship education. Next 
he considers competing influences on national citizenship education and whether these, 
rather than more liberalizing tendencies of economic and curriculum reform, will shape 
citizenship education in the future. Kennedy worries that if social and political values 
rather than economic values drive curriculum, pedagogy and assessment for citizenship 
education in the future, the result will be a citizenry ill-equipped to make judgements 
about the role of the nation states in complex and uncertain global contexts. Kennedy 
argues that citizenship education needs to encompass both the nation state and global 
realities, and must rest on the development of these multiple perspectives. Kennedy 
concludes that it remains an open question whether nation states are capable of recon-
structing citizenship education along these lines. 

The next four chapters are case studies from East Asia: Hong Kong, Taiwan, China 
and Japan. Focusing on Hong Kong, in Chapter 2 Lee discusses how the dynamic so-
ciopolitical and economic changes in Hong Kong since 1997 have had impact on citi-
zenship education in schools. In particular, he points to the interplay of globalisation and 
localisation in citizenship curriculum development. On the one hand, he highlights how a 
growing concern about national identity in the aftermath of the return to Chinese sov-
ereignty has penetrated curriculum documents and generated several governmental and 
semi-governmental initiatives. On the other hand, he notes the emphasis that government 
curriculum reform documents have put on meeting the challenges of globalisation and 
the development of a knowledge economy through global citizenship education. Lee 
finds that the tensions between the competitive globalisation and localisation agendas 
are complicated by the process of Hong Kong’s repoliticisation after its return to China. 
Ultimately how citizenship curriculum will develop in the future in Hong Kong will 
depend on how these tensions are resolved. 

In Chapter 3 Doong shows how the new decentralised school-based curricula sys-
tem in Taiwan has redefined the field of citizenship education at the elementary and 
junior high school levels, and has dramatically changed the citizenship curriculum’s 
scope and sequence, as well as school and classroom practice. This has generated a 
number of heated debates, including controversies over citizenship education as a sepa-
rate versus integrated subject and the emphasis on national versus nativist awareness. 
The debates clearly demonstrate the political nature of the reforms where the citizenship 
curriculum has been used as a battlefield by contending political parties. According to 
Doong, Taiwan’s citizenship curriculum has now reached a crossroads in which it is too 
early to tell whether the new reform policies will survive the challenges. 

In Chapter 4 Zhong and Lee report that civic education is still in its infancy in 
mainland China, though voices advocating it are growing. In the context of its existing 
one-party state, the Chinese leadership acknowledges that there is still a long way to go 
in building a political democracy (while emphasising that by democracy they mean 
“socialist democracy with Chinese characteristics”). Still, rapid changes in the social and 
economic fabric of Chinese society have led to dramatic changes in the government’s 
definition of the essential qualities of citizenship. Zhong and Lee track the changes in 
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emphasis in the citizenship curriculum discourse since the adoption of the “open door” 
policy in 1978, and discuss the recent development of three themes in citizenship cur-
riculum, namely nationalistic education, democratic education and psychological health 
education. They note that there has been a remarkable shift in the government’s 
framework for citizenship education that now includes an emphasis on the rule of law 
and legal education. Although in many ways this shift remains at the level of rhetoric, the 
authors feel that the widening discourses on civic and moral education in China are at 
least indicative of a nascent trend towards democratisation, linked to China’s rapid 
modernisation and the development of a market economy.  

In Chapter 5 Otsu introduces the historical and educational background of educa-
tional reforms in Japan and the impact of these reforms on citizenship education. She 
decries Japanese students’ lack of knowledge of the very meaning of citizenship, and the 
confusing use of different terms for “citizen.” She shows how government revisions in 
the Courses of Study have resulted in the first opportunity for schools to create individual 
classes through the introduction of a new subject, integrated study. After examining 
Japan’s current curriculum policies in citizenship education, Otsu discusses the contro-
versies over how to foster citizenship education, especially in the new subject of inte-
grated study. Otsu argues that a democratic and peaceful nation in a global era requires 
an education that is much broader than the curriculum prescribed by the government. 
She concludes by presenting an alternative approach to citizenship curriculum built 
around international education themes and objectives.  

The next section of the book shifts the focus to South and Southeast Asia: Pakistan, 
Indonesia, Malaysia and Singapore. In Chapter 6 Ahmad introduces the reader to the 
factors that underlie Islamic ideology as the raison d’être of Pakistan and the central 
organizing principle of the citizenship curriculum. He argues that the contemporary 
national policy debate on citizenship education curriculum epitomises the tempestuous 
character of the nation’s policy itself. He examines the existing national curriculum 
policy of citizenship education and shows how that policy is implemented through the 
social studies textbooks. Through content analysis Ahmad identifies a set of values that 
textbooks seek to transmit for creating a Muslim citizen, and concludes with a discussion 
of the tensions between theology and citizenship education over the definition of a good 
citizen. He concludes that the Islamic model of citizenship education has neither taken 
into consideration the needs of a developing society nor presented Islamic civilisation as 
a progressive alternative. He urges curriculum policy-makers in Pakistan to recognise 
that citizenship education is not theology. 

In Chapter 7 Fearnley-Sander and Yulaelawati explain that after the end of Soe-
harto’s 32-year rule in 1998, the Indonesian government launched democratizing poli-
cies in electoral politics, governance and education. They examine how the contempo-
rary citizenship curriculum has been designed to accommodate these dramatic political 
changes, as well as the underlying state philosophy of Pancasila. They describe the 
Indonesian government’s introduction of radically democratising policies in the areas 
of governance and education that stress political decentralisation. In education Indo-
nesia’s policies have mandated participative school-based management and a new 
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curriculum framework based on competency attainment for all school subjects, includ-
ing citizenship. Through textual analysis and interviews with key curriculum policy- 
makers, the authors then examine the degree of integration between the new citizenship 
curricula and other reforms of schooling that are consistent with an expanding demo-
cratic agenda in Indonesia. They are hopeful that what has been put in place will help 
restructure civic identity and opportunity in directions supportive of democratisation. 

In Chapter 8 Bajunid describes the continuing debates in the political arena over 
citizenship and nationhood in Malaysia since its founding in 1957. He traces the impact 
of initiatives in the wider society on citizenship education over the last 50 years. Bajunid 
highlights the continuing challenges of developing citizenship education in Malaysia in 
order to foster a sense of multi-racial, multi-religious and multi-lingual nationhood in an 
enlightened citizenry where all peoples are equal before the law. He examines current 
citizenship education initiatives and their potential to achieve these lofty goals. In re-
sponse to these challenges Malaysia has adopted a national philosophy based on the 
principle of “unity in diversity.” To foster collective values, education policy has adopted 
a standardised approach to the process of education with a common curriculum and 
co-curriculum for all; a common medium of instruction from secondary level onwards; 
common textbooks and other educational resources; common public examinations; 
common teacher education; common school rituals and ceremonies; and even common 
school uniforms. Since the challenges of creating a civil and knowledge society with a 
participative and enlightened citizenry remain complex and continuing, Bajunid argues 
that there is no space for complacency or neglect of citizenship education and human 
rights.  

In Chapter 9 Tan and Chew review values teaching in Singapore through its rather 
brief history and highlight the curriculum shifts made to meet changing cultural and 
political circumstances. The authors argue that in Singapore historically values teaching 
has been geared solely towards national expediency without reverence for moral under-
standing and truth. In this regard, values teaching is more appropriately labelled “state-
craft.” Further, when “statecraft” is substituted for citizenship education the result may be 
trained but uneducated citizens. In this context the authors analyse the Civics and Moral 
Education programme currently in use and find it lacking. According to the authors, like 
previous curricula this programme is just another example of a government policy of 
training Singaporeans not to be educated citizens, but rather to be people who fit their 
concept of nationhood narrowly conceived in terms of economic survival and progress. 

The final section of case studies deals with what we have called the Pacific Rim 
countries: the United States, Australia and New Zealand. In Chapter 10 Scott and Cogan 
first briefly summarise the history of civic education in the United States, and the current 
controversy between liberals and neo-conservatives over what constitutes the most ap-
propriate citizenship curriculum for the 21st century. They see the United States as a 
much divided nation over such fundamental issues as what it means to be a “citizen” and 
a “patriot.” They argue that tensions in citizenship curriculum policies and practices are 
mirror images of tensions in the divided society at large, and as such are not easily re-
solved. Their analysis is illustrated through a discussion of the development of guide-
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lines in the areas of civics and government at the secondary school level. The authors 
discuss how citizenship education reforms reflect the current initiatives under the No 
Child Left Behind federal legislation that has instituted a high-stakes testing programme 
across all subjects, including civics. Scott and Cogan then discuss how the ideological 
debates, emphasis on testing, teacher preparation and traditional constraints in schools 
inhibit the development of a coherent curriculum framework for civic education. They 
conclude by offering suggestions for a practical approach to an “advanced” citizenship 
education framework for the 21st century.  

In Chapter 11 Kennedy discusses how the “renaissance” of civic and citizenship 
education in Australia has failed to keep up with changes in the social, political and 
economic landscape. The consequence, according to Kennedy, is that civic education in 
the school curriculum reflects a conservative vision of how schools should prepare 
citizens. In the aftermath of dramatic global events that have had great impact on Austra-
lia, Kennedy describes a divergence between the curriculum discourse on civics and the 
community discourse on civic issues and discusses why it is that Australia’s civic edu-
cation seems incapable of dealing with community concerns and issues. To bridge this 
gap, the author argues that teachers need a broader conceptualisation of civics and citi-
zenship education. In conclusion he offers a dynamic (as opposed to static) curriculum 
framework that expands the key domains of civics and citizenship so that education can 
engage with current issues and priorities and remain relevant for both students and so-
ciety.  

In Chapter 12 Mutch examines the relationship between educational policy and 
education for citizenship in New Zealand through three lenses: the past, the present and 
the future. Mutch describes how in the 1980s and 1990s, as a result of ideological ten-
sions between the “new right” economically-driven agenda and the country’s liberal 
progressive educational traditions, no real consensus has emerged about how citizenship 
education should be implemented. As a result citizenship education is not a compulsory 
curriculum area though it is embedded in several key curriculum areas, such as social 
studies and health education. The author includes a case study showing how citizenship 
education in its current form is interpreted by schools and implemented in classrooms. 
She notes that while currently there is no specific provision for citizenship content, there 
are indications that discussions about the formal inclusion of citizenship in the curricu-
lum are becoming stronger. The author concludes that the debate over explicit versus 
embedded citizenship education is still open.  

In the concluding and capstone chapter of the book, Lee further builds on themes in 
citizenship education discourse he introduced in the first book in this series. With input 
from the preceding chapters, he applies these themes to the domain of curriculum. Using 
examples from several case studies in this volume, Lee explores what he calls the “ten-
sions and contentions” in the orientation of the curriculum and its responsiveness (or 
lack thereof) to rapid social change. He describes a number of fault lines that are com-
monly contested domains, e.g., cultural heritage, civic and moral education, language, 
religion and ideology. He finds that there are always tensions and contentions when 
curriculum policy decides what is to be taught and how it is to be taught, and these 
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contentions are even stronger when curriculum policy is linked to citizenship education. 
Though these cases are drawn from the Asia-Pacific region, they are not unique to the 
region. In fact, the author argues that while citizenship concepts can be quite different 
between Asia and the West, the “tensions and contentions” faced in constructing citi-
zenship curriculum in these case studies have significant commonalities. Though situ-
ated in very different sociopolitical contexts, each society must deal with ideological and 
cultural fault lines as well as global and local pressures in the construction of citizenship 
education. 

Lee’s analysis offers further evidence that much of the debate about citizenship cur-
riculum in the Asia-Pacific region seems to be increasingly part of or perhaps a variation 
of the global discourse about citizenship education. Evidence from this volume and 
elsewhere clearly suggest that national approaches to school curricula are increasingly 
forged within wider regional, cross-regional and global contexts (see for example, 
Benavot & Braslavsky, 2006). At the very least we can say that despite the diversity 
among citizenship curricula in these Asia-Pacific societies, there is strong evidence of an 
increasingly common policy rhetoric found in the debates over citizenship education. In 
this context it is the editors’ hope that this impressive collection of chapters from a di-
verse set of societies can inform and enrich understanding of the complex relationship 
between citizenship education and the curriculum both regionally and globally. 
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Curriculum: New Challenges for  
National Citizenship Education 
 
Kerry J. KENNEDY 
 
 
Introduction 
 
The focus of this book is on citizenship education in the school curriculum of societies in 
the Asia-Pacific region. As important as this emphasis may be, it is not a common one in 
the discourses that have attempted to construct and understand the region. During the last 
decade of the twentieth century, the Asia-Pacific region—or at least parts of it—became 
a major focus of attention largely because of the spectacular rates of economic growth 
that were achieved by societies such as Singapore, Hong Kong, Korea and Taiwan. The 
so-called ‘Asian miracle’ was brought to an abrupt end in 1997 with the Asian financial 
crisis. Yet the crisis did not mean the end of economic growth in the region, although it 
did signal a pause. As will be suggested later, the crisis itself led many societies in the 
region to focus on micro economic issues, such as education and human capital develop-
ment, to provide a better foundation for the macro policy settings designed to strengthen 
their growing market economies. After 1997, change became the dominant motif of 
education policy since traditional, elitist education systems could no longer meet new 
human capital requirements.  

The link between education and the economy is not new (Easton & Klees, 1992) 
but, in the 1990s, it took on a new form. The ‘new’ global economy required ideas, 
innovation, creativity and critical thinking to ensure economic competitiveness (Ritchie, 
2003; Romer, 1994). Thus, schools had to become the engine rooms that would produce 
these outcomes. This objective required large scale change at all levels of education 
systems, but in particular it required significant curriculum change. These broad changes 
at both the macro level of the economy and the micro level of the school curriculum are 
still under way and there is little indication that they will become less important as the 
new century moves towards the end of its first decade. Such changes will continue to 
provide the macro and micro contexts in which citizenship education for the future will 
be constructed.  

These changes are generally in the direction of liberalisation—a freer economy at 
the macro level and a freer curriculum at the micro level to meet new economic priorities. 

 
D.L. Grossman et al. (eds.), Citizenship Curriculum in Asia and the Pacific, 13–26. 
© 2008 Comparative Education Research Centre



14              Globalised Economies and Liberalised Curriculum

It might be expected that citizenship education, as a key component of the school cur-
riculum, would be influenced by such changes. Yet citizenship education has tradi-
tionally been rooted in the conservative values and priorities of nation states. A key issue 
for consideration, therefore, is to consider the challenges to national citizenship educa-
tion presented by the liberalizing discourses of economic and curriculum reform. 

The argument in this chapter will be that the macro and micro contexts referred to 
above create a particular discourse about learning, individuals and the desired outcomes 
of schooling. A key issue to understand is the nature of this discourse—its theoretical 
underpinnings and its practical implications since there is little doubt that national citi-
zenship education, as a component of the school curriculum, has the potential to be 
influenced by it. Given the centrality of this issue, it seems important to have a good 
understanding of the kind of changes at different levels that have the potential to affect 
citizenship education.  

The purpose of this chapter, therefore, is to explore two related topics that will help 
provide a foundation for understanding the issues raised above:  

• The micro and macro contexts influencing citizenship education in the future 
will be examined to identify the key elements likely to affect citizenship edu-
cation in the future; and 

• The strength of the liberalizing tendencies of economic and curriculum reform 
will be assessed by considering other possible influences on national citi-
zenship education in the future.  

The following sections in this chapter will examine: 

• the discourse related to macro level economic change to highlight its relation-
ship with learning and therefore with schools; 

• the way in which this broader macro context has influenced education with a 
focus on curriculum reform agendas, in a number of countries in the region;  

• competing influences on national citizenship education and whether these, 
rather than the liberalisation that characterises economic and curriculum reform, 
will continue to shape citizenship education in the future. 

New Economic Thinking: The Need for ‘Learning How’ 
rather than ‘Learning What’ 

The 1980s saw the emergence of a new theory of economic growth that focused on the 
internal workings of the economic system rather than on external factors influencing the 
system. This new emphasis, that came to be called the “new growth theory,”i was not so 
much on “exogenous technological change to explain why income per capita has in-
creased. … (rather) it tries instead to uncover the private and public sector choices that 
cause the rate of growth of the residual to vary across countries” (Romer, 1994, p.3). 
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This did not mean that technological change was unimportant as a factor influencing and 
explaining economic growth. It did mean, however, that the focus of new growth theory 
was on the mechanisms by which such changes were generated. The ideas that created 
the new technologies, rather than the technologies themselves, came to be seen as key 
economic drivers. Without ideas, there is no technology! 

The important issue to understand about this new emphasis is that mechanisms for 
change and, therefore, growth were seen to reside within the economic system. This focus 
gave education and training a new role in relation to economic growth. Within new 
growth theory, ‘learning’ was seen as an important ‘externality’ influencing not just per-
sonal growth and development or even just social growth and development, as in tradi-
tional education theories. Rather, learning was seen to be at the heart of economic growth 
and consequently economic competitiveness. Ritchie (2003) explained it this way: 

…a key driver of innovation and technological progress is the supply of and de-
mand for a large and competent pool of intellectual capital—the knowledge and 
skills found in the local labor pool. This is not to say that physical capital, investment, 
and macroeconomic stability are no longer necessary for economic growth. Rather, 
they are no longer sufficient. Whether they positively impact long-term technologi-
cal upgrading (as opposed to only aggregate growth) depends largely on the crea-
tion of new knowledge and skills in the local economy. (p.3) 

Ritchie’s reference here to new forms of human capital development based on know-
ledge creation rather than plant and investment is a reflection of the economic essentials 
of new growth theory. Patrinos (1994) described this as an “ideas based model” of eco-
nomic growth: 

Ideas based models [as opposed to capital based models] give emphasis to a factor 
that opens up new investment opportunities, alternatively known as innovation, 
invention or technological change … Ideas drive both growth in income and capital 
accumulation. The discovery of ideas is treated as being endogenous rather than 
exogenous in the new theories. … ideas are not the same as physical or human capi-
tal … they come about as intentional attempts to make discoveries. (p.3) 

According to this view, ideas, creativity and innovation are the drivers of economic 
growth and these require problem solving and critical thinking skills. The result is that 
new ways of doing things can be developed, new approaches to old problems can be 
adopted, and entirely new products can be developed to create new markets and demand. 
These processes and outcomes are seen to be essential for modern economies competing 
in the global market place where competitive advantage leads to success. As Ritchie 
(2003) pointed out, it is intellectual capital rather than physical plant that is more likely 
to give this important advantage, thus, the term “knowledge-based economy”, an eco-
nomy driven by ideas rather than by investment in physical plant and infrastructure alone. 
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This term is now part of international discourse and its roots lay in new growth theory as 
outlined above.  

Ritchie’s (2003) contribution to a better understanding of the relationship between 
new growth theory and education policy was to mark the Asian financial crisis in late 
1997 as a turning point. He has argued that, prior to that date, the governments of Malay-
sia, Singapore and Thailand, for example, had relied excessively on foreign capital and a 
low-level skills base for economic growth in an increasingly technologically sophisti-
cated world. There was some commitment to human capital development in education 
policy prior to 1997 yet “in virtually every country the crisis elevated the issue to promi-
nence as part of a strategic imperative to transition from manufacturing-based economies 
to ‘knowledge-based’ economies” (Ritchie, 2003, p.4). Thus after 1997, education and 
the economy in many Asian countries became inextricably linked—education became 
part of micro-economic reform designed to support new imperatives in the macro eco-
nomy. One of the best examples of this agenda for micro-economic reform is the school 
curriculum and some examples of this will be provided in the next section. 

Links between human capital formation and economic growth are not new. It is 
important to understand, therefore, the difference between this new ideas based version 
of human capital development that now fuels the development of knowledge-based 
economies and more traditional approaches. Both economists and educators have re- 
cognised at least since the 1960s the importance of human capital to economic deve-  
lopment. One economist has put it this way: 

… many economists have pointed out that education and training create assets in 
the form of knowledge and skills which increase the productive capacity of man-
power [sic] in just the same way as an investment in new machinery raises the 
productive capacity of the stock of physical capital. (Woodhall, 1987, p.1) 

A good deal of work has been done by economists to show how investment in different 
kinds of education (primary, secondary, tertiary) has different rates of return (Psacharo-
poulos, 1993). Thus investment in primary education on the part of governments has 
very high rates of return both for society and for individuals. Yet investment in university 
education has lower social rates of return than primary education but higher private rates 
of return for individuals. This helps to explain why governments are relatively happy to 
invest in the universalisation of primary education but charge higher fees for university 
education. As individuals such as doctors, lawyers and engineers benefit considerably 
from university education, it seems reasonable for governments to assume that university 
students should make a personal contribution to its costs. This approach to understanding 
human capital development, and even the methodology used to reach conclusions about 
the contribution of human capital to economic growth, is not uncontested (Bennell, 1998; 
McMahon, 1998; Toh & Wong, 1999). Yet there is a common understanding that edu-
cation influences economic growth indirectly through the creation of skilled labour.  

It follows from this traditional approach to human capital development that the 
actual substance of education, and in particular the substance of the school curriculum, is 
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of little interest to human capital theorists. They are more likely to be interested in the 
aggregate level of education in a society, the length of schooling undertaken, the physical 
stock of education facilities or the gender distribution of educational opportunities. All 
of these are important, but they are static variables that provide no insight into students’ 
educational experiences while they are at different stages of schooling. Hanushek and 
Luque (2002) attempted to address this problem by using the results of the Third Interna-
tional Mathematics and Science Study (TIMSS) as a quality measure of educational 
provision. Yet the TIMSS results focus on learning outcomes—they do not tell anything 
about learning inputs. Traditional approaches to producing human capital have been 
curriculum neutral. An educated workforce in such a context is one that has benefited 
more from the amount of time spent in education than exposure to a particular kind of 
education.  

It is at this point that traditional approaches to human capital development differ 
most markedly from ideas based approaches referred to earlier. These traditional ap-
proaches looked to human capital variables that were external to the economic system. 
Ideas based approaches, on the other hand, “focus … on the acquisition of knowledge 
that can lead to individuals becoming innovative and creative—knowledge producers 
rather than knowledge consumers” (Kennedy, 2005a, p.9). Knowledge and learning 
characterise these new approaches but it is not just any knowledge and it is certainly not 
traditional academic forms of knowledge. 

The knowledge being referred to in new growth theory is scientific knowledge that 
is publicly available and capable of being applied to the creation of new ideas. Thus 
science is privileged in an ideas-based or knowledge-based economy because it is seen 
as the source of innovation. New scientific ideas can be applied in different contexts to 
enhance productivity and ideas successful in one context can be transferred to others. 
Productive learning that takes place in one company can quickly be adopted in another. 
There is no end to these creative processes—they can continue unabated, unlike the kind 
of static variables associated with traditional approaches to human capital development. 
What is more, these knowledge-based processes are internal to the economic system. 
They operate within companies, organisations and governments, thus giving rise to the 
concept of the ‘learning organisation’ and, as will be shown later, even to the concept of 
the ‘learning nation’. Learning is at the heart of the ideas based economy.  

Learning is not a new concept for school educators, but a focus on learning as dis-
tinct from schooling has not always characterised school experiences either within the 
Asia-Pacific region or beyond it. Yet learning has become part of the discourse of current 
educational policy and ‘lifelong learning’ is now almost a mantra emanating from in-
ternational agencies such as UNESCO and OECD, as well as governments and Minis-
tries of Education. The extent to which this renewed focus on learning, a focus that is 
primarily economic in nature, is now reflected in regional curriculum reforms efforts 
will be addressed in the following section.


