
Chapter 5
Informal Civic Learning Through Engagement 
in Local Democracy: The Case of the Seniors’ 
Task Force of Healthy City Toronto

Daniel Schugurensky and John P. Myers

Introduction

This chapter explores the dimensions of informal civic learning of a local democracy 
initiative known as Healthy City Toronto (HCT). It examines one of the programmes 
of HCT, the Seniors’ Task Force, particularly the content and process of the 
participants’ learning.

This study is part of an international research project that explores the pedagogical 
dimension of participatory democracy, with a focus on the informal learning 
acquired by citizens in programmes of shared decision making at the level of 
municipal government. It attempts to shed light on these issues by addressing three 
areas that are relatively underrepresented in the research on citizenship education: 
adult populations, informal learning and local democracy.

First, a cursory literature review suggests that most large-scale research on 
citizenship education, from the pioneering work by Almond and Verba (1963) to 
the recent international study coordinated by Judith Torney-Purta (2001), has 
concentrated heavily on K-12 schooling, and particularly on secondary school 
programmes. These studies range from curriculum analysis to observation of 
teaching practices to surveys of students’ civic knowledge and attitudes. 
Moreover, the field of adult citizenship education, at least in countries with high 
immigration rates like Canada, tends to be understood almost exclusively as 
courses for the naturalization test, and is sometimes conflated with English as a 
second language (ESL).

Second, research on citizenship education seldom pays attention to the area 
of informal learning. The low attention given to informal learning in the field of 
citizenship education is not an anomaly, as it reflects an overall neglect for this 
area in educational research and policy (Livingstone, 1999; Eraut, 1999a, b). 
Since citizenship education focuses on school settings, most references to 
informal learning tend to be limited to the discrepancies between the formal 
curriculum and the hidden curriculum, such as the assessment of the democratic 
or anti-democratic nature of the classroom environment. Informal civic learning 
outside of educational institutions is rarely addressed.
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Third, research on citizenship education has not given enough emphasis to the 
organizational structures that could promote or inhibit the civic engagement 
(and consequently the civic learning) of ordinary citizens. When these “enabling 
structures” for democratic participation are considered in the analysis, they rarely 
go beyond the classroom environment or the institutional school setting. Although 
there is an important body of practice and research within citizenship education 
that goes beyond the school boundaries (such as the “in-service learning” movement), 
these contributions do not tend to explore the learning that occurs through 
participation in larger channels for citizens’ involvement in spaces of deliberation 
and decision making. Scholars from disciplines like political science and urban 
planning have examined these spaces of local governance, but, with a few 
exceptions, the studies have not paid enough attention to the pedagogical dimension 
of these processes.

Having said that, educators and non-educators alike are increasingly interested 
in these topics. This attention, expressed in concepts like “pedagogy of the city” or 
“pedagogy of public participation,” goes hand-in-hand with the growing scholarship 
on informal learning (of which the New Approaches for Lifelong Learning, or 
NALL, constitutes a paradigmatic example), and the recent proliferation of mediation 
spaces between the state and civil society, particularly for shared urban governance. 
This space of co-determination is neither part of the state apparatus, nor can it be 
located exclusively in civil society. Rather, it can be conceptualized as a public 
sphere where the state and civil society intersect.

Healthy City Toronto, the site of this study, is a project of public participation in 
municipal affairs that started in 1989. Since its inception, one of the main purposes 
of HCT has been the democratization and decentralization of decision making, 
which is sought through increasing public involvement in local governance (City of 
Toronto, 1997–1999). Among the different projects undertaken by HCT, the 
Seniors’ Task Force was chosen for this study because, according to HCT officials, 
it has been one of the most successful projects in terms of democratic process and 
active participation.

The data for this study were gathered over 4 months during the summer of 2000. 
Interviews were conducted with 15 of the 18 Seniors’ Task Force members (nine 
female and six male), the chair of the Task Force (a city councilor), 3 community 
organizers of HCT, and several participants of the citywide consultation process. 
The interviews were conducted in English and Portuguese, and lasted between 
45 min and 2 hours. The interviewees were asked to make judgments, evaluate fea-
tures, and express opinions about their involvement with the Seniors’ Task Force, 
focusing on their perceived learning about municipal government, citizenship, and 
democracy, as well as on their educational background and their history of civic 
participation. At the end of each interview, Task Force members completed a ques-
tionnaire in which they assessed their changes in knowledge, skills and attitudes 
associated with their democratic participation in the Seniors’ Task Force.

This chapter is organized into five sections. The first one briefly discusses the 
literature on informal learning, citizenship education and local democracy. 
The second discusses the role of enabling structures for participatory democracy. The 
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third section introduces the case study, the Seniors’ Task Force of Healthy City 
Toronto. The fourth section describes the informal learning acquired by Task Force 
members. The fifth section raises several conclusions and recommendations.

Beyond the Civics Classroom: Informal Learning, 
Citizenship Education and Local Democracy

Informal Learning

Following Vygotsky (1978) and Bandura (1977), learning can be characterized as 
a social process, the result of a constant interaction between the self and the 
context. For the purpose of this study, informal learning refers to the body of 
knowledge, skills, attitudes, perspectives and values acquired outside of the curric-
ula of educational institutions (formal education) and outside of the programmes 
and workshops offered by a variety of social agencies (non-formal education). 
Considering the variables of consciousness and intentionality, informal learning 
can be organized in three main areas. The first area, known as “self-directed” learn-
ing (Tough, 1971) or “explicit informal learning” (Livingstone, 1999), is the result 
of deliberate learning projects. This type of learning is intentional and conscious. 
The second area is incidental informal learning, which is unintentional because it 
was not deliberately pursued in the first place but is conscious in retrospect. The 
importance of this area for the exploration of informal learning is evident in a study 
by Gear et al. (1994) who report that, in spite of using Tough’s concept of “learning 
projects” to ask about informal learning, 80% of the learning episodes mentioned 
by their interviewees were not intentionally sought. The third area, known as “tacit 
informal learning,” relates to the learning acquired through socialization which is 
usually unplanned and unconscious. This is what Polanyi (1966) described in a 
book entitled precisely The Tacit Dimension, which can be characterized as “that 
which we know but cannot tell.”

Citizenship Education

Broadly speaking, citizenship education can be defined as “the contribution of education 
to the development of those characteristics of being a citizen” (Cogan and Derricott, 
2000). Despite this broad definition and the shared notion that citizenship learning is a 
lifelong process, most research on citizenship education focuses on secondary schools, 
particularly on classroom processes, teaching and curricula (Cogan and Derricott, 2000; 
Frazer, 1999; Hahn, 1998; Niemi and Junn, 1998; Torney-Purta et al., 1999).

Traditionally, school-based civics courses have been concerned with the teaching 
of national history, national laws, and the structure and functions of government 
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institutions. Even today, civic education in many countries of the world still 
focuses on the legal and formal aspects of politics, fostering compliance and 
neglecting real and controversial political issues (Ichilov, 1998). This constitutes 
a passive and normative approach to democratic politics that emphasizes the cog-
nitive domain (particularly, the transmission of information and memorization of 
facts) and the affective one (the promotion of patriotism and allegiance to the 
nation-state), without addressing sufficiently the reality of political processes, 
the ability to critically analyse the economic, political and cultural relationships 
of society and the basic knowledge, skills and attitudes required for active 
participation in democratic institutions. The instructional methods are usually 
teacher-centred and textbook-centred, with emphasis on lectures and multiple-choice 
tests that focus on names and dates.

Participatory Democracy

Co-determination in city governance is not the only way through which ordinary 
citizens can participate in democratic politics and influence decision making. 
Opportunities for political participation include a wide range of activities such 
as voting, campaigning in electoral politics, involvement in social movements 
such as labour unions or protest groups, advocacy, running for office, writing 
letters, serving on a committee or advisory board, engaging in civil disobedi-
ence, etc. However, self-governance through local participatory democracy is 
particularly relevant for the development of a culture of participation and political 
activism, largely because the city is the closest level of government for most 
citizens. Moreover, as Carole Pateman (1970) pointed out, of the available contem-
porary systems of governance, participatory democracy is arguably the most 
educative one.

Indeed, the educational potential of participatory democracy is impressive. 
A case in point is the Participatory Budget (PB) of Porto Alegre (Brazil), which 
after 12 years of operation has become a massive school of active citizenship in 
which civil society actors, government officials and citizens learn a variety of 
knowledge, attitudes and skills relevant to democratic co-governance. By 
engaging actively in deliberation and decision-making processes, individuals 
and communities learn and adopt basic democratic competencies and values. 
They learn to listen carefully and respectfully to others, to request the opportu-
nity to speak and to wait for their turn, to argue and to persuade, to respect the 
time agreed upon for individual interventions and for ending the meeting, to 
advance the needs of their neighbourhoods while considering the city as a 
whole. They also learn about the needs of other groups and to exercise solidar-
ity with them. In summary, ordinary citizens develop self-confidence, political 
capital (capacity to influence political decisions), concern for the common 
good and an overall democratic spirit (Abers, 1998, 2000; Fedozzi, 1997; 
Pontual, 1999; Schugurensky, 2001a, b).
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Enabling Structures and Local Politics

Participatory democracy does not flourish in a vacuum. Likewise, citizen participation 
in local governance seldom occurs spontaneously. It usually requires enabling 
structures, including a strong commitment on the part of government officials, the 
availability of public spaces for deliberation, and the existence of open and fluid mecha-
nisms of shared decision making between city hall and civil society. Enabling structures 
aim to decentralize decision making by giving citizens input into resource allocation 
criteria or into the formation of local policies, a process that is sometimes organized 
around city-wide issues that affect everyone such as transportation or pollution. More 
often, however, the process is organized around the needs of a particular neighbourhood 
or a specific population group such as seniors, the case of this study.

However, enabling structures by themselves are not “silver bullets” that solve all 
the difficulties of achieving good participatory democracy processes. Enabling 
structures are a necessary but insufficient condition for an inclusive and active civic 
participation in local governance. The success or failure of enabling structures for 
participatory democracy is largely contingent upon local contexts, as those struc-
tures interact with many other economic, social, cultural and political factors that 
can facilitate or inhibit participation, such as the political culture, the historical tra-
ditions, the norms, the expectations and the power relations of a particular society. 
Thus, the existence of opportunities for political participation does not mean that 
all citizens will participate on an equal basis or that the internal decision-making 
processes are fair to everyone. A common critique of participatory democracy is 
that it has limited capacity to counteract existing social inequalities, and that some-
times can even reinforce those inequalities by encouraging those with higher social 
and political capital to participate, creating material and psychological barriers 
for those with lower social and political capital. In his latest work on the concept 
of “political field,” Bourdieu (2000) observes that social constructions of class, 
race and gender have built-in cultural mechanisms of exclusion from political 
participation. This is not just the result of the unequal distribution of political abilities 
or competencies, but also an issue of expectations for political participation 
placed on different social groups. Nevertheless, this does not mean that these 
challenges are insurmountable. The case of the participatory budget of Porto 
Alegre, for instance, has managed to overcome the three main challenges of 
participatory democracy: the challenge of inequality, the challenge of co-optation 
and the challenge of inequality.

Indeed, a variety of co-determination experiences around the world (from Kerala 
to Porto Alegre to Toronto) suggest that, despite the aforementioned limitations, 
local politics and neighbourhood participatory systems have great potential to pro-
mote citizens’ political engagement and civic partnerships between government 
and communities. Enabling structures for participatory democracy create greater 
opportunities for citizen involvement in policymaking than exist through electoral 
politics and generate a variety of benefits for municipal governments, neighbour-
hood associations and social movements, such as decreases in violent conflict, 
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increases in efficacy and transparency, improvements in policy responsiveness, a 
new sense of solidarity and civic responsibility, and the development of democratic 
attitudes among citizens and government staff (Berry et al., 1993). Moreover, 
active involvement in local governance can help to counteract the belief that poli-
tics is a zero-sum game in which the “winner takes all” and the loser drops out. This 
is important because mainstream citizenship education courses fail to teach one of 
the main lessons of political history: persistent civic engagement (the slow, patient 
building of coalitions and majorities) can generate social change (Carter and 
Elshtain, 1997). It is also important because this involvement can bring back the 
feeling that in democratic politics there is always another chance to be heard, to 
persuade and, eventually, to influence policy. If civic education is about the devel-
opment of an informed and active citizenship, it is evident that lessons on history 
and government are important but not enough. For most people, active engagement 
starts at the local level. As Putnam (1995) remarks, civic education is not merely 
about knowledge of the number of houses of Congress, but also about how can we 
get the streetlights on our block fixed.

At the same time, local politics should not be excessively glorified. In discussing 
local democracy with Toronto as a background, Jack Layton (1990) claims that the 
reality of city government falls somewhere in between two common myths. 
The first is that local politics is unimportant because it offers only mundane 
services, and the second is that democracy is practiced more vigorously at the city 
government level. Among the undemocratic elements of local government are the 
high level of apathy and alienation among voters, the influence and power wielded 
by special interest groups (especially business and developers), the fact that elected 
politicians do not represent very well the socio-economic composition of the urban 
areas, and the reality that many local politicians are appointed to their positions 
rather than elected (Layton, 1990). Layton claims that the promotion of citizen 
participation by municipal governments in Canada is not due to a belief in the 
democratization of decision-making power with the public, but an attempt to 
appease the public by appearing to listen to them.

Indeed, public participation can easily be manipulated as a mechanism for legitimacy 
building and co-optation, a process well described decades ago by Sheryl Arnstein 
(1969) in her pioneering piece on citizen power as tokenism. In examining past 
efforts to engage citizens in decisions about health in Canada, Church (2001, p. 1) 
contends that “the usual scenario has government orchestrating a process in which 
citizens speak but are not heard; the object of the exercise is to legitimate govern-
ment policy decisions.” This is difficult to surmount, notes Church, due to the 
imbalance of power between citizens (especially those with lower socio-economic 
status) and major stakeholders. Likewise, Layton (1990) contends that municipal 
governments in Canada have been sites of political patronage that have moved 
away from public accountability and involvement, distancing citizens from 
political processes and decision making. All this suggests that enabling structures 
are a necessary but inadequate condition for genuine participation. A structure that 
allows participation, even if designed with the best of intentions, is useless if not 
used properly.
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The perspective that we take in this study is that the state is not only an actor 
in policymaking with purposeful and relatively autonomous action, or a mere 
instrument of the dominant groups in a given society. It is also, and fundamen-
tally, an arena of struggle among different interests; it is a terrain of negotiation 
and confrontation, of conflict and consensus, between social actors over public 
policy (Barker, 1999; Morrow and Torres, 1995; Offe and Ronge, 1975). Whereas 
we do not idealize local politics, we believe that municipal governance is a privi-
leged space for promoting citizen participation in public policy because it is the 
closest to where people live and work and because decisions made at this level 
affect people’s everyday lives in a noticeable way. For instance, through the 
Seniors’ Task Force of Healthy City Toronto, the municipal government provided 
enabling structures for seniors to actively participate in deliberation and decision 
making with city officials on issues relevant to them.

The Setting: The Seniors’ Task Force of Healthy City 
Toronto: An Overview

Healthy City Toronto is an innovative model of holistic community health that was 
created in 1989 under the auspices of the municipal government. Its conception of 
health emphasizes the socio-environmental aspects at the individual and commu-
nity levels, derived from the nineteenth century public health movement, such as 
the Health of Towns Association in Britain, as well as health initiatives held in 
Canada (City of Toronto, 1997). During the last two decades, several important ini-
tiatives have strengthened Canada’s involvement with innovative community health 
programmes. In 1984, a 1-day workshop was held in Toronto, entitled “Healthy 
Toronto 2000,” which was followed in 1986 by the Ottawa Charter of the World 
Health Organization. These events influenced the World Health Organization to 
create the European Healthy Cities Project in 21 cities, and later to establish the 
first North American Healthy City Projects in Rouyn-Noranda, Quebec in 1987 and 
in Toronto in 1989 (1993 Interim report, in City of Toronto, 1997). Once 
established, the Healthy City model was expanded to rural areas under the name of 
“Healthy Communities.”

Healthy City Toronto is a decentralized model of municipal government that 
devolves decision making by creating interdepartmental and community partner-
ships, such as with citizen groups and the private sector, as opposed to a top-down 
organizational approach (City of Toronto, 1997). To this end, the Healthy City 
model supports programmes of public participation in city decision making in 
order to develop structures and processes for genuine citizen participation in local 
governance, to promote public accountability and to reduce barriers to participa-
tion. These programmes can be initiated either by citizen groups or by the City 
of Toronto. In both cases, Healthy City Toronto provides educational training, 
information and resource databases on civic participation, media relations and 
electronic networking, and acts as a liaison between these initiatives and community 
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organizations. Besides the cases already mentioned, Healthy City Toronto has 
identified other forms of municipal citizen participation that it supports, including 
Town Hall meetings, issue focused area meetings, neighbourhood citizen 
representatives, deputations to council or committees of council, citizens as consultants 
to the City, joint working groups, roundtables in which the city is one of the 
stakeholders, advisory programmes, and feedback/input from citizens to councilors 
(City of Toronto, 1997).

The Seniors’ Task Force

In January 1998, the Toronto City Council formed the Task Force to Develop a 
Strategy for Issues of Concern to the Elderly in order to identify the salient issues 
and needs concerning the 350,000 seniors living in Toronto. The formation of this 
initiative was recommended by the Toronto Transition Team Report, “New City, 
New Directions,” and was later renamed the Seniors’ Task Force. This initiative 
was a response to growing evidence in Toronto that seniors’ issues were being 
ignored by the municipal government despite the increasing proportion of seniors 
in Toronto’s population, as well as to international initiatives such as the United 
Nations International Plan of Action on Aging and its designation of 1999 as the 
International Year of Older Persons (Raphael et al., 2000; Statistics Canada, 1999, 
National Advisory Committee on Aging, 1999).

According to the perception of HCT staff, the Seniors’ Task Force has been 
one of the most successful projects at addressing barriers to participation. This 
relative success can be attributed to several factors, such as the provision of inter-
preters for non-English speakers, the Task Force’s issue-oriented approach and 
direct link to policy formulation, the participants’ availability to prepare for and 
attend meetings (relative to other age groups), a participation-friendly process 
that encouraged everyone to express their concerns and voice their opinions 
(through a combination of large and small group meetings), and the strong 
commitment and participation of city councillors. Particularly important in this 
regard was the involvement of the Chair of the Task Force, Anne Johnston (the 
most veteran councillor in City Hall and a senior herself), who believes both in 
improving the living conditions of seniors and in providing opportunities for 
ordinary citizens to learn the mechanisms of power.

The Terms of Reference of the Seniors’ Task Force outlined five main goals, 
which were adopted in March 1998: (1) to develop structures to advise City Council 
on issues affecting seniors and to involve seniors in this process; (2) to ensure that 
policies, programmes and services developed and delivered by the municipality 
meet the needs of seniors; (3) to value the involvement of seniors in the life of the 
city; (4) to identify a role for the City in the International Year of Older Persons 
1999; and (5) to provide a process for rationalization of all previous municipal 
Seniors’ committees (City of Toronto, 1999). The Vision Statement of the Seniors’ 
Task Force, adopted in June 1999, further clarified its goals:
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By 2005, the City of Toronto will be a leader in supporting quality of life for seniors by 
providing reasonable access to services, a safe physical environment, choices in work and 
social opportunities, and a voice in local government decisions which affect their lives. 
(City of Toronto, 1999, p. 4)

The Task Force, which held monthly meetings from January 1998 to October 1999 
(the final report was adopted by City Council on October 26), had 25 regular mem-
bers representing the different areas of the city, of which 7 were city councillors and 
18 were senior citizens. Other than geographical distribution, 3 criteria were used 
for the selection of the senior citizen members. They had to be “1) active in seniors’ 
organizations and associations; 2) able to reflect their own views and experiences 
as well as those of their members; and 3) able to consult others within their com-
munities” (City of Toronto, 1999, p. 10).

In order to collect input from a broad representation of seniors in the process, 
the Task Force organized 39 consultations with 1,064 seniors, representatives of 
senior organizations, and representatives of agencies that serve seniors. These 
consultations were held in local communities, in the native languages of the par-
ticipating groups, and in small and large group discussions. These consultations 
were organized around three questions: (1) what are the major issues and priori-
ties for seniors living in the new city of Toronto? (2) what citizen participation 
models should be adopted to advise City Council on seniors issues? and (3) what 
suggestions did they have for marketing 1999 as the International Year for Older 
Persons in Toronto? (City of Toronto, 1999, p. 12). Information resulting from 
this process was disseminated in community newspapers and a newsletter, The 
Seniors’ Task Force News, and was used at the monthly Senior Task Force meet-
ings to guide the discussions. The five most common issues that were identified 
by seniors in the consultations were access to information, health and health 
services, housing, transportation and services. Seniors were also able to provide 
input to the consultation process through a staffed telephone line and by email, 
fax or postal service.

Profile of the STF Participants and Representation

The 15 seniors of the STF that were interviewed (60% are female and 40% are 
male) had an average age of 73 years, with a range from 59 to 84 years. The majority 
of them (73%) were born in Canada, and one of them is an Aboriginal Canadian. 
Although the composition of the STF was not supposed to be a perfect sample of 
Toronto’s multicultural population, it is noticeable that some groups with a significant 
demographic presence in the city (such as Blacks and Latinos) were not represented 
on the Task Force.

The educational level of the members is above the national mean. All have 
completed secondary education, and over half of them (60%) have completed 
post-secondary education, including two masters’ degrees. All of the members have 
a long history of participation in civic or community organizations, and all but 
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one were involved with an organization before joining the Task Force. About 60% 
were active in their local communities (via neighbourhood centres, committees or 
associations), and the remaining 40% were involved in other volunteer, advocacy 
and religious organizations.

Almost half of the interviewees (43%) were already familiar with the dynamics 
of the Toronto municipal government before their participation in the Seniors’ Task 
Force. Among them, a few had been city employees in the past, and others had 
volunteered in other Task Forces or had been involved with city departments and 
city officials in the course of their jobs. For these members, involvement in munici-
pal government was not an entirely new situation; furthermore, some of them had 
extensive experience on these matters, from occupying elected positions (e.g. alderpersons) 
to heading a variety of committees.

The remaining 57% of the members did not have any direct experience with the 
Toronto municipal government prior to the Seniors’ Task Force, and were presumably 
less familiar with its functions.

This information suggests that, although Task Force members collectively had 
high levels of political capital compared to the average citizen, there were internal 
differences in specific political capital regarding municipal politics. It is unclear 
from the data collected in this study (and a subject for future research) whether this 
imbalance created a situation of unequal opportunity, in the sense that the more 
“experienced” members had more leverage than the “inexperienced” ones in 
influencing the agenda.

Members of the Task Force also had high levels of community and civic 
 participation, which is not surprising due to the strategies used to recruit and select 
them. The selection method specifically targeted experienced community leaders by 
 inviting individuals who were already known to city councilors and staff. At the time 
of joining the Task Force, 93% of the members interviewed were either affiliated with 
a particular community organization or had recently been active in an  organization, 
and 87% were personally invited by a city councillor or city agency to serve on the 
Seniors’ Task Force. The interview data likewise supported that  organizational affili-
ation was a strong determinant in the selection process of the Task Force members.

[I was invited] because councillor [X] knew me. I wrote a lot of letters to her because of 
my position in the community centre, and met her a few times. The councillors eventually 
come to the community centre events. I had to send in my resume, and got a letter from her 
confirming.

Sometimes, prospective Task Force members previously knew a city councillor 
and were contacted directly by the councillor to participate. For instance, one mem-
ber who had volunteered for a councillor’s electoral campaigns felt compelled to 
participate in the Task Force when approached by the councillor, “I didn’t want to 
[participate] but you know how you get roped in.”

Occasionally, as the following quote indicates, seniors were appointed by their 
own organization at the request of the city:

Someone from [an ethnic-based center] asked me to serve on the STF. They told me to go 
and so I went.
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The staff of the HC office contacted the staff at City Hall involved with disability and 
accessibility for a recommendation. I was recommended by the people from “access.”

Only two of the interviewees reported that they applied independently to serve on 
the Seniors’ Task Force as opposed to being invited to participate. These seniors 
applied to participate on the Task Force on their own initiative and felt that they 
were subjected to slightly different rules of selection than those invited:

I think there has to be a better or fairer way of identifying citizen participants. I contacted 
City Hall to say I was interested in participation on the Seniors’ Task Force. They said, 
“Contact your local councillor”. They asked me to submit a CV. My understanding is that 
others didn’t have to apply.

This is a relevant issue because it reflects the difficulties of the Healthy City Staff 
in generating a selection process that ensures expertise, representation and open-
ness at the same time. In attempting to achieve “expertise,” the process allowed 
for the city to appoint most members of the Task Force, the assumption being that 
councillors and city officials could identify “good participants” based on their 
background and past civic activities. In attempting to achieve “representation,” 
some organizations were asked to select delegates to the Task Force, although it 
was understood that members were participating there on individual capacity and 
had no official mandate expressed by their organizations. In order to achieve 
“openness,” the process allowed for independent applications of any senior in the 
city who was interested in participating. Regarding this particular group, it is not 
clear how many of these at-large applications for a membership position in the 
Seniors’ Task Force were submitted, how many were refused, and the criteria for 
accepting or refusing them.

The data indicates that participation in the STF is more representative along 
constructs of gender and ethnicity than of class, although broader representation 
was achieved through speaking with seniors in the consultation process. In terms of 
gender, the Task Force was composed of 10 female and 8 male members. Internally, 
the Task Force did not have a formal hierarchical organization that might have 
restricted the participation and voice of certain members. In the interviews, seniors 
did not indicate any feeling of being excluded from the process. However, some of 
them suggested that certain members manipulated power and shared it unequally. 
Several complained of the aggressiveness of a few individuals who dominated the 
discussion sessions. This circumstance recalls Bourdieu’s observation that 
language and the ability to communicate are unequally distributed in society and 
that they play an important role in public participation (Bourdieu, 1984). In class-
room settings and group dynamics in general, teachers and facilitators can reinforce 
those inequalities (consciously or unconsciously) through their interaction with 
participants, for instance, encouraging the participation of some members and 
inhibiting the participation of others. However, the facilitator can also work to 
equalize opportunities for participation. In this regards, several STF participants 
observed that dominating members were restrained effectively by healthy city staff 
and by councillor Ann Johnston, the chair of the Task Force. As one member 
remarked, “Ann Johnston was terrific. She knew how to get people to be quiet after 
a while. She knew how to make it more equal and I found her to be very fair.”
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There was a conscious effort to include a range of ethnic groups on the Task 
Force, although several members criticized that the representation was insufficient 
in respect to the diversity of the population of Toronto. Prominent advocacy/community 
groups were asked to send an unofficial member to serve on the Task Force, which 
include an Aboriginal association, a disabilities division of the city government and 
an Italian association; as well, individual advocates of certain ethnic groups were 
invited to join the Task Force. The majority of the Task Force members was con-
tacted due to their affiliation with an advocacy or community group, and was thus 
targeted to represent, albeit unofficially, a particular minority population. Despite 
these conditions, several members reiterated that they believed the Task Force did 
not go far enough, as one member remarked, “I’ve been disappointed because there 
have been too many WASPs and not enough representation.”

Privilege was evident in the small number of low-income seniors selected for the 
Task Force. The homogeneous socio-economic representation is due, at least in 
part, to the built-in class bias of targeting community leaders, who are likely to have 
higher socio-economic status (SES), to serve on the Task Force. However, despite 
the low representation of working class seniors, issues of class, specifically concerning 
disadvantaged seniors, were at least raised during the monthly meetings. The 
presence of dissent and conflict, although tentative, suggests that the deliberative 
process was not entirely consensual and, as some have charged, a clear practice of 
appeasement:

I’m not happy with the new Toronto Seniors Council because it’s middle class. I’m more 
interested in health care and housing. We’re not zeroing in on it.

The recommendations are all airy-fairy. I haven’t seen anything acted on. Depends if 
they will be acted on. I told my councillor I need to get back into it (seniors’ issues) 
because I think I have a slant on it. They think all seniors have a phone, TV, etc., and 
most don’t. This whole thing was political, who you know. I keep talking about the 
income of people who can’t go to the meetings because they can’t afford transportation. 
I keep bringing this up. I’d let them know about the reality of seniors on low income; 
some can’t afford food or drugs.

Representation of the broader population of seniors was expected to occur 
through the consultations, and the interviews indicated that there was some 
success in this regard. The role of the Task Force members was to implement the 
issues that were raised at the consultations, rather than to express their own 
interests or the interests of their organization. Seniors and coordinators who participated 
in the consultations (but not on the Task Force) stated that the consultations were 
“genuine” in the sense that they were very open and that seniors were asked about 
their needs and were listened to. They recounted that it was easy to speak out because 
there were small group discussions. However, some seniors noted that the 
consultations were not inclusive enough to provide the Task Force with a 
sufficient diversity of input. In their view, the consultations should have reached 
a wider public:

In the Seniors’ Task Force who do we talk to? The people who want to come out to 
meetings. We’re not reaching people in the guts of the community. There’s a whole 
deep water that we’re not sounding. There’s a large community that needs to be reached, 
largely ethnic.
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We got a lot of information. I wanted to address all of the issues but they said, “That’s not 
your mandate.” We were supposed to sort priorities in order, which we received from the 
consultations.

Because the Task Force members were supposed to be in contact with individuals 
in their community and as community leaders to better understand the issues and 
views that exist, it can be argued that non-active seniors (i.e. who did not attend the 
consultations) were “virtually” represented, although this argument masks ethnic 
and class inequalities and questions of the distribution of power in political 
participation.

Citizenship Learning Among Members of the Seniors’ 
Task Force

During the interviews, participants were asked about their informal learning 
experiences pertaining to citizenship and democracy. In order to contextualize 
their informal learning with previous learning experiences, they were also asked 
about their civic learning in the formal and non-formal educational systems.

Citizenship Learning Prior to Participation in the STF

The majority of participants (80%) did not take any courses on citizenship or 
politics in the formal school system, or at least could not remember if they had. The 
few interviewees who recalled taking courses on some aspect of citizenship or 
government mentioned civics lessons from secondary school that were integrated 
into history lessons and university courses on political sciences:

There was a course called civics. In French in Quebec and in English in Ontario. They were 
darned good books. They weren’t separate courses but parts of others.

I’ve taken courses every year- philosophy, literature- but not related to government. When 
I went through high school there weren’t these types of courses. There should be a course 
for each cultural group. I get the feeling that there are more opportunities for the cultural 
groups than they are aware of.

Only one person mentioned informal civic learning in a school setting, which 
occurred through participation in the school council. Although unsurprising, this is 
nonetheless a frustrating finding for those who believe, like Dewey (1927), that 
education for democracy works at its best in democratic schools where people learn 
democracy by doing it:

I haven’t had any courses, but I’ve been to a lot of conferences. In high school, I was 
president of the students’ league, and got into politics in high school being elected on the 
student council.



86 D. Schugurensky and J.P. Myers

When asked if they had taken courses or workshops on citizenship or government 
as adults, outside of the formal school system, only three interviewees responded 
positively. One of them took a course concerning local politics (specifically on how 
to run an electoral campaign) and the remaining two took courses as part of their 
involvement with labour unions:

I’ve taken endless courses, 22 years of courses. Of course, they were useful to my 
understanding of politics. We learned 22 years ago that there would be fewer jobs and 
the majority would be service jobs. And now it’s a fact.

Yes, I was president of a union at [name of a company] for 12 years. So we were always 
taking courses on things the government did, like wage and price control. Lots of stuff 
about government. With me being in the union, it made me see who was looking after 
themselves. This happened also in the union. You have to be able to read between the lines. 
No courses in school because I went to commerce and it was more business and it was 
during the war.

In summary, by the time they joined the Seniors’ Task Force, only one third of 
participants had taken some type of prior course on citizenship, politics or government 
either in the formal system during their youth or in the non-formal system as adults. 
The subjects of the formal courses were civics/government (secondary) and 
political science (undergraduate). Non-formal courses dealt with issues such as 
campaigning, economy, employment, government and wage negotiations, and most 
of them were offered by unions.

Informal Citizenship Learning Through the STF

The primary type of learning that occurred during the Seniors’ Task Force was 
informal, usually acquired by doing, talking, listening and observing during the 
activities performed on the Task Force. The informal learning was unintentional 
and largely unconscious because the Seniors’ Task Force was not conceived 
of as an opportunity for structured learning for the participants, but as a way for 
citizens to engage in the political process of their city, community and peer 
group. However, this informal learning was not complemented by non-formal 
learning (planned and intentional), as sometimes occurs in these types of initiatives. 
Indeed, as seniors did not attend pre-service or in-service courses or workshops 
designed to prepare them in advance for their future activities, or to improve their 
participation as members of the Task Force during their involvement, the non-for-
mal dimension of learning was absent from this experience. Some members 
identified this circumstance as a missed opportunity to improve their participa-
tion. According to these seniors, Healthy City staff assumed that at the time of 
joining all members already possessed the specific competencies needed for suc-
cessful performance in collective deliberation and policy formulation. As one 
member pointed out, “the Seniors’ Task Force staff expected that you already 
know how to participate.”



5 Informal Civic Learning Through Engagement in Local Democracy 87

Some of the informal learning acquired by members of the Task Force was 
self-directed (when, for instance, a member consciously intended to learn 
something about a particular issue), and some was incidental (unintentional but 
eventually conscious), but the bulk of it fell into that gray area of “socialization” 
or “tacit learning,” which includes all the learning that is unintended and 
unrecognized. The participants in the Seniors’ Task Force did not intend to 
learn about democratic citizenship and politics, although in reflecting on their 
experience during the interviews they all revealed some level of awareness 
of their learning. For some of them, this awareness was arrived at independently, 
while most became aware of their learning as a consequence of the interview 
process.

When asked about the type and amount of learning that is a priori required to 
participate effectively in local governance, several seniors noted that formal school-
ing and even experience in politics are less important than being motivated and well 
informed. For these seniors, the most crucial requirement is that participants have 
an interest in the issues at stake and are aware of all their implications and of their 
broader societal context. The following two quotes illustrate this viewpoint:

One part is that if you have no criteria then there is no preparation for their responsibilities. 
What our role was going to be was not defined. On the other hand, people without expe-
rience will be self-learners while they participate. Experience is less important than is 
interest. Some people with a lot of experience may not have done much work, such as 
facilitating meetings.

It’s useless for a person to go through school and think that they have it all. Knowledge is 
learned day-to-day. It’s pointless to be on the Seniors’ Task Force without knowing what’s 
going on, being informed on issues, read two papers, and watch the CBC.

In their recollection of the most important learning experiences that occurred 
throughout their participation in the Task Force, members referred both to specific 
learning events (“episodic memory”) and to generalized knowledge that transcends 
particular learning episodes (“semantic memory”). What was noticeably weak in 
their recollections was the recognition of particular competencies learned through 
participation in the Task Force. Indeed, members did not talk much about the acqui-
sition (or the refinement) of political skills such as organizing, mobilizing, persuad-
ing, conflict solving, public speaking, listening, “working the system,” decision 
making or strategizing. Their deepest self-perceived changes had less to do with the 
acquisition of specific competencies but with the acquisition of specific information 
about an issue or with the adoption of new insights about human nature or new 
attitudes towards a particular group or issue:

When we went down to city hall, we found out a lot about things I really didn’t know about 
– the inner workings of the city. I found out a lot of things that were a surprise, like dental 
care and that pools were free in Toronto and not in Scarborough.

I learned one thing, people are people. Probably the greatest lesson I learned, you approach 
people carefully.

As a result [of this] I learned patience and perseverance in dealing with politicians who I found 
are sincere, good people, but very busy. Anne Johnston is very bright and I admire her a lot.
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The first quote illustrates a particular type of incidental learning about a particular 
situation (in this case, the unevenness in the provision of municipal services across 
the city and the perceived unfairness in user fees structures) that relates to the gath-
ering of public information not readily available to the public. The old adage that 
“information is power” seems to be at play here, in the sense that communities 
cannot challenge unfair policies unless they are aware of their existence. The second 
and third quotes are examples of attitudinal learning, particularly in relation to 
other people (be they politicians or other grassroots participants). The last quote in 
particular is consistent with other studies that found that in local democracy people 
may change their perceptions towards professional politicians (they tend to increase 
their trust in some local politicians who are involved in the process in a positive 
way) but do not necessarily increase their trust towards other politicians or towards 
the political system in general (Schugurensky, 2001b). Nor does it imply, as it is 
suggested in the second quote, a higher level of trust for people in general.

The results of the questionnaire on informal learning applied at the end of the 
interview were consistent with the trends identified during the dialogue with the 
Task Force members. Although overall the perceived changes (measured through 
pre- and post- scores) resulting from their participation were relatively moderate, 
there were some internal differences between changes in knowledge, skills and 
attitudes. Indeed, seniors declared that the most important learning was in the area 
of new knowledge and that the least significant changes occurred in the area of 
skills, with attitudinal changes falling somewhere in between.

Within the category of knowledge, the largest specific increases noted by seniors 
were on “city councilors,” “city government” and “local issues and policies,” which 
are areas with which the participants may have had little contact prior to their 
participation. In the attitudinal area, the most important change identified by the 
seniors was in terms of political efficacy (“confidence in your capacity to influence 
political decisions”). The greatest perceived increase in skills related to group 
working (“working with others”). There was not a significant difference in learning 
when the aggregate scores were controlled for education level and gender.

In terms of learning strategies, we pointed out above that the original questions 
on this topic (different variants of “How did you learn what you learned?”) did not 
prove very helpful, as members had trouble in recalling the specifics of their learn-
ing process. Then, these questions were reformulated in terms of hypothetical 
scenarios (e.g. “If you move to another city and decide to get involved in a seniors’ 
Task Force, how would you learn what you need to learn in order to participate?”). 
Given this scenario, the most frequently invoked strategy mentioned by participants 
was “talking to people,” particularly people with some experience in the process or 
with expertise on the issues to be discussed. The majority stated that they would 
seek out people knowledgeable about seniors’ issues or people affiliated with the 
municipal government. A few interviewees also noted that in order to find out what 
the main issues are they would read local newspapers and watch the local news:

You have to have a sense of curiosity! I’d ask questions to whoever is organizing the Task 
Force and to the city. You’d largely want short, executive reports, not huge volumes of 
reports to read.
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First I’d find out about their cultural ways, the whole economics of their country. Then I’d 
seek people out, read prior to going down. I’d say to them, “Lay your cards on the table.”

Others said that they would join community or civic groups, such as a church, and 
meet other seniors at community centers. Interestingly, one fifth of the sample 
argued that seniors’ issues and municipal governments are very similar anywhere 
in the world. For these interviewees, there was not a great need to learn much 
before participating, because the knowledge and skills already acquired through the 
STF would be sufficient to fully participate in a new environment.

Summary and Conclusions

In general terms, the informal learning accrued through participatory democracy in 
local governance tends to be isolated from explicit and intentional pedagogical 
efforts carried out by educational institutions and agents. Paraphrasing NALL, in 
spite of the universal recognition of the importance of citizenship education, we 
still have very limited understanding of the relations between the formal and 
non-formal citizenship education programmes, on the one hand, and people’s informal 
citizenship learning, on the other. A better understanding of those connections and 
misconnections could equip urban planners, community developers, and citizenship 
educators alike with analytical and instrumental tools to more adequately integrate 
informal civic learning with organized civic education programmes.

As a result of their deliberation process, the seniors of the Task Force elaborated 
a Final Report with 55 recommendations, and the Toronto City Council adopted all 
of them by amendment in 1999. This was a considerable achievement of the seniors 
and the city officials who were part of this process. Nevertheless, 1½ years later, only 
a few of the recommendations have been enacted. Some of them, such as the restora-
tion of rent control (13) and additional support for lifelong learning programmes (48), 
were derailed by widespread municipal budget cuts. Other recommendations were 
redundant in the sense that they called for the continuation of existing by-laws and 
policies, like the demands for support for equitable community health policies and 
practices (12) and the promotion of fire safety programmes (42). Some of the recom-
mendations, however, have been implemented to varying degrees. Among the enacted 
recommendations are the funding of local public health programmes and services for 
seniors (10); better promotion of public and community meetings sponsored by the 
city to seniors (33); better clearing of snow from sidewalks (39); making awareness 
of elder abuse a criteria for awarding certain grants (51); improved street signage 
(53); and the creation of the Seniors’ Assembly (55).

Of the recommendations that have been implemented by Council, the creation 
of the Seniors’ Assembly is particularly important and innovative. The assembly’s 
permanent body consists of 45 senior-related organizations, and it has been funded 
in the municipal budget for four annual meetings, which began in the fall of 2000. 
The Seniors’ Assembly continues the work begun by the Seniors’ Task Force by 
serving as a direct link between Council and senior advocates in Toronto. 
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Furthermore, it will maintain the pressure on Council to address senior issues and 
help to give a voice to organizations of seniors in the municipal government.

In terms of the learning acquired by the participants, the findings of this study 
raise six considerations:

● Spaces of participatory democracy are spaces of civic learning, although the 
amount of learning in the process seems to be inversely correlated with the members’ 
previous political experiences.

● The quantity and quality of such learning depends on and can be mitigated by 
the type of activities carried out in the collective setting, the diversity of participants, 
and the extent of previous learning.

● The previous formal and non-formal civic learning of the participants was not 
perceived as useful to improve political performance in local democracy.

● The educative and empowering potential of participatory democracy, to be fully 
realized, requires innovative strategies to bring more “non-professional citizens” 
to the table.

● Engagement and feelings of collective efficacy are higher when the process is 
clearly defined, when actors have a clear understanding of the nature and 
implications of each stage of the process, and when they have control over the 
outcomes.

● Learning is largely tacit and unconscious and thus participants often have diffi-
culties retrieving and articulating the learning acquired through their 
involvement.

The first consideration is that public spaces for democratic engagement can be sites 
of considerable civic learning, which brings us back to Pateman’s assertion that 
participatory democracy has a high educative potential. However, this assertion can 
be qualified by the proposition that the amount of learning in the process seems to 
be inversely correlated with the members’ previous political experiences. Although 
STF members reported increases in political and institutional knowledge, gained 
some political skills, and experienced some changes in attitudes and values, the 
extent of these changes were considerably lower than those reported by members 
of Porto Alegre’s participatory budget who had little political experience prior to 
their participation in that process (Schugurensky, 2001).

Second, this study suggests that the quantity and quality of the learning depends 
on and can be mitigated by the type of activities carried out, the heterogeneity of 
participants, and the extent of their previous learning. The small changes in 
attitudes can be explained by the fact that the STF did not provide a space to meet 
and deliberate with people who were very different from them or had radically different 
ideas from their own. They all belonged to the same generational group, and were 
there together to advance the common interests of that group, not to debate 
controversial ideas in a diverse setting or to assess the merits and weaknesses of 
conflicting projects. When this type of situation occurs, there is a higher chance that 
some people discover a new approach to an issue and changes their attitudes toward it. 
In the case of the STF, the main attitudinal changes related to increasing levels 
of tolerance to other people and trust in local politicians who demonstrate a committed 
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support to the process. The negligible change in political skills was probably due to 
the fact that most members already had well-developed skills from their long expe-
rience in political and civic life in their own communities, and to the fact that the 
exercise of the Task Force was mainly to draft a series of proposals and not so much 
to negotiate them with the political powers. The changes in knowledge were more 
noticeable, particularly in reference to new information acquired through 
interaction with the city machinery and its actors.

Third, most members of the STF did not recognize in their school or in their 
non-formal education any adequate preparation for the tasks that they faced in their 
deliberation and decision-making process. If there was a connection between the 
informal learning process on civics that occurred during participation and the par-
ticipants’ previous formal and non-formal educational experiences, it was not 
acknowledged by them. Although their school experience took place many years 
ago, there is not much evidence that current civics courses in schools make a sig-
nificant contribution in preparing people as informed, critical and active citizens 
who become willing and able to participate in political lives in their communities. 
This observation is supported by two characteristics commonly held by the partici-
pants: that they have had extensive experience in civic and political engagement, 
and that the majority has had little previous citizenship education in both formal 
and non-formal educational settings. This implies that the bulk of their knowledge and 
experience in politics was gained through previous participation rather than through 
coursework and other formal learning experiences, and that it was acquired 
informally without the explicit recognition that learning was taking place. In any 
case, the fact that participants in local democracy view the formal and non-formal 
education courses they took in the past as largely irrelevant for enabling their 
effective participation in civic and community involvement constitutes another call 
for the reconceptualization of existing citizenship education programmes.

Fourth, the levels of learning and empowerment among participants are likely to 
increase if deliberative public spaces include more than “professional citizens” and 
bring more “non-professional citizens” to the table. Indeed, one of the challenges 
of participatory democracy programmes is to attract those who are not already 
active participants in politics and civil society (Nylen, 2002). For a variety of rea-
sons, these programmes tend to attract the more educated and empowered citizens 
who in turn increase their political capital, while average citizens remain une-
quipped for and disengaged from local politics.

In the case of the STF, this challenge was partially overcome because “ordinary 
seniors” had the opportunity to provide input (and many of them took it) through 
short consultation sessions held in different areas of the city. However, in terms of 
civic learning and political empowerment, “novice” members experienced little 
growth, because the most relevant learning opportunities were open only for the 
politically veteran seniors.

Fifth, both levels of engagement and political efficacy increase when the rules 
of the game are clear and when participants feel they have an impact on the 
outcomes of the process. The STF succeeded in creating among actors a clear 
understanding of the nature and implications of each stage of the process, and the 
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relationship between the phases of consultation, deliberation, decision making, 
policy recommendation and policy adoption. This is important because in many 
cases the initiators of these processes (usually government staff) fail to make 
explicit to the community what they expect to achieve together and what expecta-
tions they have of each other, creating unnecessary instances of frustration, 
resentment, disillusion and mistrust.

Finally, members had difficulties retrieving and articulating the informal learning 
acquired through their involvement in the process. This confirms the challenges of 
previous research to dig up informal learning (Eraut, 1999a, b; Livingstone, 1999). 
Most of the learning experienced by Task Force members was unconscious, and they 
were highly unaware of it until asked to reflect on the experience by somebody else. 
Indeed, one of the main tasks in researching informal learning is to find strategies to 
identify tacit knowledge and make it more explicit.

These considerations on informal learning through participatory democracy 
raise some issues for formal and non-formal citizenship education. To begin with, 
the fact that members of the Seniors’ Task Force attributed little relevant civic 
learning to their formal school experiences could be attributed to the traditional 
civic curricula that prevailed several decades ago. However, in recent years signifi-
cant changes are occurring in terms of the philosophy and the practice of formal 
civic education in a variety of countries, altering its content, its method and the 
social environment (Hahn, 1998). As schools shift from passive to active 
approaches, and begin to include elements of dimensions of participatory democ-
racy in the classroom and in the school management, it is reasonable to expect in 
the future a greater contribution from formal education to the development of 
informed, engaged and active citizens.

Non-formal education, for its part, can play an important role in fostering the 
inclusion of marginalized groups and individuals in public deliberation spaces, in 
equalizing opportunities for participation, and in improving the quality of participa-
tion. Through workshops, short courses, popular education programmes and inno-
vative approaches (e.g. legislative theatre), non-formal education could promote the 
participation of members of marginalized groups who, for a variety of individual 
and structural reasons, do not tend to participate in public deliberation spaces. 
Non-formal education can also provide information about concrete opportunities 
for citizen participation, and for preparing groups to develop the necessary skills 
for full and meaningful participation.

In other words, if efforts to attract “disengaged” citizens succeed, the next issue 
for non-formal education would be to equalize opportunities for participation. 
Indeed, traditionally disengaged groups have less political know-how because they 
had fewer opportunities to develop the necessary competencies to act in these delib-
erative spaces than professionals and middle class groups. Factors such as class 
position, gender, race have significant bearing on the capacity of people to engage 
successfully in civic learning, because those locations generate different levels of 
previous educational and political experiences, connections, feelings of confidence 
and the like. Non-formal educational processes could facilitate information and 
generate positive attitudes towards participation through the development of feelings 
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of political efficacy. As some interviewees pointed out, being motivated and well 
informed about the process are key factors for success. In this regard, a variety of 
courses and workshops could be designed, both prior to and in conjunction with 
their involvement in the process.

Preparatory courses and workshops can support these efforts by placing a greater 
emphasis on the knowledge, skills and attitudes necessary for political participa-
tion, rather than by the perpetuation of politics as a spectator sport. Potentially, this 
would give newcomers a better baseline or starting point in regard to civic skills, 
and the confidence that they can make a difference. In planning these courses, 
curriculum designers may consider the statements of many interviewees that one of 
the best learning strategies for being effective participants is to seek out people 
knowledgeable about the issue being considered, and people affiliated with the 
municipal government. These “pre-service” efforts can be complemented with 
the development of civic training centers in local communities, in alliance with social 
movements and unions. “In-service” courses and workshops could be implemented 
throughout the process to make members more self-conscious of the informal 
learning that occurs during participation, thereby enabling participants to organize, 
systematize and pass on their experience to the next generation of participants. 
Indeed, as mentioned previously, the absence of pre-service and in-service courses 
and workshops was perceived by members of the STF as a missed opportunity 
to improve participation, to make tacit learning more conscious, and to enhance the 
informal learning acquired experientially.

The previous discussion raises two challenges (one theoretical, the other more 
practical) for researchers and practitioners of citizenship education. The first is to 
develop a theory of lifelong and lifewide citizenship learning that examines the civic 
knowledge and attitudes acquired throughout life (from primary socialization to late 
adulthood) and in different educational settings (formal, non-formal and informal). 
The challenge is not only to examine the learning experiences in each setting and age 
period, but also to examine the continuities and the tensions among them, including 
the ways in which individuals negotiate those different learning experiences. The 
second challenge is to nurture more fluid linkages between formal and non-formal 
citizenship education programmes, on the one hand, and between these programmes 
and informal learning processes, on the other. This would help to maximize the learn-
ing potential of public spaces and to build capacity for the radical democratization of 
social institutions. Addressing these two challenges together can contribute to the 
development of the theory and practice of a holistic “pedagogy of democracy.”
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