Findings from the observations, interviews and emerging themes
Chapter Six 

The aim of chapter six is to report on the findings and emerging themes extracted from all the research methods used during the study. 


The first round of interviews I carried out was largely to get the pupils used to the process, but also to find out how they viewed their progress within school. In the second round of interviews, I brought the group together to find out what they understood about the processes of environmental education. All of these interviews were semi-structured in order to make it possible to compare the responses given, but also to allow for further questions to be asked to follow up individual pupil statements. 
The Sustainability of the Eco Group 

The group decided to disband during late spring term in the second year.  Many reasons were given for this, all of which suggest the Eco Group had ‘run its course’.  I decided to interview the group on a one-to-one basis, as I felt they had worked well and I wanted to know if there was any other overriding reason for the disbandment. In addition, I wanted to gain the views of the teaching staff on this development. 
During the study, I wanted to ensure that the pupils were involved in the processes of trying to raise the profile of environmental education in school. The group worked through many projects during five terms.  This was a protracted length of time hence to try and answer this question; I decided to ask the group how they viewed the length of time during the study. As Taylor, (2007) explains,
the apparent length of an interval at a given epoch of a man’s life is proportional to the length of the life itself. A child of 10 feels a year as 1/10 of his whole life –[ …. ] There is some sense to this theory – it does offer an explanation for why the speed of time seems to increase so gradually and evenly […..] time seems to slow down when we’re exposed to new environments and experiences’. This is because the unfamiliarity of new experiences allows us to take in much more information (pp. 3-5).
I decided to use this theory to examine whether the pupils did feel that they have contributed towards the Eco Schools programme for a long time. I asked the group if they felt that they had worked on this project for a short, medium or long time? All of the responses from the Eco Group stated that they felt the duration had been a medium amount of time. Therefore, to draw findings from Taylor’s theory, the response suggests that the pupils did not feel that they had worked for a long time on the project. I then asked the group if they had other interests that they had taken up; many did state that they wanted to pursue other interests at lunchtime.  Finally, some did state that the time constraints of the lunch break were also a hindrance. 

I turn now to other questions I wanted to ask due to the events of the Eco Group disbandment. Lewis, (2008) states that if there is any withdrawal from a research study by vulnerable groups that this needs to be documented and analysed for the developmental outcome. I have attempted to carry out this recommendation in my own work, albeit, the group are not classed as vulnerable.  I asked the group why they had chosen to leave the group; many responses were given to this question that I have discussed in chapter five. I have now decided to focus on the age of the participants and to try and analyse their views surrounding the possible social responsibilities linked to environmental education. Proponents of ‘pupil voice’ (influential texts of Hart 2003, Flutter, 2006; Hart, 1992; Kennelly and Taylor, 2007; Pedder, 2001; Rudduck et al, 20044; Lewis, 2008) all focus on the potential benefits for pupils and a school community in that the processes can offer:
· 
A stronger sense of membership (the organisational dimension) so that students feel more positive about school;

· A stronger sense of respect and self-worth (the personal dimension) so that students feel positive about themselves;

· A stronger sense of self as learner (the pedagogic dimension) so that students are better able to manage their own progress in learning;

· A stronger sense of agency (the political dimension) so that students realise that they can have impact on things that matter to them in school.

Some teachers agree that pupil participation has its place during many aspects of teaching and learning. It is also viewed ‘as a building block for the school as a democratic learning community (Rudduck et al 2002).’ Advice given by Ruddock et al. (2002, p4) states:

by working in a small-scale and relatively protected way with a few students who, once they gain in confidence, are often invited to 'display' their capacities for constructive analytic dialogue to other teachers, to the senior management team and even to governors and to conferences of teachers in other settings.
During the processes of raising awareness of ESD, pupil participation was encouraged in this way. The group made their own decisions that they carried through and teachers listened. However, the group’s disbandment for the many reasons discussed during chapter five, appears to question the reliable nature of the participants. Lewis, (2008) highlights the amount of research that gives pupils the opportunity to ‘have a say’ about their provisions and preferences. Despite this, she feels that the research surrounding ‘pupil voice’ often tends to be biased towards the findings of such studies. Informed of this, I now suggest that the adolescence age of the Eco Group has impacted on the group’s disbandment. The qualities necessary to carry though ‘pupil voice’ decisions is maturity, time, determination and social responsibility (Lewis 2008, Lundy 2005). In particular, I focus on social responsibility as this aspect appears to be an important component of the pupil participation process (Hart, 2008; Berman, 1997). Berman (1997, p196) writes that teaching social responsibility is a vision that requires a set of thinking skills to help students make open-minded, considered, and independent judgements. It is meant to help young people develop a vision and courage to act. During the early projects the Eco Group had a clear vision of what they intended to achieve during their projects (focus group meetings). Often they would discuss small issues that they felt were important and would help the school understand the reasons for environmental awareness (teacher and pupil interviews). Each member developed roles and the courage to speak up, at times to whole year groups. Therefore, would these qualities be seen as pupil participation on a ‘grand scale’ and do these actions indicate social responsibility? Reid et al. (2008, p36) write:

participation is clearly neither a given nor unambiguous in development or sustainability – for the individual, or society at

large. Some participate more than others, and some participate – for want of better words – more effectively and efficiently. Important questions for educators then are, how do people learn to participate, and relatedly, why?

The participation process for the Eco Group developed without difficulty other than pupil nerves. Through interviews the reasons became clear as to why this group chose to participate. The linking of the quantity and quality of learning outcomes emerged as Reid et al. (2008, p37) writes, via extrinsic motivation, intrinsic motivation and engaged participation, all of which focus on the individual’s internal rather than external learning experience. In other words pupils need to be taught by the school to foster experiences beyond their immediate needs and environment. In addition, do adolescents have the ability to sustain their commitment to participatory learning? Children tend to be treated as ‘human becomings’ and are not viewed as human (beings) (Farrell, 2005, cited in Reid et al. 2008, p36). Subsequently, pupils may share some of the merits that link to maturity, but by their very nature they are still not regarded as fully mature, as fundamentally this is part of the growth and maturation process (Reid et al. 2008, p36; Tucker, 1995; Erikson, 1994).  Therefore, the challenge now is to ensure that pupils of an adolescent age foster the meanings of participatory learning and sustain their interest and motivation beyond the school environment years. In response to my earlier question in linking social responsibility to the work of the Eco Group, during the early outcomes these qualities were often witnessed (teachers’ interviews) and without this the experience and message cannot be sustained. 
Many teachers recognise the need to empower pupils and feel that an intimate relationship between the personal and the social is vital. In addition, teachers will often strive to help pupils develop both personal competence and social responsibility (Hart, 2004 and Berman, 1997). Grace (1995, cited in Rudduck, 2006) states that often the  ‘ideology of immaturity’ can get in the way of seeing students as responsible and capable young people during participation processes. And Wyness (2005) writes that many of the processes that govern school councils and pupil participation are essentially rhetorical devices. I would argue that the processes within this study allowed ‘pupil voice’ to dominate the Eco Schools programme and strengthened the pupils’ involvement during environmental awareness (interview outcomes). The maturity of the Eco Group dominated the early decisions and projects; this aided the success of highlighting environmental awareness within the wider school community.  However, many members of the group passed through puberty during the second year of the study.  During this time adolescents will often develop one of the four stages of egocentric behaviour. Egocentric is, very generally, an overall focus on self, and it refers to a lack of differentiation in some area of subject-object interaction (Piaget 1929, 1958). As the skills associated with each cognitive stage of development are consolidated, the child is ready for the next stage and is again captured in a new form of egocentrism (Elkind, 1967).  For a young adolescent, the egocentrism of interest occurs during the transition from concrete to formal operational 
thought. Therefore, from a pupil’s perspective they will determine the amount of time and commitment they give towards an idea or project. Whether the process is important or not, often adolescents will operate in a state of preoccupation with their needs and self (Rosenberg, Ward and Chilton, 1988). Such factors arguably should be considered when working with an adolescent age group. Rosenberg et al. (1988) write, that ‘adolescence egocentrism is the distortion of thought assimilated to itself without adequate accommodation of reality (p57).’  During the process of ‘pupil voice’ the long-term success of any decisions this age group make will depend on their constant commitment to the cause and the acknowledgement that the task undertaken has importance for the school.  
Teachers’ opinions surrounding ‘Pupil Voice’


Due to the decisions made by the Eco Group I decided to  ask teaching staff  how they viewed the intellectual demands on pupils during ‘pupil voice’, and if the process was to expand into a formal consultation process with SLT, would that work? The responses were varied, one teacher said 

Teacher D 


I think it would be a very good idea, but I’m not sure this would happen, these 
meetings are a closeted affair and even teaching staff are not privy to them. It is 
unlikely that pupils will be included in this.
However, I don’t see any reason why not. I’ve had experience on a board of 
governors where school council representatives were present. These pupils did absorb what was going on after a while. Once they understood the 
acronyms of the terms and after a while the pupils did manage to add comments. 
I don’t see why not, given the right training 
and understanding.
This response suggests that the teacher has experienced ‘pupil voice’ in a formal meeting. The outcome has been viewed positively and with further understanding this process could gain momentum. Reid et al. (2008, 19-31) write, that adult facilitators should not be made to feel that support is needed to ensure the child participant is operating on the highest rungs of the ‘ladder of participation’ 
developed by Hart (1992), but they must manage to communicate to children that they have the option to engage at a higher degree. Thiessen (2007, p 678) states that meaningful dialogue occurs when there is a relationship based on mutual respect and trust between the teachers and pupils. Trust can be built up over time and as pupils witness a response to their requests the process will become effective. 
Other teacher responses had a marked difference in their views, one stated, 

Teacher B


I think there would be pressure there, sat on a level playing field with 

your teacher instead of being directed. I also feel that they might not 

understand the magnitude of the decisions that they make and they don’t 

have the experience of what it’s like to teach classes, and to understand 

that decisions made can have a massive effect on not just behaviour, but

also attainment, enjoyment and safety. I just think that it’s too much for 

the kids. …Um possibly if you had a sixth form and some upper sixth 

years, kids of eighteen years old, then they will be able to cope with the 

rigours of and have a decent input, but not fourteen year olds. 

The teacher feels that the participation process infringes on the hierarchy of pupils and teachers in the educational domain. In contrast to emerging theories surrounding ‘pupil voice, this teacher had experienced pupil participation during a job interview process. He stated (during interview), that his responses to the pupils’ questions (even after using language that was suitable for the age group) were not understood by the interviewing group. This caused embarrassment and thoughts surrounding whether the process has any real value for the school.  Rudduck (2004 – 2) writes that many schools have endorsed the use of ‘pupil voice’ during teachers interviews, and that the process strengthened the rapport between staff and students. Arguably questions need to be asked surrounding the reporting of such processes, as they are often positive. Here the teacher has reported his experience and although this is only one case scenario and not true of all pupil participation processes, it does highlight a differing viewpoint. 

Due to this outcome I now discuss the teachers’ views on the current ‘pupil voice’ practice in school. I asked the question:
What do you understand by the ethos of pupil voice?

Teacher B:
‘Pupil voice’ is good in terms of getting some feedback, but in terms of 

its reliability and accuracy; I think it has some major flaws. 


I:
Um what flaws?

Teacher B:
Um depending on which teachers um giving them, I think if a teacher 

they like is giving them a ‘pupil voice’ questionnaire then the chances are 

they will be more positive towards it. Um the type of questions that are 

wrote can easily be manipulated to make you look good. Um and in 

terms of actually using the data, I think you do have to do this with a 

‘pinch of salt’. It’s interesting, but I think there’s a major drawback. 

Here I will attempt to analyse this answer, but with the knowledge that it is my interpretation of the data. The question outcome suggest that some staff view ‘pupil voice’ as being of limited value, that the higher ability will engage in the process and that the school has responded to the views in a selective way. Some staff are concerned about the disempowerment of teaching staff. This view echoes the statements of ATL (2008) and several articles in TES (2008-2009). One staff member stated that the process is being used to promote the ideas from the school’s perspective only, and describes the effect as a token gesture. Hart’s (1992) study into the child participation process states, 

children need to be involved in meaningful projects with adults. It is unrealistic to expect them suddenly to become responsible, participating adult citizens at the age of 16, 18, or 21 without prior exposure to the skills and responsibilities involved. An understanding of democratic participation and the confidence and competence to participate can only be acquired gradually through practice; it cannot be taught as an abstraction (p5).
The evidence suggests that a democratic process is in place in school, but the views are not always being taken seriously. Equally, one staff member viewed the arena as being well beyond the intellectual capabilities of our pupils.  When I asked the teachers if they thought the staff would act on the decisions made by the pupils varying views emerged.
Teacher A viewed this process as:

Mm probably not, it depends whether what the children say is what they 
wanted to do anyway. I don’t think strong children’s voice at this stage will make a difference, if it was different to what they wanted or economically quite challenging for the school to afford, I think they would just ditch the idea.
I think we probably are at that stage, I think ‘pupil voice’ will probably 
be used if it supports what you kind of want to do, kind of, if you interviewed ‘dud- dud -dudur’ – and did a questionnaire and we got this and that and that’s why were going to go through with it. I think if ‘pupil voice’ was quite different to the avenue they want to go down, it would just be binned. Therefore, they take what they want and ignore the rest.
In summarising the above question outcome, a theme has emerged about the financial aspects that could be incurred during ‘pupil voice’ consultation and any decisions this group suggest. This obstacle has also been highlighted by Huckle (2008). He states:

those who run school campuses are driven by targets, budgets, competition and effectiveness narrowly defined. They are increasingly distant from the classroom and have to juggle the multiple requirements that their schools become healthy, sustainable, growing, extended, federated [. . . . ] as more directives constantly arrive (p9).
Whilst it is relatively simple to include ‘pupil voice’ in the decisions making in a school, many obstacles such as finance appear to negate the opportunities for ‘voice’ to be carried out. As the statements appear to suggest, the processes of ‘pupil voice’ are in place in our school. The comments made during staff interviews suggest that the process is still in some cases at the tokenistic stage.
 Here I return to the outcomes of the Eco Group.  I asked staff how they viewed the developments of the group. All of the responses viewed the group in a positive way and staff felt that they have the ability to contribute in a creative and mature manner. One staff member stated:
Teacher B

‘I am aware of the G&T group and they are always falling out, but they do make it up in the end. They have the ability to think in a responsible way and can make decisions that are often right.’
Due to the staff views on the subject of ‘pupil voice’, I wanted to find out what further knowledge they understood about this process, and what are the long-term implications for ‘pupil voice’ when adolescents decide to withdraw from an activity.  I formulated a mental question, should ‘pupil voice’ be a legal or moral obligation?  I asked the teaching staff did they know that ‘pupil voice’ in schools could eventually become a legal obligation? That article 12 of the UN Declaration of the Rights of the Child could be enforced and do the pupils understand the processes of cooperation?  All the responses were similar, one member said, 

Teacher D:


My personal view is, that with every right comes a responsibility and I 

think that our present culture is strong on rights, but not responsibilities. 

And our present culture has a right to this, a right to that and a right to 

the other and they don’t make the logical extension that if they have a 

right, that other people around them have a similar right. 

Whist it is recognised that ‘pupil voice’ should be a moral obligation the  teachers’ response suggest that the process of ‘pupil rights’ is being used for personal gain, instead of cooperation and making things better in schools. ATL (2008), have also highlighted this point in that:

pupils also need support in learning cooperative decision-making and in viewing their involvement as part of collectively making things better, rather than a focus on ‘what I want’(p4).
Many of the views made by the staff during interview were subjective, but they were all unified in their opposition towards the legal requirement of ‘pupil voice’(TES, 2008). Moreover, the developments within the Eco Group during the study have questioned the long-term sustainability of pupils in this role. 
The Outcome of the Participation Process 

The impact of the Eco Group disbandment did mean the Eco Schools programme temporally lost its ‘voice’. Consequently, I asked the Eco Group if they felt they had a social responsibility to ensure that the systems they had implemented carried on. Those that were interviewed, expressed a need to do other things, but they did state that if at a later date they were asked to become involved in such matters, they would. 
To find out if the Eco Group felt their project suggestions were being handled in a tokenistic way by teachers, I decided to find out if this reason affected the Eco Groups momentum, I asked:

I:
Are you enjoying the group activities and what do other teachers think and how do they respond to your ideas?

Pupil A:
I think that we have really had a good impact on the school, we are asked about our stuff during other lessons like Geography. We have become well-known for Eco. Teachers ask us about what we do and why we do it. They also want to know what sort of information we read and how we arrange the projects and stuff. 

This response suggests that the experience has been used to promote peer group teaching and learning during other lessons. The pupil states that she feels they have impacted on the school in a positive way. This response was also echoed during other pupil interviews. The response also suggests that the teacher has intentionally used a non-formal experience to highlight environmental education during lesson. Reid et al. (2008, pp. 299-320) writes, that promoting action-focused learning and connections between subjects needs to be intentional and carried out in the formal and  non-formal setting. This Eco Group member did go on to work with the Geography department during the ‘green park project’, resulting in the vertical peer group assessment of the work. Woods (1996, cited in Reid et al.2008) writes that ‘legitimate participation encourages pupils to construct shared meanings in a combined exercise with teachers’ in the formal and non-formal setting. During this phase in the study this project did motivate and encourage the Eco Group (focus group outcomes). 

Yet, after reading through all the Eco Group interview transcriptions, field diary evidence and observations, there was no real indication that the Eco Group felt the whole school was responding to their activities in a tokenistic way.  
Therefore, I now asked did the age of the participants cause the group to disband? Blanchet-Cohen (2008) writes, children have the ability to understand the complexity of environmental issues and relate these issues to their own sense of self, the social environment and even the international arena.  Above all they are optimistic about the planet’s future, affecting change through their own confidence and by having an awareness of their limitations. A strong sense of self or possible limitations could well be a cause for pupils to ‘drop out’. However, noting the disbandment of the  Eco Group, what I feel needs to be remembered is the sheer drive and maturity the group demonstrated during the early project developments.  The findings from the Eco Group have demonstrated the need to focus on this age group in a realistic way. During adolescence many changes take place. The need for social acceptance, conformity to other peers during friendships and the acknowledgment of perceived similarities in these characteristics is paramount to this group (Clark and Justice, 2002). 
There are many reasons why the Eco Group disbanded. Some teaching staff suggested that the process of ‘pupil voice’ is being used in a tokenistic way, although the Eco Group did not suggest that this affected their position.   During the study the Eco Group did gain the attention of several members of staff and evidence from several observations, interviews and field diary notes confirmed this. The group was given the opportunity to lead during several environmental projects with a high level of distributed leadership. Grand and emerging theories (Piaget, 1959; Elkind, 1967; Uhlinger et al. 1995, Tucker, 1995; Erikson, 1994; Berman,1997) connected to the age group suggest that this may be one reason for the  withdrawal by the Eco Group and  hindered the longevity of the work the group achieved. 
Unexpected themes that emerged
I stated during the methodology chapter that all the intended and unintended outcomes would be documented and analysed. Several of the outcomes already discussed were intended, I am now going to discuss the  unexpected outcomes.

Initially the Eco Group participants volunteered to lead the Eco Schools programme and also placed themselves at the helm of several environmental projects. The characteristics of the group consisted of Gifted and Talented, plus several high ability and interested pupils that worked during the projects in a leadership role or a passive way. During the early interviews, several in the Eco Group and pupils from the wider school community referred to prior experiences of an environmental nature they were involved in, or experienced in the wider local community (the low carbon home, public consultation meetings, carrying out environmental behaviour in their homes and being involved in community projects of an environmental nature). During interviews directed at the pupils, many of the participants made references to their experiences during primary education or within the local community. Due to this outcome I developed further mental questions. Are schools trying to teach environmental education to the already converted? 
Palmer (1998, p112) writes that young children possess a great deal of prior knowledge when they come into formal schooling. This appears to continue… and 
encourages values and attitudes, especially if that knowledge is gained as a result of addressing real issues and problems that have a reference point in the learners’ own lives (Palmer, 1998, p143).
Several pupils expressed values in this way, sharing this knowledge was also evident during the Eco Group meetings. Further interview findings highlighted this interest from pupils in the wider school community. This attitude allowed the Eco Group to continue with their viewpoints unhindered without ridicule from other pupils. Further evidence from the early outcomes of the study do conflict with the critiques of many theorists (Scott et al. 2004, Chapman 2004, Huckle 2008 and others) in that school environmental learning tends to be contradictory to the guiding principles and key characteristics of EE. However, Reid et al. (2008, 197-211) write that, over the past decade teacher visions for environmental education have been endorsed through critical thinking and participation. Many pupils enter the classroom already caring about the environment and want to make a difference in the world in which they live and under guidance from the teacher will unlock that potential. These are moral positions and values, and occur due to the attitude of many teachers acting as responsible citizens (Reid et al. 197-211). Consequently, prior knowledge of positive environmental tasks within the community appears to have contributed to the Eco Groups interest in the subject. This outcome was also highlighted by pupils from the wider school community. Pupils nurturing and sharing their formative knowledge did in many ways help the Eco Group develop their understanding of ESD and the eight Sustainable Schools ‘doorways’.  When I asked the Eco Group what they understood about ESD (towards the end of the study) one pupil said:
Pupil E:
I think that ESD is important, there was like eight different doorways so that each topic went into these. You need to get a good grade in each of these to be classed as sustainable. 

This Eco Group member has attempted to explain her understanding of the ‘doorways’ in language and systems that she understands. Clearly the concept of ESD is difficult for this age group to interpret; this was also highlighted by Scott et al (2004). However, the use of the Sustainable Schools strategy did help the Eco Group during many of the projects they initiated. Slotting topics into ‘doorways’ gave the group the opportunity to estimate why and how the processes contributed towards a sustainable school community. They decided to judge and not use the ‘either or debate’
 described by Vare (2008) in that the Eco Group critically assessed the impact they had on the school community (whether small or large). They felt empowered and motivated and took responsibility for the projects they initiated. These positive outcomes were noted from many of the interview questions carried out with both the Eco Group and teachers. 

One Eco Group member stated that she gained many new experiences from the work they carried out; 
I: 
…when I say that, I mean what did you personally gain from the experience, your ultimate goal?

Pupil F:
I think being able to talk to other students that I wouldn’t normally talk to, they asked us about the experience. 

   I:
So did you feel it had a ‘feel good or not’ factor?

Pupil F:
It felt like you were doing something important for the school.

I:
You did a lot after school, why did you?

Pupil F:
If you wanna do something for the environment you might as well put your time and effort into it, otherwise it just won’t happen will it? If you sit at home doing naff all will it. 

This student has explained in very simple terms her mind-set. This response suggests that the pupil realises that actions are necessary in raising awareness of environmental behaviour. Throughout each Eco Group participation process, many projects were carried out with a high level of negotiation, the power balance was distributed and several teaching staff showed a willingness to participate in the processes. Subsequently, the dialogue between the Eco Group and teachers improved and had relevance to the school and local community and this in turn became a more effective learning episode. Palmer (1998) writes that personal experiences will refine the skills students need for investigation, communication and problem solving. The Eco Group member appears to have valued the opportunity to talk to other students resulting in a positive shared learning experience. Morrison et al. (2000, p196)) write, that ‘pupils, especially in secondary schools, often say they want to be given responsibility and to be treated more like adults.’ Such approaches can help to establish a way of learning from one another in an informal setting. Many studies situated in the classrooms have also highlights positive outcomes from cross age tutoring and group work; all have reported positive outcomes (Reid et al., 2008; Morrison et al, 2000). 
Finally, once the Eco Group lost their impetus towards the Eco Schools programme, attitudes within school did move away from environmental concerns on a superficial level over the short-term. The research analysis suggests that several outcomes have contributed to this during the short timeframe of the study. If the study was to continue could the group be ‘recycled’ with new participants and would that encourage the old Eco Group to reengage in the subject?  Scott et al. (2004, p154) write that,

…it seems obvious that learners need to be reinforced for positive environmental behaviour over time. No definitive recommendations about the extent of instructional reinforcement will be made here. There is simply no research to validate how much is needed. 
The study has highlighted many positive and negative outcomes. These suggest that the educational experiences need to be in-depth and as Scott et al. (2004, p154) state, carried out over a substantial period of time. More questions need to be analysed and discussed surrounding the nature of ‘pupil voice’ and the social responsibility adolescents need to adopt over a protracted period of time. Proponents of ‘pupil voice’ (Rudduck & Fielding, 2004; Flutter, 2006; Lundy, 2005 and Lewis, 2008) draw reference to many successes during pupil participation. There is very little emerging theory, case studies or literature surrounding non-participation or critical analysis of pupils using this forum when it ‘fits in’ with their agenda.
¹The formal operational period is the fourth and final of the periods of cognitive development in Piaget's theory. This stage, which follows the Concrete Operational stage, commences at around 11 years of age (puberty) and continues into adulthood. In this stage, individuals move beyond concrete experiences and begin to think abstractly, reason logically and draw conclusions from the information available, as well as apply all these processes to hypothetical situations.





�Eight levels of young people’s participation in projects (the ladder metaphor is


borrowed from the well-known essay on adult participation by Arnstein (1969), the categories are


new) (Hart 1992:8.)





�In exploring the relationship between ESD 1 and 2 we wish to avoid an either-or… debate infavour of a yes-and… approach -  ESD 2 makes ESD 1 meaningful, because our long-term well-being will      depend less on our compliance in being trained to do the ‘right’ thing now, and more on our capability to analyse, to question alternatives and negotiate our decisions in an unforeseeable future.
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